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Serles Introduction

It is now widely recognised, among theorists and practitioners alike, that the

traditions _that have informed educational administration as a_field.of study. for

several decades are-of only limited USE in coming to tems with_the complexity
and value-laden nature-of educational practice. The sudden politicisatior; of the
context and conduct of education has raised issues of immediate import that

cannot be dealt with adequately by functionalist analysis or behavioural science.
The collapse of these theoretical traditions. in-educational administration - has
produced a vacuum into_which a very haphazard collection of. intellectual bric-
a-brac has been sucked. As a result, both theorists and the practitioners who look
to them for help in an increasingly disordered worldare aiike in their bewilderment.
How can altemative formulations be developed? How can reliabie and reievant
analyses be made?" DT oLt Ll . . .

The series of books of which this volurrie is a part is an attempt to explore a

variety of intellectual traditions that. have, .until-now, been largely igriored: or
dismissed by educational administrators: Each of the.books is an attempt to bring
a.particular intellectual perspective to bear on the practical problems of admin-
istering.education. They are, therefore, diverse in their starting points. and in their
analysis: What they have in.commion, However, is a rejection of a purely technical,
functionalist 2pproach to educational administration, and a commitment to a
critical and reflexive consideration of educational practice.

- The ideas presented in the introductory essays are riecessarily an encapsulation
of arguments that-have developed and are developing more fully elsewhere. I
order to-assist readers to participate in these developments, selected readings are
attached to each paper, and an anriotated bibliography of key works is provided.
We hope that the publication of this sefies will encourage others to joina necessary
exploration of alternative perspectives in eduicational administration. Such explo-

ration is long overdue:
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Ecucational administration as a technology of
control ]

The separation of administrative and educational
concerns = : o
Educational administration is a technology of control: The preoccupations

of administrators, at least as they are rcpresented in textbooks and training
programs, are with, for example, management, organisation, authority,
motivation, job satisfaction, leadership, decision making, implementation,

communication, co-ordination, supervision, evaluation, efficiency, effec-
tiveness; accountability; and power (see Hoy and Miskel 1982, as a typical

example). The theoretical frameworks within which such preoccupations

are located have equally revealing names: axiomatic theory, general system

theory, bureaucracy theory, compliance theory; contingency theory, social
system theory, motivation-hygiene theory; expectancy theory (see Silver
1983). The technology associated with such conceptualisations of man-

agement and control is represented through stich organising systems as

Planning; Programming and Budgeting Systems.(PPBS); Program Evalu-
ation and Review Technique (PERT); Management Information Systems

(MIS); Management by Objectives (MBO); operations research, produc-

tivity research, systems research; and simulations studies (see Wise 1979).
The concepts, the theories, and the organising systems are a clear indi-
cation of a preoccupation with control that is endemic to the occupation.

As Wolcott remarks of the administrators he studied, ‘the essence of being

a good technocrat is to exert control’ (Wolcott 1977, p. 159).

- If the preoccupation of administrators (as well as of administrative theor-

eticians) is the exercising of control, then one might reasonably ask, control

over what or, more likely; over whom? The ans ver; according to Hoy and
Miskel, is simple and uncontroversial:. , . :
When teachers_join a school organization, they accept the formal
authority relation. They agree v:ithin certain limits to follow direc-
tives that administrators issue: In short, they enter into.contractual
agreements in which they sell their promises to obey commands  Hoy
and Miskel 1982, p. 124). S
_ In case this should be thought too stark a definition of the sitiiation, they
go-on to argue; following Barnard (1938), that formal authority is insuf-
ficient to ensure control, thus ‘only when the authority of leadership is
combined with the authority of position will superiors be effective in in-
ducing subordinates to comply with directives’ (Hoy and Miskel 1982,
p. 125). Administrators must therefore tap that o :
informal authority {that] arises from the loyalty that the superior
commands from group members. The significance of subordinate
loyalty to superiors seems clear. Administrators who command sub-
ordinate loyalty seem to have a distinct advantage in enlarging their
authority base (Hoy and Miskel 1982; p: 125): ) )
-The picture seems quite clear. Organisations {and, by extension, edu-

cational organisations such as schools) are systeins of hierarchically or-
dered positions in which administrators exercise control through a

combination of their formal positional authority and their personal re-

8




lations in order to enlarge their authority base. The first principle of ad-

ministrative life; according to Hoy and Miskel; appears to be that the primary
task of administrators is to increase their control over subordinates. =

---A quick look at the focus of their discussion of principals, teachers; and
students supports such a conclusion. Principals are preoccupied with

authority, decision making, leadership, and teacher relations; teachers.
with job incentives, job satisfaction; work motivation, loyalty to principals.
and principal relations. Students are discussed under the headings of
alienation. performance; and control. The Weltanschauung. of adminis-

tration is complete; the ideclogy of dominance and submission is clear.

~The purpose of all this hierarchy and control is, however, singularly
obscure. Despite the apparent intention of typical texts such as Hoy and
Miskel (1982) and Silver (1983) to outline a theory of educational admin-

istration (the word educational does. after all, figure prominently in the
titles) neither book add-esses a single educational idea. One can search

both index and text for discussions of such central educational concepts

as classroom, curriculum, evoluation; examination; instruction, knowl-
edge, learning, pedagogy. subject-matter, teaching; or testing without suc-
cess. Not one is listed. Not one is discussed. The separation of administrative

theory from educational concerns is as complete as it is unacknowladged.

The historical roots of the administrative settlement
The historical roots of this separation lie in_a conception of educational
administration ti:at followed the conjunction of three social movements
during the decades spanning the turn of the twentieth century: the munici-
pal reform movement; occupational professionalisation; and-the cult of

efficiency. Although this conception was an American development; it
profoundly influenced the development of ediicational administration
elSB:“”HEE&, Y z - o oL

The municipal reform movement was essentially an attempt to con-

solidate the power of business and industrial élites_in the governance of

public affairs. It depended on the amalgamation of small publicenterprises
(such as schools and small school districts) into large; hierarchically-or-
dered, and centrally directed corporate systems. As Burnham (1965) has

suggested: = T o
By the decade of the 1920's this new. regime and business control

over public policy .. . were consolidated : :: The functional result

... was the conversion of a fairly democratic regime into a rather

broadly based oligarchy (Burnham 1965, p. 23) S

As Tyack and Hansot observe of the impact of the municipal reform
movement in education, the administrative changes that were involved

often blocked the political channels by which the cities’ working-class

and ethnic communities had traditionally expressed their political

interests in education. In the process they also enhanced the power

of cosmopolitan elites (Tyack-and Hansot 1982, p. 107). _ ,
- This was, of course; the whole point of the movement; for ‘rational’

systems of corporate management and control could only be implemented
if minority political interests could be excluded from the processes of

decision making:
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The goal of such structural changes in urban ’s’éﬁééi:é&iiéiﬁénég was

to turn controversial political issues — formerly decided by large
numbers of elected representatives on ward and central committees
— into matters for administrative discretion to be decided by experts

claiming objectivity. This was; of course; not depoliticization at all:
it was another form of politics; one in which authority rested not on
representativeness or participation but on expertise (Tyack and Han-
sot 1982, p. 107-8). S

.~ The need of such corporate structures both for expertise and: or middle

level managers whose corporate loyalty was dependable and whose ex-

pertise could be: sanctified through certification by institutes of _higher
learning was coincidental with the emergence_of male-dominated pro-
fessional associations in education, as elsewhere. The rise of vrofession-
alism based upon the development of occupational hierarchies was the
ééééﬁ&criﬁcal{yi,mpqnjant social movement. - S

Occupational professionalisation was central to the development of a

technology of control: As Callahan (1962), Bledstein {1976), and Larson

(1977) have shown,; the rise of educational administration as a profession
was based upon both: the separation of conception from execution in the
world of work (see Braverman 1974) and the separation within the oc-

cupation of upwardly mobile rural male adminisirators from classroom
teachers (the overwhelming majority of whom were female). The sepa-

ration of the ‘profession’ of educational administration from the occu-
pation of teaching was achieved through a variety of institutional structures

including the newly established professional associations, newly initiated
university programs; newly developed foundation support, and a newly
established network of influentials who exploited the resources of associ-
ations, universities, foundations; and school districts to further the aims

and influence of what came to be kniown as ‘the educational trust’ (Tyack
aﬁdec’t"iga,Zj:E,ng)t - - -

The educational trust was founded upon, supported by and ultimately

shaped through; the vision and the rhetoric of business:

From 1890 to 1930, no other lay group had as much impact on public

education as did businessmen . .. Businessmen were active in the

political movement to abolisk ward school boards -and to refashion

urban systems on the corporate mmodel; they and their wives pushed
hard for such reforms as vocational schooling and the kindergarten;

they served — together with professional people — disproportion.
ately on city school boards; they lavishly supported educational re-
search and educational campaigns . . . and their language, techniques
and ideology permeated the new ‘science’ of educational manage-

ment (Tyack and Hansot 1982, p. 110). e

The new science of educational marnagement was legitimated by the third
social movement — that is, by the ideological commitment to the appli-
cation of science and technology to social affairs. The whole point of the
effort to develop efficient structures of corporate management on the one
hand, and the professional expertise of the educational trust on the other,
was to combine them into a ‘scientifically-based’ process of human en-

gineering that would realise a particular vision of the social order:

- - -
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Bel‘eving that the basic structure of society was just and progressive,
the new leaders thought they knew how_to bring about a smoothly

running, socially efficient: stable social order in which education was

a major form of social engineering. Society would control its own

evolution through schooling: professional management would re-
place politics; science would replace religion and-custom as sources
of authority; and experts would adapt education to the transformed
conditions of modern corporate life . . . The experts would run every-
thing to everyone's benefit (Tyack and Hansot 1982, p. 107). =
-- The cult of efficiency, which eventuated from the combination of these
social movements, was, as Dewey predicted and Callahan (1962) has docu-

mented, to have disastrous effects on education. Dewey warned as early
as 1902 that ‘it is_easy to fall into the habit of regarding the mechanics
of school organization and administration as something comparatively
external and indifferent to educational ideals' (1902; pp. 22-3). But the

separation of technology from ideology was precisely what the social ef-
ficiency movement was designed to produce. - L
- The municipal reform movement was largely successful in replacing

local political structures, through which working-class and ethnic-mi-

norities. pursued_their interests in educational issues, with centralised
corporate management structures, dominated by the cosmopolitan élites

of the educational trust. Moreover, the educational trust was largly coni-

posed of social engineers who; although they = = =
were quite clear about their assessment of social and educational
needs, . . . were less clear about the philosophical premises of their
values or the political process by which priorities should be set.

Somehow the assembiage of facts would speak for itself. Their faith

in science as objective measurement, coupled with their contempt
for earlier ‘armchair theorizing' about educational purposes as mere
opinion, tended to simplify or even eliminate issues of ethical choice

for them (Tyack and Hansot 1982, p. 156). .
The effect was to replace democracy with oligarchy and the consideration

of educational .interests and ideals with debate over the efficiency and
effectiveness of a technology of control. =~ ... T

As Callahan (1962) has shown, the effects on education were frequently
unsatisfactory, for the rhetoric of business efficiency in education was
powerless to confront three major problems. Firstly, even were the school

to be treated as a factory. the output was all but impossible to measure.
Secondly, universal agreement over the goals of schooling was impossible
to achieve. Thirdly; the connections between input, process, and output

were decidedly ambiguous. These problems, as Dewey (1899) suggested,
arose from the nature of education asa social and cultural activity in which
means and ends were closely related. Democratic ends couid not be achieved
by technical means. A democratic education system could not be achieved

if planning were separated from execution, if management were divorced

from practice: But the administrative progressives of the educational trust
were unreflective about such issues. ‘Thzy wanted to use research for re-

form in education and society within a framework of privilege and values
they rarely questioned’ (Tyack and Hansot 1982; p. 156).

11
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- The integration of these three social movements — the municipal reform

movement, the occupational professionalisation of the educational trust,
and the legitimating rhetoric of the cult of efficiency — formed tlie basis
for a political settlement that has dominated educational administration

in the United States of America for nearly a century.

Contemporary advocates of the technical tradition

The resurgence of interest in social engineering following the Second World
War brought about a renewed interest:in the educational application of

“scientific’ theories of a socisl and behavioural kind (see Cunningham, Hack
and Nystrand 1977). But these views of educational administration, whether
in their post-war form or in their more contemporary representation by
authors such as Hoy and Miskel (1982) or Silver (1983}, are remarkable

not for their reintegration of educational and administrative discourse, but
for their continued pursuit of the ideals of a century-old tradition — a
tradition that attempts to mute political debate over educational interests

and-ideals-among local interest groups and to substitute the institution-

alisation of a technology of ediicational production and co

the interests of cosmopolitai and professionalised ¢lites. - S

_ Silver, for instance, endorses the technical /professional approach as

follows: o F o
What is needed to advance the field of educational administration

ntrol serving

to the status of a mature applied profession is the systematic_use of

theories to generate knowledge about the improvement of ‘practice
. - - The use of clear-cut, quantifiable, and socially endorsed Criteria
by which to judge administrative success (student outcomes in re-

lation to stated goals) would enable the research community to de-

termine systematically whether the pra-tical implications of theories
do in fact help toimprove practice . . . for the absence of demonstrably
useful technical knowledge about how to enhance students’ learning
is one of the most serious shortcomings of the profession of edu-
cational administration (Silver 1983, pp. xiv—xv).
Elements of a radlcal critique
There are numerous problems associated with this technical /professional
aproach to educational administration: Two in particular are of funda-
mental importance. Firstly; the model of science to which the tradition

appeals for a justification of its aciivities is a serious misrepresentation
of the methodology of science and the growth of knowledge. Secondly,

the model of humanity, politics, and society contained in this adminis-
trative tradition is fundamentally opposed to the principles of equality;

liberty, éﬁdaémogﬁ% e . -
- The consensus model of science employed by the inheritors of the ef-

ficiency movement is essential tn the attempt to deny ethical, political,
and aesthetic controversy by treaiing such debates as technical problems

to be solved by cosmopolitan élites through the mechanisms of socisl
engineering. .- -

As Michael Apple suggests:

Most advanced corporate societies seem to transform their ethical,

12




politica!; and aesthetic questions, for instance, into engineering prob-

lems. Profound conflict between opposing ideological and moral
positioas is translated into puzzles to be solved by the technical ex-
pertise that is maximized by the cultural apparatus . . . When ques-

tioned about the tendency to eliminate conflict, or redefine it; and
search for consensus, proponents of systems management procedures
in-educstion : . : take the position that they are merely trying to be

scientific about their problems. This is where a basic difficulty lies.

The perspective they have of science is notably inaccurate  : : (Apple

]979'PL11’9J: o , JJtInnnoo -l DIt oI oL
- As 1 have suggested elsewhere (Bates 1980, 1982a) the model of science

held by the traditional mainstream theorists in educational adminis-

trationis . S o
an inadequate and misieading; even ideological; representation of
the process of science — which is, rather, a process of negotiation
between competing claims influenced in its assumptions by social

and political factors and subjected to constant amendment and change
7 (Bates 1986; p. 6). -
Apple puts the point more strongly: . . . . -
The-history of science and the growth of individual disciplines; has

not proceeded by consensus. In fact, most important progress in these
fields has been occasioned by intense conflict, both intellectual and

interpersonal; and by conceptual revolution (Apple 1979, p. 119).

- The misrepresentation of science contained in-the traditions of the cult
of efficiency is paralleled by the misrepresentation; or subordination: of
the political values of liberty, equality, and democracy. =~~~ -
A conception of the just society is central to the critigue. As Strike (1982)

suggests witn regard to the behaviourist program that lies at the core of

social efficiency and enginzering in education, what is objectionable about
such ideasis = = o S
 the assumption that the student is completely passive: Education is
conceptualized on a production mcdel. Learning is the product;
teaching is the production process, the child is the raw material.

Learning is something done to the child whose own values are not
important and whose cooperation is not required ... A child’s re-
sistance to being taught is-understcod as a defect in raw. materials.

It is something to be remedied. It receives none of the consideration
that the wants or interests of free agents ought to receive. [In this view]
educational rights involve the right to be educated whether one likes
itor not (Strike 1982, pp.81-2.
However; the problem; as a number of critics.have pointed out, is that

such a process—product conceptualisation of education is quite functional
for a society that assumes that a large proportion of worke s will have to
engage in work in bureaucratised settings and be subject to managerial
systems of control based upon the separation of conception from execution

and the use of coercive economic controls. As Apple suggests:
By learning how to work for others’ preordained goals using others’

preselected behaviors, students also learn to function in an increas-

ingly corporate and bureaucratized society in which the adult roles

13



one is to play are already sedimented into the social fabric. Each role
has its own brand of thinking already built into it, and students will
feel comfortable playing these oftenrelatively alienating roles only

in so far as they have been taught that this is the proper mode of existing
(Apple1979,p.118.
The potential of such a system of e-2ucation to erode conceptions of liberty
and democracy is considerable, as Strike points out:
A variety of civil rights-and liberties depends-on thinking of persons
as.free, active, responsible agents, and it will not ! ~ng survive the
ntellectua. of ca \:7¥ in a passive
language: Indeed . . . the very idea of people having equal rights is

intellectual habit of conceptualizing humap beha :

linked to what it means to be a person. If this is correct, the capacity

for evil in a view that erodes that concept is great (Strike 1982,
pp. 82-3). :

- The erosion of the ideals of liberty and equality that are fundamental
to the pursuit of democracy is at the heart of the critique of education
mounted by both liberals and radicals during the past two decades. For
them the passivity encouraged by mass education is fundamerital to the
continuance of inequality.
.. It is now a commonplace among both liberals and radicals that education
systems tend to reproduce; rather than ameliorate; social inequalities; As
Papagiannis, Klees and Bickel point out: N
There is substantial empirical evidence supporting the liberal view

that meritocratic allocation of social rewards is far from reality in both
the developed and developing world: For example, blacks.and fe-
males get lower rewards even after controlling for the influence of

‘relevant’ characteristics . . . The same is true with respect to_the so-
cioeconomic class background of an individual ... . Success in edu-
cational systems reflects this same race, sex, and class bias . .. and
even educational reforms targeted at the ‘disadvantaged’ often help

the advantaged most : . . (Papagiannis, Klees and Bickel 1982, , p- 252).

_ While liberals have, for the most part. attempted to revise educational
provision and. selection to equalise opportunity in the name of fairness.
radical critics have suggested that far more fundamental issues are at stake.
In their view; education systems, far from-being agencies promoting
equality of opportunity, are in fact directed to maintaining inequalities.
Thus the ‘real goai of education is not the “maximisation” of everyone's
potential; but only the potential of the few — the élite; or ruling class’
(Carnoy 1972,p.2). -~ - - -
- The questions raised by the radical critics come to focus on the funiction

of education systems ir supporting and promoting inequalities of power
and control through their management of the production-and distribution
of knowledge. Not just educational administration; but-education systems

are seen as employing technologies of social control directed towards re-
Producing social inequalities in the interests of slites. The central problem
of this radical critique is that of ‘enquiry into the social organization of
knowledge in educational institutions - . : which makes the problems of

control and the organization of knowledge and their interrelations its core
concern’ (Young 1971, p. 3).

14



_The radical critique, and especially the new sociology of education. was

to reject the taken-for-granted assumption that education was something
best left to the control of experts, and to make the questions of control and
of competing interests central to its investigations. If, as I argued earlier.
the purposes of educational administration as a technology of control were
obscure and taken for granted even by its most vocal advocates. the new

seciologists of education were to make such purposes the central focus
of their inquiry into the management of knowledge through education and

the role of education in reproducing social inequalities.
Education and the reproduction of inequalities

In 1971, Michael Young edited a volume of readings called Knowledge

and Control. In his contributions to that volume, Young argued that the
traditional preoccupations of sociologists of education with the input and
output of education systems had led them to take for granted the ways
in which such systems select; organise; and structure knowledge and make
it available in a systematically discriminatory fashion: Both British and

American sociology of education, it was argued. had been dominated by

functionalist theory, which . . . presupposes at a very general level

an agreed set of societal values or goals which define both the selec-
tion and organization of knowledge in curricula. With one or two
notable exceptions . . . work in the sociology of education has been

concerned with the ‘organization’ or ‘processing’ of people . . : and
takes the organization of knowledge for granted (Young 1971. p: 26). _
‘Thus the sociology of education, as well as theories of educational

administration; had largely separated organisational from educational
issues. Like administrators,
sociologists seem to have forgotten . . . that education is not a product

like cars and bread, but a selection and organization from the avail-
able knowledge at a particular time which involves conscious or
- - unconscious choices (Young 1971, p. 23). , o
The redress of such social amnesia was to be a major preoccupation for

Young and his collaborators; one which asserted that: o
[t} should be the central task of the sociology of education to relate

these principles of selection and organization that underly zurricula
to their institutional and interactional setting in schools and class-

~_rooms and to the wider social structure (Young 1971, p. 24).
This conviction was stated even more strongly by Basil Bernstein:

How a society selects, classifies, distributes, transmits and evaluates

the educational knowledge it considers public, reflects both the dis-
tribution of power and the principles of social control. From this point
of view; differences within and changes in the organization, trans-

mission and evaluation of educational knowledge should be a major
area of sociological interest (Bernstein 1971; p. 47) -
What might be called the management of knowledge became, therefore,

a central focus for the work of the new sociologists of education. -
Their work, however; was not directed solely at the role of external

agencies in the shaping of educational knowledge: It was also concerned

i ;5
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tural wransmission’ t1971;:p° 47)' - oL, oo oo oL Dot
- Since the publication of Knowledge and Eontrol (Young 1971), questions

of the selection, organisation, transmission, and evaluation of knowledge
in_school systems, and of the determination-of curricular structures and

the part they play in the reproduction of particular cultural systems, have
been ta’:sn up with enthusiasm by sociologists in several parts of the world.
Three theories in this tradition seem especially important: those of Bour-

dieu, Bernstein; and Bowles and Gintis:

Pierre Bourdleu: symbolic violence and cultural
reproduction ]

Pierre Bourdieu and his colleagues at the Centre de Sociologie Européenne
in Paris have played a-major role in developing a theory of cultural re-
production that argues that the class divisions of modern societies are largely
maintained and legitimated through the exercise of symbolic violence. Such

symbolic systems operate. through the distribution and exchange of cul-
tural capital in much the same way as economic systems serve to distribute

and exchange economic capital. Within both spheres, the market is the

site of conflict between dominant and subordinate classes: However, in
the cultural market or, as Bourdieu calls it, the intellectual field, the
struggle-is-over how reality should be symbolically defined. Thus these
symbolic struggles are constituted

directly in the symbolic conflicts of everyday life or indirectly through
the struggle waged by specialists in symbolic production. . . in which

the (object at) stake is the monopaly of legitimate symbolic violence

— that is to say, the power to-impose ... . instruments of knowledge
and expression of social reality (Bourdieu 1977, p. 115). :
-_The education system is a major instrument.in the struggle over the
production and imposition of symbols that fulfil the political function of

maintaining class dominance. The education system, Bourdieu suggests,
takes the culture of the dominant cultural group and instantiates it as the
legitimate selection and organisation of knowledge against which all other
symbolic systems are to be evaluated. Needless to say, the selection and

organisation of knowledge by subordinate cultural groups is-inevitably
evaluated as inferior, inadequate, or irrelevant. But, says Bourdieu, while
the relative autonomy of the education system appears to guarantee the
independence, impartiality, and therefore legitimacy of this form of cul-
tural domination; the symbolic violence involved in fact systematically
misrepresents-the nature:of class relationships by making them appear

natural, inevitable, and just. The final deception of such a system is
thatit T
confers.on the privileged the supreme privilege of not seeing them-

selves as privileged [thus managing] the more easily to convince the
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disinherited that they owe their scholastic and social destiny to their

lack of gifts or merits; because in matters of culture absolute dis-
possession excludes awareness of being dispossessed (Bourdieu and
Passeron 1977,p.210). = S
Bourdieu’s thesis, therefore, is that the management of knowledge in

education systems is structured in ways that allow thie_transformation of

economic and political power into symbolic power via the education sys-
tem. The particular selection; :rganisation; transmission, and evaluation
of knowledge presented by the education system serves to reinforce the
position of dominant cultural groups, while presenting such dorninance

as inevitable and just. At the same time, the education system acts to con-
vince the dispossessed that their dispossession is the result, niot of sym-
bolic violence, but-of their iack of giftsortalent. . ... . .. "
~ However, what Bourdieu has so far failed to provide, as Rachel Sharp

points out, are ‘any concepts for acalyzing ihe crucial issue; which is what
determines ‘which- external infl. 2nces manage to -penetrate within
{education’s] boundaries and-which do not’ {Sharp 1980; p. 75). In this
respect, our earlier analysis of the specific conjunction of three major social

movements in the transformation of American education and the subor-
dination of working-class and ethnic minorities to the interests of the
cosmopolitan élites provides a relevant case study. of the penetration of

educationai boundaries.-A closer analysis might also allow the develop-
ment of appropriate analytic concepts.

Basll Bernsteln: class, codes, and control
While Bourdieu’s theory. of cultural reproduction threugh symbolic viol-

ence gives an outline of the historical and social conditions under which
education systems have achieved a relative autonomy from other. insti-

tutionalised forms of economic and social dominance; Bernstein has been

of social order are transmitted and transformed. This-is not to say that
Bernstein discounts the importance of symbolic control, indeed quite the

opposite is thecage: ]
It is clear that in advanced industrial societies. especially in the West,;

there-has been a considerable increase in the division. of labour of

social control based upon specialized modes of communication (sym-

bolic control). This has created a vast range of occupations dedicated

to the symbolic shaping and re-shaping of the population {Bernstein

1975,p.18). . .

Fundamental to this alteration in the division of labour is the move from
mechanical to organic solidarity that was noted by Durkheim — that is.
the shift from a simple segmented society towards-a complex iﬁiéfﬂé—
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Bernstein’s early work on restricted and elaborated language codes was
concerned with two major issues: .. .. _ __ - S
1 How . class regulates the structure of communication within the
family and so the initia! sociolinguistic coding orientation of the
- children. - " s
2 How class regulates the-institutionalizing of elaborated. codes in

education, the forms of their transmission and therefore the forms
of their realization (Bernstein 1975, p. 22).

These preaccupations were based upon the conviction that;
Class acts fundamentally on the division of labour by structuring its
moral basis; that is, by creating the underlying relationships of pro-
duction, distribution-and consumption. Class relationships regulate
the transmission, participation in and the possibility of changing the

(dominant cultural categories (Bernstein 1975, p. 23).
__Thus, both morally and structurally. ‘class_is a fundamental category
of exclusion [that] is reproduced in various ‘ways in schools, through the
social context and forms of transmission of education” (Bernstein 1975,

P. 28). As there is ‘no class society which deliberately and rationally
attempts to ensure that all social groups can participate equally in the
creation; production and dis*ribution of what are considered as value, goods
and services’ (Bernstein 1975, p. 27), it follows that the study of education
is largely the study of the division of labour on a class basis through the
mmagement OfRﬂOWIéagé. o S Lo oo D D

- The mechanisms of such management of knowledge in schools are seen
by Bernstein as encapsulated in particular structured message systems:

Formal educational knowledge can-be considered to be realized

through three message systems: curriculum, pedagogy and evalu-
ation. Curriculum defines what counts as valid knowledge, pedagogy
defines what counts as a valid transmission of knowledge, and evalu-

ation defines what counts as a valid realization of this knowledge

-~ on the part of the taught (Bernstein 1975, p, 85). :
Bernstein argues that the examination of these three message systems and

the examination of the relationships between modes of social integration
and symbolic structures is best achieved ‘through the study of the process
of their reproduction and change’ (Bernstein 1975, pp: 19~ 20). Bernstein’s
studiesof the message systems of schools {curriculum; pedagogy, and

evaluation) are based upon the utilication of two fundamental concepts:
classification and. frame. SRR -

Classification refers essentially to the natiire of the differentiation be-
tween contents; that is; between different categories of educational know-
ledge. Thus: , o ,

Where classification is strong; contents are well insulated from each

other by strong boundaries. Where classification is weak; there is

reduced insulation between contents, for the boundaries ‘between

contents are weak or blurred. Classification thus refers to the degree
of boundary mainter ance between contents. Classification focuses

our attention upon boundary strength as the critical distinguishing

feature of the division of labour of educational ‘knowledge. It gives

us . . . the basic structure of the message system; curriculum {Bérn-
stein 1975, p. 88). o



Thus the study of curriculum becomes, for Bernstein, the study of changes

in the classification of contents: that is. the shift from the strong boundary
systems of traditional collection codes to the weak boundary systems of
contemporary integrated codes. The sociology of the curriculum is, then,

focused on the ways in which siich altsrations in the classification of edu.

cational codes relate to concomitant changes in the division of labour in

the wider society — the moral basis of class. Thus: o
The movement away from collection to integrated codes symbolizes
that there is a crisis in society’s basic classifications and frames, and

therefore a crisis in its structures of power and principles of control.

The movement from this point of view represents an attempt to de-
classify and so alter power structures and principles of control: in
su doing to unfreeze the structuring of knowledge and to change the
boundaries of consciousness. From this point of view integrated codes
are symptoms of a moral crisis . . . (Bernstein 1975, p. 11).

_If the concept of classification refers specifically to the curricular mess-
age system, then the concept of frame is used to determine the structure
of the message system — pedagogy. : -

Frame refers to the form of the context in which knowledge is trans-
mitted and received. Frame refers to the specific pedagogical re-

lationship of teacher and taught . . . Frame iefers to the degree of
control teacher-and pupil possess over the selection, organization,

pacing and timing of the knowledge transmitted and received in the
_pedagogical relationship (Bernstein 1975, pp. 88-9). B
As the study of the classification of curricula is best approached througn
the change from collection to integrated codes, so the study of the framing
of pedagogy is best approached; Bernstein suggests; through change : from
visible to invisible modes of control.- -
~ Bernstein’s thesis here is that visible pedagogy. in which the relations
between teacher and taught and the nature of the selection; organisation;
pacing, and timing of knowledge are explicit, serves the interests-of the
reproduction of the existing social order of the wider society. In particular,

visible pedagogy, like the strong classification of collection-type curricula,
serves to maintain social and symbolic.order and thus the interests of the
old (i.e. established) middle class: The new middle class — those who are
aiming at upward social mobility — is, however, best served by invisible

pedagogies and by integrated codes that blur establishe:l distinctions and
allow the interruption of established social;, symbolic; and educational

Cont{p!,siiijii T o oI zl : - z _Z N _
- The problem for the new middle class lies in the contradiction between

their commitment to the mechanisms that have allowed their interruption
of the patterns of the ald middle class (i:¢: their upward mobility} and their
need to maintain their newly won position in_the middle class through

their assimilation into established categaries (classification and frame) that
assure them of a continued {privileged) place in the division of labour.

Thus:

The new middle class. like the proponents of the invisible pedagogy.
are caught in a contradiction; for their theories are at variance with
their objective class relationship. A deep-rooted. ambivalence is the

ambienice of this group. On the one hand, they stand for variety against
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inflexibility, expression against repression, the inter-personal against
the inter-positional; on the other hand, there is the grim obduracy

of the division of labour and of the narrow pathways to its positions
of power and prestige . . . Thus, if the new middle class is to repeat
its position in the class structure; then appropriate secondary so-

cialization into privileged education becomes crucial (Bernstein 1975,
P 123]’ S s T T : : : B S
Thus; in this analysis, changes in pedagogy are related to changes in class
locations in the division of labour. ~ -
- Bernstein's analysis of the message system of evaluation is less well

has sketched out the questions:that such an analysis should address. In

the first instance, strong classification and visible pedagogy involve an
explicit, or objective, set of criteria for evaluation that allows for the direct
comparison of successes and failures. Thus:

Where the pedagogy is visible, an ‘objective’ grid exists for the evalu-
ation of pupils in the form of (a) clear criteria and (b) a delicate
measurement procedure. The child receives a grade or its equivalent

for any valued performance. Further; where the pedagogy is visible,
it is likely to be standardized and so schools are directly comparable
as to their successes and failures. The profile of the pupil may be found
by looking across hiis grades. The pupil knows where he is, the teacher
. knows where he is; and so do the parents (Bernstein 1975, p. 130),
On the other hand, in the case of integrated curricula, weak frames and
invisible pedagogies, no such grid exists. The evaluation procedures
are multiple, diffuse and not easily subject to apparently precise

measurement. This makes comparison between pupils complex, and

‘also comparisons. between schools (Bernstein 1975, p. 130).
The shift towards integrated curricula; iﬁvjéibiéjiédiéﬁéiég; éﬂ&&iffdéé

evaluation may well be justified in terms of a shift towards organic prin-
ciples of social organisation. But, if the division of labour in the wider
society remains fixed on the principles of mechanical solidarity; then a

fundamental tension will exist between the institutions of education and

work: o o S
Yet the crucial integration is precisely between the principles of edu-
cation and the principles of work. There can be no such integration
in Western societies . . . because work epitomizes class relationships
... Indeed, the abstracting of education from work, the hallmark of

the liberal tradition, or the linkage of education to leisure, masks the
brutal fact that work and education cannot be integrated at the level

of social principles in class societies (Bernstein 1975; p. 135).
- - The social principles of -a class society represented: by the division of
labour are, therefore, superimposed on the social principles of liberal edu-
cation through the mechanisms of examination. Therefore, argues Bernstein:

Inasmuch as the school is a major instrument of the division of labour

through its control over the occu, al fate of its pupils, it has taken

on a pronounced bureaucratic fu:  n. Here it subordinates pupils’
needs to the requirements of the d n of labour through the exam-
ination system. The teacher-pup: ition, where the pupils are
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selected as potential examinees; often becomes almost one of contract
with limited commitment on each side. Knowledge is rationally or-
ganized by the teacher and transmitted in terms of it examination
efficiency. Control over such pupils stems from control over their
occupational or higher educational fate. Such control is bureaucratic.
The instrumental order of the school is likely to be transmitted through

bureaucratic procedires which affect curriculum; the transmission

of knowledge and the quality of the pupil-teacher relation (Bernstein
.- 1975,p.63). o : -
Thus the bureaucratisation of the school can be seen as a direct response

- Bernstein has argued that during the 1950s and 1960s a moral crisis

- developed in the clessifications and frames and the division of labour in

Westera societies. That is, the traditional division of labour was altered
by the emergence of a new middle clzss concerned not with the production
of goods but rather with the production of services. Most important in this
shift was the move away from inaterial production towards the production
of cultural and symbolic communication. Bernstein also argues that this

shift in the division of labour allowed a shift in the principles governing
the social organisation of schooling: Thus as scciety moved from a closed

to an open (or a mechanical to an organic) structure; so did-schools; with
consequent alterations in the fundamental message systems through which
the activities of pupils and teachers are organised. -

= At this macro-level of analysis there is some coni-oversy surrounding

Bernstein’s argument (see Sharp.1980). However, while it may be argued
that the trend towards more open principles of social order evident in the
1960s has been reversed in the 1980s; such comment on particular social

and historical conditions does not invalidate Bernstein’s contribution to
the analysis of schooling. Indeed, he has provided elements of ananalysis
that allows the detailed examination of the ways in which ti.e fundamental

message systems of schools are shaped by the principles of social control
embedded in the wider division of labour of class societies. Indeed it is
not too difficult to see that his analysis of the codes (classification and
framing) underlying particular school practices can be related to the prin-

ciples of social organisation mediated through particular administrative
stmmuTES’ . - oDl - - z z - Q:i;,;::::
- For instance, the impact of the business community on education; through

the municipal reform movement, the process of occupational profession-
alisation; and the ideology of the cult of efficiency, was clearly related to
a widespread alteration in the principles of sucial .control (the shift from
democratic to oligarchical control) a moral transformation associated with
changes in-the division of labour (the separation of bureaucratised pro-

fessional elites from lower status occupations); and in the symbolic system
of control {the shift towards ‘scientific’ principles of justification). The result
for schools was, as Callahan {1962) shows, a series of major transformations
in the selection, classification; transmission, and evaluation of public edu-
Céiiéﬁél EBWIéaéé; oo Lo oo mmmoee I oD I D DL Dol -
- If Bernstein is.correct, such transformations are likely to have tightened

the relationship between education and the hierarchical division of labour.
That-is, they are likely to have brought about a closer-parallel ‘between

the structure and function of the education system and the class stracture
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of the wider society. But it has been a major claim of the sustaining rhetoric
of mass education in the twentieth century that the equalisation of edu-

cational opportunity was the means of Joosening this relationship and of

increasir.g the equalisation of economic and social opportunity in an ad-

mittedly unequal society. As Samuel Bowles putsit: =~
The ideological defense of modern capitalist society rests heavily on
the assertion that the equalizing effects of education can counter the

disequalizing forces inherent in the free market system. That edu-
cational systems in capitalist societies have been highly unequal is
generally admitted and widely condemned.- Yet educational. in-
equalities are taken as passing phenomena; holdovers from an earlier,

less enlightened era, which are rapidly being eliminate1 (Bowles 1971,
pi.”:l;z).f’”” R - -oCL i i B . R
Such a belief has been widespread. Bressler, in his assessment of the
conventional wisdom of education in the United States of America in the
1960s; suggested that its primary feature was the idea that:
Social change can be controlled by the application of disciplined
intelligence . . . the educational process is the only alternative to social

stagnation or revolutionary violerice. It is the duty of education to
preside over gradualistic change toward a more-perfect expression

.. of the democratic tradition (Bressler 1963, pp. 81=2).

Halsey suggests similarly that in Britain it was widely believed in the 1950s

md "’IQG’OSLhét: - - ’ I . I Tl . .
The maturing -industrial societies were moving steadily towards

meritocracy and certification as the prir.ciples of occupationa! place-
ment in an ever more productive and efficient economic system of

perpetual growth .. . Education, it seemed, was playing; and was
destined still more to play; a crucial role in the formation of a.more
_ affluent and perhaps classless society (Halsey 1977, pp. 175-6).
Kogan, in a review of the experience of the OECD countries, concludes

that their educational policies during the 1960s and 1970s were
based on a belief in the ability of national authorities to prescribe

purposes for education on the assumption that the investment of

finance, of buildings and manpower and carefully thought out sys-

tems would enable countries to reach goals of a productive economy;

stronger individual freedom and choice, and a more equal society

(Kogan 1979;p. 19): . . = L

As I-have suggested elsewhere; the specific tasks of education were,
according to this sustaining rhetoric, o

to identify and develop talent (measured by, among other things. 1.Q.);

to seek and encourage motivation and aspiration; to rank individuals

impartially according to merit and to allocate individuals to the hi-
erarchy of economic opportunity on the basis of credentials and certi-
fication. Such procedures were essential in the creation of the One

Best System in which traditional forms of class; racial; religious and
sexual repression were to be overcome. Education was fundamental
in the production of equal opportunity within an expanding; ration-

ally planned and ordered society in which constant growth would
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provide the means for the more equal énéﬁxﬁpygg o:f,afﬂuehce;aﬁd

- the elimination of human want and misery (Bates 1982b; p. 16).
Samuel Bowles and Herbert Gintis were to ctallenge this rhetoric in an
upsetting book that appeared in 1976. It was called Schooling in Capitalist
America.

Bowles and Gintls: the correspondence theory of
Bernstein’s work has been criticised on the grounds that it lacks a theory
of ideology that can explicate

the major conflicts involved in the division

of labour in class societies (Sharp 1980). Such an accusation cannot be

made against Bowles and Gintis. For them, class conflict-is endemic to

capitalist society: Thus; much of the liberal, progressive critique of schools
is misdirected: . .~ " T |
Repression, -individual powerlessness; inequality of incomes, and

inequality of opportunity did not originate historically in the edu-
cational system, nor do they derive from unequal and rpressive
schools today: The roots of repression and inequality lie in the struc-
ture and functioning of the capitalist economy. Indeed ... ‘they
characterize any modern economic system — including the socialist

state — which denies people participatory control of economic life
(,B,qwlg-f-, ?,hg,,giﬁtjs 71977—6' ﬁ‘ 49}' - co _ T - L eml i o
This strvctured inequality in economic life provides the context and the

constraints for schooling that, despite its liberal progressive rhetoric, seems

to produce — rather than to modify. — the personal and psychological

characteristics demanded by capitalist production. Indeed: =
the educational system serves — through the correspondence of its

social relations with those of economiic life — to reproduce economic
inequality and to distort personal developmient ... It is precisely

because of its role as producer of an alienated and stratified labour

force that the educational system has developed its repressive and
unequal structure (Bowles ..nd Gintis 1976, p-48).
- Thus the theme that is somewhat marginal in Bernstein's analysis be-

comes the central theme in the work of Bowles and Gintis. That is. the

personal development _of the individual as a meinber of -a participatory
tommunity (which Bernstein implies as fundamental to the liberal edu-
cation espoused by the new middle class) becomes subordinated to. the
need of -the capitalist division of labour for- mechanisms of domination
and control suited to a particular hierarchical organisation of production.

Theresultisthat "
the educational system's task of integrating young people into adult
work roles constrains the types of personal development which it
can foster in ways that are antithetical to the fulfillment of its personal
developmental function (Bowles and Gintis 1976, p. 126). .

_Thus, because of the domination of the ediication system by the needs

of the capitalist class for an alienated work-force (that is, a-work-force
alienatec from its own interests and identity in order to serve the interests

of capital), the school reproduces in its own organisation and activities
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the principles of order and behaviour that correspond with the conditionis

existing in the world of work. These conditions are not derived from the
nature of technology. nor from the psychological potential of individuals;
but from the interests of the dominant capitalist class:

To reproduce the social relations of production, the educational sys-
'em must try to teach people to be properly subordinate and render
them sufficiently fragmented in consciousness to preclude their get-
ting together to shape their own material existence. The forms of
consciousness and behavior fostered by the educational system must

themselves be alienated, in the sense that they conform neither to
the dictates of technology in the struggle with nature. nor to the in-
herent developmental capacities of individuals, but rather to the needs

of the capitalist class (Bowles and Gintis 1976, pp. 130=1}.
- Thus Bowles and Gintis argue that-it is not simply the management of
knowledge that is significant in schools, but also the management of social
relations. The principles of social control implicit-in the selection; or-

ganisation, transmission, and evaluation of educational knowledge are
matched by the principles of control embedded in the socizl relations of

schooling. ‘The educational system helps integrate youth into the econ-
omic system .. . through a structural correspondence between its-social
relation and those of production’ (Bowles and Gintis 1976, p. 131).

- In particular, students are subjected to a form of social relations charac-

terised by emphases on {a) face-to-face encounters that encourage obedi-

ence, docility, and submissiveness on the part of students. (b) a hierarchical
division of labour between administrators. teachers, and students that
Corresponds to the organisation of work, (c) the removal of control over
curriculum, pedagogy, and evaluation from students, and (d) the frag-
mentation of social life through the processes of meritocratic competition.

As Bowles and Gintis summarise their argument for the correspondence
principle: =~ = . - :
The structure of social relations in-education not only inures the

student to the discipline of the work place, but develops the types
of personal demeanor, modes of self-presentation, self-image, and
social-class identifications which are the crucial ingredients of job

relationships - between admiinistrators and teachers;: teachers and
students, students and students, and students and their work — rep-

adequacy. Specifically, the social relationships of education — the

licate the hierarchical division of labor. Hierarchical relations are
reflected in the vertical authority lines from administrators to teach-
ers to students. Alienated labor is refiected in the student’s lack of
control over his or her education, the alienation of the student from

the curriculu.n content, and the motivation of school work through
a system of grades and other external rewards rather than the stu-
dent's integration with either the process (learning) or the outcome

(knowledge) of the educational ‘production process'. Fragmentation
in work is reflected in_the institutionalized and often destructive
competition-among students through continual and ostensibly mer-

itocratic ranking and evaluation (Bowles and Gintis 1976, p. 131).
- This does not mean, of course, that all students are subject to precisely

the same experiences. The processes of ditferentiation within schooling
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parallel the processes of differentiation within the division of 1abour. this
different forms of conscicusness that correspond with the division of labour
are produced by the education system. For instance, different positions

in the division of labour demand different orientations so that = _
the lowest levels in the hierarchy of the enterprise emphasize rule-

following, middle levels, dependability, and the capacity to operate
without direct and continuous supervision while the higher levels

stress the internalization of the norms of the enterprise (Bowles and
__Gintis 1976, p. 132). o L
These different requirements lead to a corresponding structuring of edu-

cational levelssothat " I
lower levels (junior and senior high school) tend to severely limit

and channel the activities of students. Somewhat higher up the edu-
cational ladder: teacher-and community colleges allow for more in-
dependent activity and: less overall supervision: At the top; the elite

four-year colleges emphasize social relationships conformable with
the higher levels in the production hierarchy {Bowles and Gintis 1976,
p. 132).

If this rather depressing picture is inany way accurate, it is a major reversal
of the image of liberal progressivism that underlies the sustaining rhetoric
of education. Shadow and substance are at odds. Moreover, if schools are

as Bowles and Gintis portray them; it seems important to ask how they
eso. . .. - - : A : i

The answer provided by Bowles and Gintis, drawing on the work of the

revisionist Listorians of education, isthat =
changss in the structure of education are associated historically with
changes in the social organization of production. The fact that changes
in_the structure of production have preceded parallel changes in
schooling establishes a strong prima facie case for the causal im-

portance of economic structure as a major determinant of educational

_ structure (Bowles and Gintis 1976, p. 224).
But considerations of an economic kind are matched by other consider-

ations of a political kind-— that is; the need to maintain social control in
periods of major social change resulting from alterations in the means of
production and the division of labour. Katz, for instance, argues that the
rise of mass education, while directly associated with the onset of the growth
ol corporate capitalism in the United States of America, was also a specific
response to the consequent social disorder: ‘public schools were created

to alleviate major behaviorial problems and to shore up a social structure

under stress’ (Katz 1980; p. 78). In fact, suggest Bowles -and Gintis, rather

than the history of mass education being a history of liberation, quite the

converseistrue:
The history of the structure, content; and control of U.S. ediication

reveals a striking constancy in its self-conscious repression of youth.

Control, not liberation; is the word on the lips of our most influential
educational leaders (Bowles and Gintis 1976, p: 227). . :
Such a thesis is quite-in keeping with our earlier analysis of the rise and

establishment of educational administration. It would help to account for

the professional and theoretical preoccupation with the language of con-
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trol and also for the separation of educational from administrative con-
cerns. -In_the first place, the rhetoric of administration -embraced by
professional and professor alike can be seen to parallel closely the rhetoric
required by a newly emerging corporate structure in the division of labour

— u structure that demanded the imposition of extended hierarchies in
the control of large-scale production and distribution with the concomitant

structure of dominance and submission. In the second place, the emphasis
on-administrative, rather than educational; ideas in the development of

educational administration is a response to-the -necessity -of displacing

progressive educational ideas concerned with principles of-personal lib-
eration and participatory democracy from the language of administrators.
If such displacement had not occurred, the acceptance and emphasis of
such ideas-would have made the contradiction between them and the
oligarchical principles of the corporate State patent. Only such a separ-

ation-in the minds of educational leaders and administrators of education
comldheip
defuse and depoliticize the potentially explosive class relations of

the production process and - - - [serve] to.perpetuate the social. politi-
cal, and economic conditions through which a portion of the product

of labor is expropriated in the form of profits (Bowles and Gintis 1976,
p:’ll’l.”’”' ' Z z z P R . . B . i z
. The_language of control -and the subordination of progressive -edu-

cational ideas to the social demands of the corporate eéconomy can there-
fore be-argued to-be fundamental in the development of the rhetoric and

thé }échiiiiliigiiﬁf educational administration. - =0
-- The work of Bourdieu, Bernstein, and Bowles and Gintis is related; there-

fore; in several ways to the developmient of a critical theory of educational

administration. They suggest, respectively: that attention be directed to
the role of educational administration in the reproduction of dominant
cultural élites; that the processes of educational administration are in-
volved- in the establishment-and alteration of various educational codes

pedagogy, and evaluation; and that educational administrators' preoccu-
pation with the language of social control;-and their separation and dis-
missal of educational issues, is what might be expected if mass education

that determine the nature of the message systems of schools — curriculum;

were to meet the needs of the corporate capitalist State. Underlying -all
three analyses is a concern with the parallels between structures of social,
economic; and educational domination, especially as they are expressed

through a division of labour dominated by cultural; social, and economic
élites. The management of knowledge; through particular_processes of
selection, organisation, transmission; and evaluation,; is seen to be deter-
mined through such social structures.-The basic paradigm of such struc-
tures, as Weber (1978) noted, is that of the rationally ordered bureaucracy.
It is to this model of organisation and its impact on the management of

knowledge and identity that we now turn our attention.

Bureaucracy and the management of knowiedge
Schaols are biireaucratic organisations. At least so the overwhelming

majority of organisational theorists have attempted to persuade us: That
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is, schools are characterised by a hierarchy of offices; a system of rules
and regulations, considerable specialisation of tasks: impersonal relations
between members, written records, a career structure, salaried personnel,
and organisational control of resources. - - - - - - -
- The rational organisation of collective action through the development

of large-scale bureaucracies on such principles is regarded as one of the

major achievements of the modern world. For. Weber, as for many of his

inheritors; ‘bureaucracy is the means of transforming social action into
rationally organized action’ (1978; p. 987). Unlike many of his inheritors,
however, Weber was dismayed by the spread of bureaucratic forms of social
organisation. Indeed, he saw the unfettered-pursuit of rationally calculated
means towards the achievement of ends determined exclusively by ‘domi-

nant interests’ as leading to the creation of a mechanical world essentially
unfit for human beings. 'Bureaucracy’, he said, ‘develops the more per-
fectly; the more it is *‘dehumanized"; the more completely it succeeds in

eliminating from official business love; hatred, and all purely personal,
irrational, and emotional elements which escape calculation’ (Weber 1978,
p--975). Moreover, he viewed the resulting ‘iron cage’ as a terminal world
whose inhumanity was characterised by a final ‘mechanized petrification,

embellished with a sort of convulsive self-importance’ (Weber 1958, p. 182).
- Weber’s forebodings are recogrised in many contemporary accounts of

bureaucracies and the effects of bureaucratic "hyperationalization’ (Wise
1979). Three effects; in particular; seem important to our current analysis:
they are the effects of bureaticracy on politics: language; and knowledge.

The politics of bureaucracy

As we saw-early in-our discussion, the rationalisation of small, relatively

democratic school districts into the large systems reguired by the corporate
managers of the municipal reform movement largely displaced the politi-

cal activity of minority and working-class groups and replaced it with the
‘objective expertise’ of the professional manager. Our earlier account also
recognised that, although this move was presented as a depoliticisation
of mere opinion and its replacement by 'scientific’ techniques of efficient
management, what was achieved in reality was the replacement of local-

ised democracy by the oligarchy of the cosmopolitan élites of the edu-
cational trust. This displacement, or disguising.of interests is in fact

characteristic of the development of forms of bureaucratic control. That
is, the process of bureaucratisation is directed towards the effective de-

suggests: , B .
In bureaucracy, administration replaces politics. Not politics as the

decision-makingcore activity of society — bureaucracy increasingly

makes the central decisions that govern public and private life —but
politics as the participatory activity of citizens co-operating or fight-
ing with- one another to work out solutions to public problems (Hum-
mel 1982, p. 185). i} R I
__In the bureaucratisation process, the essentially public process of politi-

cal argument and decision making that is fundamental to democracy ‘is

replaced by the purportedly apolitical decision-making of the managerial
few ... the public; those affected by the decisions; is systematically ex-
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cliided fromn the process’ (Hummel 1982, p. 185). This is precisely the situ-

ation brought about in education in metropolitan areas by the imposition
ﬁfgﬁi'pﬁi'ﬁié Mééément :tegllﬁqgg& oo ITD D Tl - _ . o
~ The major problem with such extensions of bureaucratic organisation

is that, while they may increase efficiency; they decrease the iiicaning-

fulness of action. As Denhardt siggests:

The rational model of administration may assist in efforts at predic-
tion and contrnl in the interest of efficiency, but it cannot provide
an understanding of the meaning of organizational life or a critique
of its limitations. Moreover, where the rational model serves as a model
of appropriate human action, it provides an extremely limited view
of the individual, especially with respect to the question of moral
consciousness. Finally, since the rational -model- inherently serves
the interests of social regulation, it cannot aid in the individual’s search

for autonomy and responsibility (Denhardt 1981, p. 123).
--Given that education and democracy both require the developmerit of

autonomy and responsibility in the search for common solutions to public
problems, such a severe limitation on the contribution-of bureaucracy to

the rational organisation of social life can be seen to have serious con-

sequences: If; as Greenfield (1973, p. 552) -suggests, ‘what-many people
seem to want from schools is that schools reflect the values that are central
and meaningful in their lives’; a bureaucratised school seems a singularly
inadequate response. That it is so is not only due to the depoliticisation
involved, but also because the language and epistemology of bureaucratic

schools are singularly deficient in their ability to articulate the aspirations

and discontent of those they ostensibly serve.

The language of bureaucracy

The language of bureaucracy, as Hummel (1982) points out, is unidirec-
tional and acausal. That is, while the language of ordinary social life con-
sists of dialogue between individuals who constantly reverse the flow of
information and explanation, the language of bureaucracy is the language

of instruction, of rules and regulations that allow no challenges and pro-

vide no explanations. The most extreme form of bureaucratic language

is that embodied in the computer: S
Clients and customers feel this one-directionality most acutely when

they try to talk back to a computer. -They don’t know -computer
language, and even if they did: the program ‘would not allow them
to be heard. The.complainant who asks after the.identity and purpose
of the miscreant who set up the program is effectively blocked by
that very program from pursuing the question. The computer; through
its requirement for_ specialized language knowledge to- operate it
Protects its operators from attempts by laymen to find the cause of

their discomfort and poweriessness. Once programmed, the comi-
puter talks only one way, from the top down. Its language is one-
directional. The fact that-the language itself contains no clues as to
why the program was set up in one way and not another means it
is also acausal. Acausal language hides the power interests of those

who control it (Hummel 1982, pp. 152=3).



_The languag&ui buteaucracy. llke the language of computmgf is in-

variably couched in the imperative of instructions. to which the client or

functionary must respand with information. The information supplied-is
then checked against the lists of conditions formulated to represent the
bureaucracies' rules and regulations; and a response given. The response
is given without explanation other than that the information supplied meets

or fails to meet the conditions imposed by the bureaucracy. Language of
this kind is a control relationship, a form of domination rather than of

commumcatlon

A language that does not allow mutual definmon and redefimtlon
by speaker and hearer is admirably designed to maintain a one-way
power relationship from the top down, especially in situations in

which people are dependent on bureaucracy for their survival (Hum-
‘mel 1982; p: 175). .

-The employment of such 1 language is an mtegral part of the structures
of dominance and submission required by the division of labour in cor-
porate sﬁmety It admirably functions to iji'bdiit:ébbtli technical and social
control in production systems. As Hummel again points out:

One-directionality makes_bureaucratic_language_ Jmpenetrable to

attempts from below to:-understand the principles of_its ultimate
sources. The division of labor is already paralleled by the anzlogous
structure of 'tlié a’va’;lablé > grammar, and 6ﬁe-dli'éditinalliy ﬁai‘allels

_ Butthe undexstandmg of the prmcxples that lie behmdacnon and evenls

is fundamental to the process of education and to democratic participation

in social affairs: So-the use of bureaucratic language is contradictory to

the intent of both education and democracy. The bureaucratisation of the
language of educational administration; therefore; is contradictory to the
educational purposes that, ostensibly, it exists to promote. A similar con-
tradiction exists regarding the epistemology of bureaucracy.

Bureaucray ind tlﬁ stnRture of school knowledge

Just as_ bureaucracies use. language maspec:fic fashion consistent wnh

their intention to impose an ordered authority in the interests of achieving
the goals_of their coniiolling interests; so do bureaucratic organisations
imposea partxcular structure on the knowledge that is fundamental to their
operations. That is, bureaucracies employ an epistemology, or theory of

knowledge. of a particular kind. -
__We have already noted Bernstein’s. observatmn ihat the hlerarchlcal

division of labour and prestige in the wider society_encourages strong

classification and tight framing of the message systems of the school: A

similar posiiion is outlined by Wake {1979) in his appllcatxon of Berger;
Berger and-Kellner's (1973) analysis of bureaucratic consciousness to edu-
cation. Wake’s main argument is that ‘knowledge within bureaucratized
schools acquires characteristics adapted to organizational needs’ {1979,
p: 16). These characteristics may or may not have any direct relationship

to the ways in which such knowledge has been historically generated. Nor

is it common to find that knowledge:in schools is related to.its.capacity

to liberate creative human powers: Rather; the characteristics of knowledge
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required by bureaucratised schooling are a-result of the ‘presumed need
to create-and maintain an enduring and efficient bureaucratic structure’
(wakgil,,gzg'pll,slﬁ: z ooz DoIT L z z R oIl O z
-In detail, Wake takes each of the characteristics of the cognitive style
of bureaucraticconsciousness.identified by Berger, Berger and Kellner
(1973) and illustrates their impact on the organisation of school knowledge
ég:f()llbwg- . z z z N . R e e e
- In order to maintain the stability of the organisation, information must
be made available in standard and relatively permanent ways. Otherwise;
if what counted as knowledge changed in an unpredictable and random

fashion; the routine tasks of administration would be made inordinately
difficult. Thus, ‘in bureaucratized schools, institutional needs tend to
dominate. That is;, knowledge is treated as if it were composed. of units
that can be organized into systems of ordered parts’ (Wake 1979, p. 3).

- These units are ordered according to principles of stratification and status.
Hierarchies of both order and status -are constructed that correspond to
the ‘value’ of certain kinds of knowledge and to the seniority of those who
‘possess’such knowledge. Thus, in a reversal of the conventional idea that
knowledge is independent of position, bureaucratic schools defirie the statiis

of kowledge as dependent on the status of the person holding it:
Certain types of knowledge are commonly believed to be intimately
linked with identifiable functionsin the organization so that the stock
of knowledge at hand for any individual is dependent on his status

in the hierarchy (Wake 1979,p.6). :
Alongside the organisation of knowledge. into_stratified patterns of

status, knowledge is also ordered into particular sequences. Although some
sequences appear to derive from the logical precedence of conceptual
complexity (for instance, subtraction precedes division’; the logic of many
sequences is obscure or, more likely, arbitrary. Frequently, the sequences
of knowledge are an organisational convenience rather than a pedagogical

or logical necessity: =~~~ "
Sequentiality is a response to an organizational problem as much as
anything-else, but typically, it is not thought of that way; and; very
often, not thought of as a problem. Organizational imperatives often
tend to be regarded as evident facts rather than problems to be re-

solved (Wake 1979,p.8). = -
Similarly. knowledge is. presented in_predictable ways, routinised in

the pedagogy of classroom life. This is done in order to increase the ef-

ficiency of learning and it often constitutes the grounds of legitimacy
between administrator, teacher, and taught. Thus, what is predictable is
legitimate. The effect, argues Wake, is to remove substantial areas of in-

quiry from the world of the classroom: ‘although predictability contributes
to efficiency, it also has the unintended consequence of de-problematizing

large areas of activity which could sensibly be viewed as areas of further
éx’plﬁ’i‘étibh 6i‘ éﬁﬁﬁiﬁ' (wnke 1979; p; 1,6,);::,';;::;,' LTI CoT oot
The communication of kiowledge is distorted through its association

with the hierarchy of status. Thus communication as a process of exam-
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ination and argument becomos problematic. Distortions in comm unication

are - o :
accentuated or confirmed by the prior existence of hierarchical social
relationships; consequently; communications in schools are often

distorted in that unnecessary reservations are placed upon the dis-
cussion of propositions, and the possible- ways of interpreting the
reality of any given situation may be unilaterally and restrictively

defined (Wake 1979, p:13). ~ o
Knowledge in schools is also objectified: that is; it is frequently dis:

sociated from the historical; social; and personal context of knowing. This

is most particularly the case in the conduct of examinations where ‘ob-
jective’ knowledge is considered and evaluated without reference to social
context. Indeed, the whole concept of objective knowledge; as Wake points

out; is a result of a process.of reification. Thus, ‘in the formally organized
school; the agency of the knowing subject in the knowlcige constituting

process:is often suppressed or ignored’ {Wake 1979, p. 15). - ... ..

- Finally; the concrete knowledge derived from experience.is considered
of less value than abstract-knowledge related to objective categorisation
and formalised principles. This separation of the concrete from the abstract
is a close parallel to the separation of conception from execution evident

in the divisionof labour. ,
Bureaucratic organizations tend to place a low premium on concrete
experience aid a high premium on abstract modes of thought; this
serves organizationally useful purposes. In practice, concrete ex-
periences are regarded as the province of low siatus personnel whilst

abstract thought is the domain of the upper levels (Wake 1979, p. 16).
Thus; suggests Wake. the structuring of knowledge in bureaucratised

schools has more to do with the imperatives of organisation than with the

nature of knowledge or the knower. In offect: =~
Knowledge, as disseminated and sometimes generated by bureauc-
ratized schools, is adapted to the cognitive style of bureau-~ratic con-
sciousness: The salient features of this cugnitive style are orderlifess,

componentiality; arbitrariness; predictability, explicit abstraction,
moralized anonymity and. passivity. The conditions under_which

learning is presumed to occur in bureaucratized schools favour the
development of that form of consciousness which is peculiarly suited
to social life in bureaucratized institutions (Wake 1979; p. 16~17).

- It seems clear from our analysis that schools, while claiming the in-

dependence and autonomy that flow from the ideals of academic freedom
and scientific rationality in the representation of knowledge, structure their
presentation of knowledge in particular ways. Especially; they tend to follow
a bureaucratic form and present knowledge in ways compatible with that
form of social organisation, a form acknowledged by Weber to be peculiarly

adapted to ensure the power and control of dominant glites. Thus, as Bour-
dieu (1977) suggested, the power of such forms of symbolic control is

heightened by both their claim to an objective status and their systematic
distortion of interests and evaluations:
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Politics, administration, and the management

of knowledge

Ratlonality, justice, and Institutional life -
The preceding analysis gives grounds for believing that what Weber feared

most is coming to pass. That is, the iron cage of bureaucracy is enclosing
more and more areas of social life through its techniques of rationalisation
and control. What we are witnessing (indeed, what we are increasingly
subjected to) is ) S
the widespread assumption of a particular viewpoint a sort of or-
ganizational ethic, one which supports the extension of an organ-
izatiorial society and offers itself as-a way of life for persons in our
society. To the extent that we accept that ethic, we-will come to see

the world in terms of order and structure rather than conflict and
change; we will come to value discipline, regulation and obedience
in contrast to independence, expressiveness, and creativiiy. And we
will see the world in:terms of techniques. for. resolving incon-

veniences in the smooth and efficient administration of human af-
fairs. What is especially important is that this new ethic of organization
does not just instruct our activities in organizations (as do theories
of organization); rather, its power is so great that it recomimends these
same patterns of thought and behavior for our lives generally (Den-
hardt 1981; p: 5): S
The problem with such -an ethic is that. while it may. increase the
rationality (that is, the efficient organisation of social action) for organis-
ations and bureaucracies, it decreases th. ' vossibility of rational. purposive

action on the part of individuals. This is a direct result of the organisational
systems of control. Indeed, as such systems multiply, the scope for rational

action on the part of individuals is reduced to choices between systems

6f ¢§ii®l:£ . So2DL - z oo _ z - e,
The dilemma faced by the individual seeking a context for mean-
ingful action.is that as the continued bureaucratization of society

displaces earlier politica!, vocational, and religious concerns, the
individual is left with few opportunities to engage in actions outside
organized systems: The problem with this . . is that organized sys-
tems are inherently based around notions of regulation and control.
This means that the organized individual is placed in the contra-

dictory position of attempting to pursue meaningful choice within
systems of regulation, aresult that is both confounding and alienating

__in its impact (Denhardt 1981, p. 8). S
The problem; as a number of commentators_have suggested, is that the

epistemology underlying such forms of organisation is inadequate and
inconsistent with our commitment:to ideals of rationality, equality; and

justice. Thus, our dominant form of social organisation produces_contra-
dictions that may either erode our commitment to such ideals or provide

thgid’;ytl@é,ﬁqlz thgge' z - z ool Tl z - _
- Such critiques of the social contradictions of capitalist society have, for

the most part, been made most clearly by Marxist scholars, especially those

belonging to the Frankfurt School: However; recent critiques have 1lso
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been presented by champions of liberalism. Strike, for instance, points out

that; although the concept of rationality is central to the historical de-

velopment of liberalism; the dominance of empiricist epistemologies has
led to the attenuation of the concept:
Liberalism has had-an inadequate concept of rationality. Rationality,

I'have repeatedly urged, is among the basic values of a liberal society.

Liberals have traditionally been empiricists. Empiricism, however,
has: proven inconsistent with other liberal values. It has evolved.in

siich a way that it has become mechanistic. In its behavioristic form

it has eroded the very notion -of rationality itself and consequently
has undermined views of authority to which: rationality is central.
supporting more bureaucratic and hierarchical notions {Strike 1982,
p. 256). .

- Alorgside this inadequate epistemology. Strile argues, liberalism has

also failed to regulate economic life according tc principles of fairness and
justice. As a. result, -the o:ganisation of production, distribution; and
schooling fail to meet the requirements, or provide the basis, for the de-
velopment of a just society: L o
Liberalism also foiled to regulate its eco..omic life with acceptable
ideals of justice. Thus we now produce goods and services in large

hierarchical, bureaucratic; and socially segregated institutions: The
organization of work and the division of wealth; power, and human
resources make it difficult for people to-develop rational preferences.

Schools reflect these failures Economic efficiency is-the dominant
value expressed in educational policy and is understood in a way
which is often at odds with the school's role in developing ra*.onal

preferences and in developing enlightened citizens (Strike 1982,
p: 256j. L ool = T Lt
- The problem is, then, that the bureaticratic organisation of society-and

the consequent bureaucratisation of schools imply both an-epistemology
and a politics that are antithetical to those ideals of rationality and justice
that are fundamental to_a liberal, democratic society. Further than this,
if Denhardt and Strike are right; the dominance of bureaucratiser forms

of social relaions and the resul:ant formation of bureaucratic conscious-
ness may well exclude other models of institutional, epistemological, and
political order from our imagination. One of the major criticisms made

of the neo-Marxist critiques of the domination of education by the division
of labour is that such critiques are themselves too deterministic. That is,
in pointing to the pervasiveness of such domination they also imply its
inevitability; they presume that the cycle of capitalist domination of

which reinforces the capitalist division of labour and hierarchy of domi-
nation, which assists in the domination of schooling; cannot be interrupted.
--More recent analyses have, however, pointed to the contradictory effects

schooling, which produces a compatible structured form of consciousness;

of such institutions as schooling. Fo: instance Levin (1979, 1982) points
to the disruptive effects of the schools’ ‘overproduction’ of educated labour

on the hierarchical domination of the workplace. Similarly, the contra-

diction between the legitimating ideology of the meritocracy and the.re-
ality- of class reproduction in education that we- noted earlier in our
discussion is also a significant point of tension. However; even though
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taese contradictions exist, little more than piecemea! change can be ex-

pected unless we have available alternative models of the possible rela-
tionships between organisation, epistemology, and politics. There are, of
course, a_number of models available from the historical study of such
relationships. Several of the dominant models have been set out by Kerr
(1981} in her analysis of the epistemological and poli ‘cal assumptions
underlying various forms of knowledge utiiisation:

The epistemological and poliitical assumptions of
institutional forms

It isincreasingly recognised by philosophers (Wittgenstein 1953; Toulmin
1972; Lakatos and Musgrave 1970) and sociologists (Berger and Luckmann
1967; Holzner and Marx 1979) that conceptions of what counts as knowl-
edge are differentially distributed within and between various sacial struc-
tures. That is, knowledge is socially constructed in different ways within

different knowledge communities. If this is the case historically and an-
thropologically; it is also probable that different institutional structures

incorporate different views of knowledge. We have, in fact, suggested that

bureaucratic institutions are typified by a specific authoritarian concept

of knowledge. Other institutional striictures presumably will display alter-
native conceptions or epistemologies. - . S o

--Kerr (1981) suggests that at least-three-different conceptions of knowl-
edge can be detected in our current institutions, that each is defective in
specific ways; and that an alternative epistemology and institutional striic-
ture is required to accommodate our most justifiable understanding of
epistemology and politics. - Ll

- In the first place, Kerr delineates three models of knowledge and col-
lective action from her historical comparison of Platonic; Aquinian; and
Humean systems, and shows how each of these relate to a particular in-

sﬁtnﬁong{fg@i:;:;:::: oI oo C - oo Lo 7

The Platonic conception, she suggests, depends upon the idea that ‘one
can have knowledge only of Universals or Forms, and the way one has
knowledge of these Forms (such as Truth, Beauty, and so forth) is by a

direct, infallible intuition or an immediate grasping’ (Kerr 1981, p. 485).
Only some individuals are capable of such intuition, and then only after

a long period of education. Suck neople; in a proper political order; become

philosopher kings, who are responsible for making decisions concerning

communal activities. The proper political order is, by analogy, akin to the

ordering of the organs of the body in which the head {the philosopher king)
rules the heart (the spiritual guardians), which rules the belly (the workers).
‘Given that only the philosopher kings possess knowledge . . .-knowledge
utilization is unproblematic-and “‘automatic” if only persons act in accord
with their proper functions in the political order’ (Kerr 1981, p. 486). The
justice of such an arrangement is self-evident: ‘those who make decisions

possess knowledge, one thing that can be known is justice, and those who

possess knowledge of justice cannot help but act justly’ (Kerr 1981, p. 486).
As Kerr points out, such an epistemology is perfectly suited to bureau-
cratic organisations; as the assumption of the infallibility of the philos-

opher kings of bureaucracy leads to the imposition of a hierarchical order
with a certain inevitability:
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The principally Platonic epistemology of bureaucratically organised
work [is] apparent: only the occugants of the top boxes on the chart
are assumed to know-what should be done; and their “knowledge”
is not tainted with what might be learned on those lower levels of
cognition where one deals with the sensible world . .- further; the
organization needs no mechanism to learn from its mistakes, for if
it is functioning on directives of the top-box knowledge h-lders, its

__actions cannot help but be perfect (Kerr 1981,p.492).
Alongside the epistemology; therefore; lies a theory of collective action
that is justified by appeal to that epistemology. In this case, the intuitive
knowledge of the philosopher kings leads to a hierarchy of order and con-
trol over collective action — the paradigm is that of bureauicracy.- -

 The Aguinian conception of knowledge and order differs markedly from
the Platonic form in that Aquinas assumes that Divine Law (which cor-
responds roughly to the Platonic.conception of the Forms) cannot be known

by humars, but only by the angelic intellect. People can know only material
things, and moreover, ‘human knowledge can go awry at a number of points’
(Kerr 1981, p. 487). These significant differences in epistemology lead to

significant differences in the theory of politics —or collective action. Thus,
‘given the error-proneness of human knowledge . . .- the best that can be
expected for collective action in this life is that we will “muddle through”’

(Kerr 1981, p. 487). But; as humans need some sort of collective existence,
a source of authority is also needed:
Stability is essential to collective life, and because that is 50, collec-

tive action requires a strong sense of obedience and a strong central
authority to whom that obeisance is paid: Cf course, even the best
central authority, being human, will make mistakes in reasoning up

edge cri’rion i.e.. directives that are at odds with divine reasoning;
Nonetheless, it is better-to remain obedient to a mistaken authority

from experience; and so issue directives that are faulty on the knowl-

than to risk the dissolution of the political order that provides the

structure for collective action (Kerr 1981, p.488).
- The parallels between such an epistemology and view.of collective ac-
tion and the structures and: operations of institutionalised professions
appear strong. Professional claims to being the sole repository of authori-
tative knowledge of its own work, professional authority-in the client re-
lationship, and professional claims to the determination of legitimacy and
fraud are seen by i’=rr as the core of professional activity. As a result, the
Aquinian foundations of professional mods!s of epistemology and politics
are clear: , S , L

Much as Aquinas proposed that citizens ought to obey the ruler

whether or not they think the ruler’s edicts are right or good, so pro-

fessionalization gives the clear impression that even though the pro-
fessionals are fallible; the laity should obey orders given by those
whom the profession certifies. Aquinas’stheory. of collective action

requires that the ruler’s authority not-be questioned and be given
obeisance so that a structure for action be maintained: Professionals;
with perhaps less noble, though similar reasoning; require- that the

authority of the profession not be questioned and be given obeisance
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so that the structure w@1ﬁwﬁx§h the professionals work can be
__maintained (Kerr 1981, pp: 493-4). . - S
Thus, once again, a particular epistemology-and a particular associated
theory of collective action are seen to underlie a particular institutional

structure. Despite the uncertainty of knowledge, authority must be main-
tained as a fundamental feature of the political life of professions. -

The Humean; or more correctly the Hume;-Mill,.conception of knowl-
edge and -politics constitutes the third basis of distinction and analysis

made by Kerr. The joint use of Hume and Mill is legitimate, as Hume's
work on the conception of knowledge was the basis on which Mill built
his conception of collective action.. -~ - o

Hume begins by rejecting both Platonic and Aquinean appeals to a priori
reasoning about matters of fact, which, he claims, leads to nonsensical
statements. Hume claimed that two types of knowledge are possible. Firstly,
certain truths are so by definition; or a priori reasoning (such as in math-
ematics): we know such things because of the relations between various
concepts. Secondly, we can arrive at probable knowledge through repeated
observation of events that are apparently joined together in some fashion.

In such cases, we often attribute cause and effect. . - =~ -
The importance of this view of knowledge and its difference from Pla-

tonic and Aquinian conceptions is the idea that evidence rather than rev-

elation constitutes the grounds_for belief or. knowledgz claims. Thus

knowing is not a quality of the person; but of the acceptab:.ity of evidence:
With such a conception of empirical knowledge, the knowledge claims
of one person are qualitatively equal to those of any other, providing
that those persons’ perceptual apparati and the conditions for their
observations of the pairs of events are of equal quality {Kerr 1981,
p:";sg,j;' o LD oI o ST e -
~Mill’s theory of collective action hinges on this concept of equality in

;ﬁégrgqtjgg; and reasoning. For Mill, it was clear that anyone can lay claim
to em pirical knowledge. Thus it was open to every individual to evaluate

knowiedge claims and decide their own course of action:
It is more important that individuals be free to eval luate knowledge
claims and to decide what should be done, than for individuals to
heed as prescriptions the claims of ‘experts’ and others who would

argue that their knowledge is qualitatively better . . . there is nothing,
save for not harming another, that is more important than individuals’

- This claim for the importance of individual rationality and freedom of
decision forms the basis, Kerr argues, of contemporary attempts at policy
research. That is, policy research and the institutions that appeal to such
research employ an epistemology that is empirical in the Humean sense
and a theory of collective action that is based on an assessment of the
competing empirical claims of differing individuals. As far as the assess-
ment of empirical evidence is concerned in policy research,
the principal idea is to identify independent variables both that are
predictively powerful and that can be controlled in social programs:

choosing of their own courses of action (Kerr 1981, p. 490=1).

In other words, the researchers’ responsibility is to inform policy

makers of what a-tions render what results; policy makers must, then,
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- - {However,] to. complicate matters; policy researchers commoiily
disagree about what actions get what results (Kerr 1981, p. 494). |
_ Collective action can best be grounded in conclusions drawn from an
assessment of competing truth claims. The challenges over data collection;
methodology, and reasoning are presumea to improve the quality of the
knowledge available. Such knowledge improves the ability of individuals
to make the best possible choice. Where conflicts occur, Mill argued that,

decide whether to use the levers that the researchers have discovered

because cf the equality of individuals, the preferable decision was one that

produced the greatest good. for the greatest number. . ___

Thus, once again, a particular epistemology and a particular theory of

collective action underlie a particular institutional structure.

Knowledge, community; and education
It seems, if Kerr is correct, that particular conceptions of knowledge and

of collective action can be systematically related to particular institutional
structurec. Different institutions both contain and promote different con-

ceptions of knowledge; and they manage their knowledge and their affairs
in different ways. TP%is,raiseg the issue of whether we can simply choose
which institutional fand therefore epistemological and political) model
we prefer, or indeed whether membership of a particular institutional
structure chiooses for us (as it were) the epistemology and form of collective

action most compatible with its mode of operation: Is it simply a matter

of choice; or is there more involved than a random preference?
- Historically, each of the epistemologies and thenries of collective action

Kerr discusses has been built on a challenge to the assumptions or in-
adequacies of the previous conception. Thus each has been recognised

as-an improvement on the former. (Not so, apparently. with our insti-

tutional-structures!) As with ‘previous conceptions, the Hume—Mill con-

ception is currently regarded by political theorists and moral philosophers
as inadequate in one major respect — its lack of a theory of community.
- -As Kerr points out, a theory of community is essential to a defensible
liberal theory of social action. Indeed. no theory of social action-makes
much seise if the social dimension is ignored. Kerr (1981,pp.497-8) sum-

marises the contemporary position as an integration of variots arguments
as follows: e o S
1 Whatever rational, self-interested persons would choose for them-

selves. would contribute to their development and enjoymient of
- their own capacities and abilities (Rawls 1971, = =
2 Just which capacities and abilities -are worth developing and the

exercise of which capacities and abilities is enjoyable depend in

crucial ways upon otliers in the community of which one is a part
_ (Wolff 1968). o o S
3 The opticns, among which individuals are free to choose, should
be in the community or public interest. or at least not against it
- (wOlff 1968) S e —mo— e - DT LIl L B -
4 What is in the community. or public interest should be formulated

by individuals as members of the community (White-1973) rather

than being left to determination by the economic elite, as turned

37




38

out to be the case in ﬁ'ee-market party-controlled hberahsm (Mac-

pherson 1 977) B

science converges with such conclusions drawn from pohtlcal theory and
moral phxlosc)phy. for such work emphasises that the production of scien-
tific knowledge is located inevitably within the traditions and structures
of particular social and epistemic communities (Kuhn 1962; Toulmin 1972;
Mulkay 1979). Thus the most coherent contemporary accounts and axial);-

ses of both the production of knowledge and of collecuve action focus on

thexmportance of the eoneept of  community:

lmphes that there are coherent eplstemologlcal and polltlcan grounds for
a shift away from the inadequate conception of -bureaucracy as a model
for the management of kriowledge. It also sketches an outline of a form
of educational administration that institutionalises more adequate con-

ceptions of knowledge and collective action. For schools, this means two

fundamental shifts away from the language and structures of bureaucracy.

Firstly; it requires an epistemological shift from revealed knowledge to
critical reflection. As Strike puts it:

We need to develop a pedagogy : consnstent w1th the values of llberal
democracy. This means we nieed to see learning in terms of an epis-

temology which emphasizes acquiring the conceptual tools for crit-

ical thought, instead of an epistemology which emphasnzes behavioral
change (Strike 1982; p. 255).

Secondly, such a conception requires ar: alteratlon in the polltlcs of the
school That is, ashlft away from an order based upon hlerarchlcal control

community: As Strike puts it:

We need to make a liberal theory of justice the central value served
by educational -policy. Perhaps the foremost need currently is re-
storing citizenship tc its role as the predominant public task of the
school and reducing the subservience of schools to the values of
economic. efficnenCy ‘This is not just a_matter of doing a better job

teaching civics. It is.a matter of making public concerns part of the

warp. and wbof of educational programs (Stnke 1982, P 255)

ways that best serve siich concerns is the major agenda facmg the i gmagm-
ation of those who are committed to a truly educational administration.

Towards an educational thegry of adminis-

tration and the management of knowledge

New ways of viewing gthe world invariably grow out of our critique of current
conceptuahsanons ’I‘hey do not grow from a slow accretxon of facts. In
;ngfls equally relevant to our,thmkmg about mstltu’tl’onal, and social ar-
rangements. Much of the early part of this monograph has been devoted
to a critique of current administrative theory and its application to edu-

cational a-tivities. In particular, the conceptualisation of educational
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administration as.a technology of control — especially in its bureaucratic:

or systems-theoretic, forms — has been seen to lead to four major problems.

Firstly; the dominant traditions of theory and practice in educational
administration serve to justify uncritically patterns of organisation and
control in schools and school systems that both mirror and reinforce the

dominant patterns of inequality in the wider society. I have argued that
these inequalities were reinforced by the historical depoliticisation of
minorities and working-class groups and their dominance by an emerging

cosmopolitan élite: Moreover, this alteration in-political relations was
deeply influenced by the emergence of the corporate State as it reorganised
work into hierarchies of dominance and submission- without respect to

considerations of justice and equality. Schools, under pressure from the
cosmopolitan elites of the corporate society, have both modelled them-
selves on, and subjected themselves to, the demands of these élites such

that they act as agencies of behavioiiral control and agencies of vocational
allocation. By doing so, schools built into their technologies of control
the injustices and inequalities of the wider society and became incapable
of redressing what Rawls (1971) has called undeserved inequalities. Any
adequate alternative model of educational administration needs to address

this problem — the problem of the justice and fairness of such social and

educational arrangements. - - - - L

Secondly, the preceding analysis has-led to certain questions about the
way in which knowledge is structured and represented in schools and
school systems. It has been my argument that the selection, organisation,
transmission; and evaluation of knowledge in bureaucratised schools can

be seen as resulting; not from any justifiable epistemological or social basis,
but from the demands of bureaucratic convenience. Moreover, as the bu-
reaucratic structures of schools imitate the patterns: of dominance and
submission of the-corporate order, knowledge itself becomes structured

in ways that imitate various hierarchies of status. In particular, technical
knowledge displaces cultural (i.s. historical, aesthetic, and ethical) kriowl-

edge from its position of central importance in the curriculum. - -
- Thirdly, my analysis has suggested that the bureaucratic hierarchy of

dominance and submission employed by the_school. so_structures._com-
munication and discourse as to produce a didactic pedagogy that is uni-
directional and-acausal. The effect-of such a structure of communication

is to replace rational discourse with a form of behavioural management

that prevents tae development of r« snality and the equal consideration
6f:ijiiéi;e75ts.: : ;:::,,Q: P - .
Fourthly: I have argued that the acceptance of bureaucratic; or systems,

models as appropriate patterns for school management involves concep-

tions of epistemology-and collective action that lack a fundamental com-
mitment to the ideas of comrunity and to the mutuality of social concerns:

- If these are the fundamentals of a critique, what are the appropriate re-
sponses? In my view, there are at least four issues that must be taken ac-
count of in constructing an educational theory of administration and an
appropriate institutional structure for the management of knowledge. These
are the democratisation of social relations; the democratisation of knowl-

edge, the democratisation of communication; and the democratisation of
cultural conceris.
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The democratisation of soclal relations ,

Most texts- on educational administration contain only aftenuated con-
ceptions of democracy. Most texts employing bureaucratic. or-systems-
theory, models of educational administration are, in fact. hostile to the

practice of participatory democracy. They prefer the theory of the firm to
a political philosophy that focuses on these issues of justice, fairness, and
equality. This is hardly surprising, for, as I have already noted, the de-

velopment of bureaucratic forms of educational administration could only
proceed without obvious contradiction if conception were separated from
executionn — or, rather, if educational and administrative concerns were
isolated from-each other. The result-of this isolation has been the-creation
of a form of educational amnesia on the part of educational administrators,

whereby fundamental social and educational issues have been passed by.
But; as Foster remarks:

[While] the fundamental purpose of administration is given-a few
paragraphs in the introductory chapter in the texts on school man-
agement . . . it is the enids of schooling that really miist be at the heart

of the dialogue on what constitutes effective administrative behavior.
Should issues such as class relations and educational structure be
left in the sociology class or should they become part of the theory

that informs actual administrative practice? (Foster 1980a; p: 504) .
- It is my contention that such issues are fundamental to an educational
theory of administration and that to ignore them is to fail to develop a theory

of educational administration, if for no other reason than that

the crisis in institutional legitimation is a crisis that can only be ad-
dressed by considering the ends of the organization and the effect
of the economic and political system on these ends. A reconstructed
theory of administration may well begin to take a practical view -of
such issues as legitimacy, the social distribution of knowledge, the

ideological dimensions of schooling, the role of the school in me-
diating class conflict, and the place of administration in neutralizing

institutionalized hierarchies of power which prevent the equalization

of opportunities (Foster 19808, p. 504).

So a reconstructed theory of educational administration must include
a consideration of the ways in which external social structures penetrate,

or.are reproduced through, the administration of schooling. It must also
include a reflexive assessment of the inhibitions and constraints such
administrative procedures impose on the achievement of the social aims
of schooling. If: for instance. the administrative practices of bureaucratised

schools deny justice, fairness; and equai treatment; then as Strike suggests,
those practices must-change. Indeed, the relative-autonomy of school sys-
tems may well provide the grounds for the initial transformation of ad-
ministrative practice-in schools and a subsequent contribution to the

transformation of wider social structures. .. - .. ... . .
- For instance; there is widespread criticism of the demeaning nature of
the organisation of work in industrial societies. This does not mean, it should

be noted that work is intrinsically demeaning; only that certain forms of
the organisation of work are. Thus appeals to the principle of justice may
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‘to be entitled to justice is to be entitled to those social conditions which

realise it’ (1982; p. 246). Indeed: = -~ =
If the undemocratic organization of work is in fact a serious problem,
then in a socie*> in which the fair value of equal liberty is maintained,
change should be forthcoming . . . If any autonomy over one’s work
or.work which allows for development and employment of intelli-
gence and creativity is important in promoting equal liberty, equal
opportunity, or self-respect, this should relate the social organization
of work to the basic principles of justice (Sirike 1982, pp. 245-6).

.- Demands for the reconstruction of work according to the principles of

jus

ustice implicit in the commitment to principles-of social democracy are
i;:crpasing]y widespread. One such statement is that of Levin, who argues
that: o o ]

The tyranny of the workplace is not legitimate and . . . every
ployee ought to have a right as a-citizen’ of a workplace to participate
in those affairs that impact on his or-her life. Economic democracy
. .- refers to the democratic participation of workers in the decisions

that affect their working lives (Levin 1979, p. 1). B

Moreover, Levin argues that schools; even in their present form, are

contributing to the transformation of the workplace: Beginning from the

contemporary phenomenon of educational ‘overproduction’ coupled with

the industrial processes of de-skilling and routinisation, Levin argues that:
Not only do the alternatives for the educated person seem to be de-

teriorating in both quality and quantity, but an analysis for the longer
run suggests that the forces that are creating this deterioration will
continue to prevail. Thus, young and educated persons are likely to
find themselves in situations where their expectations and skills
exceed those which are associated with available jobs (Levin 1979,

. p: 10)..

Ag é i‘éSiilt. z - i - z z z z z z : z i
since most jobs will not have the intrinsic characteristics that would
keep such persons engaged, the inadequate natiire of the extrinsic

rewards will operate to make it more and more difficult to integrate

such persons into the labor force. That is, the lack of opportunities
for promotion and the limited wage gains in conjunction with the

relatively routinized nature of most jobs will tend to create a relatively
unstable workforce (Levin 1979; pp. 10~11).. . .
Similarly, the traditional techniques of integrating students into schools

by promising them ‘good" positicns in the division of labour and the associ-
ated upward mobility are contradicted by the routinisation of work and
the reduction of opportunity: As a result,

while historically the operations of schools can not be understood

without an examination of their correspondence with the require-

ments of the capitalist workplace, the independent dynamiic of schools

and their internal contradictions also represent forces for challenging
the institution of the workplace (Levin 1979, p. 12).

The ‘new’ worker, argues Levin, is likely to press for major initiatives
in the democratisation of work. Essentially; analyses of such initiatives
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in Europe and the United States of America suggest that the restructuring
of social relations involved in the democratisation of work demands con-

comitant changes from the education system: @~ =0
It appears that there are at least five dimensions of economic demo-
cracy-that would require changes-in the educational system: These

include (1) the ability to participate in group decisions; (2} capacity
for increased individual decision-making; (3) minimal competencies

in basic skills; (4) capacity tc receive and give training to colleaguies;
and (5) cooperative skills (Levin 1979, p. 18). .
-Such skille are quite different from many-of the behavioural and tech-

nical skills required by the traditional organisation of work. They are also
unlike the skills of supervision and control that dominate traditional schoo
practice. However, they are clearly more compatible with a version of social
relations that stresses justice; fairness, and equality. Such principles may
be better accommodated in an altered practice of educational adminis-

tration that substantially modifies its commitment to techniques of hier-

archical coiitrol.

The democratisation of knowledge

As Holzner and Marx suggest, 'bodies of knowledge, far from being iini-
versally held or accessible, are in fact socially distributed. Specialized
knowledge is available to relatively few individuals, sometimes with sharply
defined locations in the social structure’ (Holzner and Marx 1979, p. 217).
Moreover, 'access to knowledge; governed by class position, is distributed
organizationaily (Foster 1980b, p. 22). Schools, as Bourdieu. Bernstein,
and Bowles and Gintis have argued, are part of the process of the organ-
isatioral distribution of knowledge. That is, they select; organise, transmit;
and evaluate knowledge differentially according to their classifications
6f’th’éii. ﬁﬁﬁﬂg' - - S o oo TToTT ool DD Zlnninin oo

- With the development of the information society (Machlup 1962), the

differential distribution of the production; dissemination; and utilisation

of knowledge becomes a matter of urgent concern: For the principle on
which_the information economy is based is that knowledge is property
and the ownership of knowledge is therefore a potential source of financial
gain. Thus, as Schiller (1982) has pointed out, the increasing economic
value of information is associated with three trends: firstly, ‘the infor-
mation resource base itscil 1s shifting from the public to the private sector’
(Schiller 1982, p. 3); secendly; information is. increasingly available only

on a fee-for-service basis; thirdly, as the value of information 1 grOWS, pre-
viously public sources of information (available through governments) are
becoming privatised or inaccessible. This shift to the information economy
isclosely linked with the impact of computerised information banks and
té@aﬁiﬁﬁfc&fiaﬁ; DIl o CToTIToThnmot I T Z o z

- The issues raised by such an information revolution for the democra-
tisation of access to information are serious enough in.the public sphere.

The implications for schools are even more significant. Firstly, the bureau-
cratic-organisation. of information in schools typically makes full use of
systematic textbooks, which survey and structure available information

in ways that meet the bureaucratic demands outlined by Wake {1979).

Secondly; such textbook systems are being supplemented by curricular
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tighter ways (Apple 1982): ‘Moreover, primary reiiarce on such materials
often leads to the dismissal or underutilisation of the only major unpro-
grammed source of information in the school — the school library. This
may; of course, be because so many school libraries are so poorly resourced
that they are unable to provide the information services that would, in fact,
support a democratised curriculum. Thus, typically; schools rely on text-
books and prepackaged systems of knowledge. The structure. antiquity;
and rigidity of such systems of knowledge are in stark contrast to the .
formation flows of the information economy. - - ... - - -

- The information economy is-largely structured around the extensive use
of on-line data bases.and bibliographic retreival systems. Access is thus
available instantly to local, national, and international users of information
through various combinations of computers and telecommunications. What

this means; for those who have access to siich systems, is that either in-

packages that structure knowledge, pedagogy, and evaluation in even

formation, or the location of particular information, can be immediately
produced in respect of an almost infinite series of topics related to the
questions in the user's mind. The only major limitations are, firstly, the
range of information stored in the data-bases and, secondly, the adequacy

of the indexing, abstracting, bibliographic, and thesaural structures through
which access is gained, - TS < et
- The data-bases available are usually developments of periodical ab-

stracting services: As much of the latest work in science; social science:
technology, politics etc. is published not in books but in journals, access
to-such data-bases can give an almost real-time view of the state of the
artin any particular field. As most journals areassociated with professional

or scholarly associations, such journal publications also represent the col-
lective views and internal debates current among particular expert com-
munities Bféchola.rs;: Seiioo- - - - C o T

Clearly; the existence of such stores of information and the capacity for
instantretrieval or location-has the potential for the demncratisation of
access to knowledge, provided that the economic and social structuring
of access is non-restrictive and that individuals -develop the skills nesded

to use the thesaurus of keywords; the branching prcgrams, and the bib-

liographic structures. that-index the information. e
It is notable that schools very seldom have access to such data-bases.
Nor do they often teach children such information-seeking skills. Thus

schools tend to perpetuate a conception of knowledge that is shaped by
the structure of textbooks many of which are — in terms of the explosion

of the information economy — dated, inflexible, and inaccurate. Indeed,
in the areas of science and social science they frequently provide gross
misrepresentations of both the substance and orientation of the fields (Apple
1979). Yet the easy access te information that the new computerised data-
bases and bibliographies provide could transform the. curriculum of the
school into one where teachers aud pupils.constrict their own conceptions

their particular concerns.

of knowledge by interrogating the available information bases related to
—Such possibilities, -of course, demand a constructivist approach. to

knowledge and have the potential for substantial alterations to the hier-
arahical authority of administrator, teacher, and pupil. Quite different forms

of order in administrative relationships would need to develop in order
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torgpﬁlqge}hg gutlggi)tl @tﬁaﬁnéf;féﬁy Ewtﬁ the authohty of debate and

evidence based upon more equz: access to information.

The democratisation of communication o o

Siich changes in the striictures of social relations and access to knowledge
imply: parallel changes in the structures of communication in schools.
Usually, language is used in schools (as in the wider society) not only as

a means of communication but also as a-mechanism of control. The-uni-
directional and acausal language of computer programs has already been

noted as such a mechanism. Habermas (1976) has argued that the ration-
alised structures of contemporary organisational and political life typi-
cally give rise to similarly distorted structures of communication. Moreover,
as Watkins observes: S
The concept of distorted communications suggests that many or-

ganisations actually operate in this vein, veiling power, obscuring
issues, manipulating trust.and consent, twisting the available knowl-

edge and limiting possibilities. Thus a central thrust of educational
administrators should be fo correct these unnecessary, disabling dis-
tortions;- which often reflect the interests of the administrator and
powerful interests, rather than those of all organisation members
_ (watkins 1983, p.21).
Indeed, if debates over the validity, structure; and interpretation of knowl-
edge were to become central to the curricular structures and pedagogy of
schools then- transforinations of these -distortions of authoritarian
léiiéiiééé would be necessary. As this éjjpliéé in the classroom it-also ap-
plies to-the administrative personnel of the scheol. Gronn {1982), for in-
stance, has shown how the language of administration displays distorted

forms of language directed- towards the maintenance of administrative

control. Watkins, in opposition to such usage, argues that part of the pro-
cess of developing communicative competence in teachers and students

alike entails o S o }
an all pervasive democratic interaction [in which] inequalities of
power and status are openly debated and argued while dominant,
legitimating beliefs, rationalities and-ideologies are laid bare and
continually criticised (Watkins 1983, p. 21). -
_ The point of such critical communication is not only the improvement
of the social and ideological structures that govern our lives, but also, as
Wittgenstein (1953) put it; the attempt to escape the bewitchment of our
intelligence by the means of language. The democratisation of communi-
cation in schools is therefore both an administrative and an educational
agenda.

The democratisation of cultural concerns

It is culture that gives meaning to life. As I have suggested elsewhere:
the- beliefs; languages, - rituals;-knowledge, conventions, courtesies
and artifacts — in short the cultural baggage of any group — are the
resources -from which individual and -social identities- are -con-

structed. They provide the framework upon which the individual
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constructs his understanding of the world and of himself. Part of this
cultural baggage is factual. It is empirical. descriptive: and cbjective

Another part of this cultural baggage. perhaps the greater part, -is

mythical. It is concerned not with facts but with meaning; that is.
the interpretative and prescriptive rules which provide the basis for

understanding and action (Bates 1982a; p: 10). e
- The construction of meanirng is-a social concern. Even in the ‘hard’ world

of science; as both Toulmin (1972) and Lakatos {1970) emphasise. the
creation of meaning out of the unruly data provided by the natural world
is a communal affair. Even more so in social and political life. the estab-
lishment of those cultural concerns that are mythical — that is, those that
celebrate through myth and ritual commitments to various human ideals

and social visions of the future — is also a function of community: Thus,
as Kerr remindsws: . 7
While individuals should - . . be free to choose in matters that regard

their own destinies; the range of individual choice should be limited
by-a conception of community. Further, where issues regard what
is in the community-interest: the choices that are to_appear.on the

ballot should be decided by the community, rather than being de-

cided by an elite group (Kéi-i; 1981,p.49).
- In this respect, we have already argued that the democratisation of work
is a_fundamental necessity in a just society. Such arguments

e closely

related to arguments for the enhancement and democratisation of cultural

concerns involved in the idea of community. As Kerr again suggests:
If a sense of community is essential to individuals’ developing and

enjoying their capacities and abilities, we should also ask, how might
work be revamped so as to enhance a feeling of community? (Notice
that the point in-asking this question here is not to seek ways to in-
crease productivity.} That is; what institutional arrangements would

discourage workers from building protective cocoons around them-
selves with goal displacement and, at the same time; provide common

rallying points? (Kerr 1981, pp. 499-500). -
- If such considerations apply to the world of work. they apply even more

strongly to the world of schools for, as we have seen, what comes to count
as valid knowledge; valid organisation of knowledge, valid transmission
of knowledge; and valid evaluation of knowledge is more properly the result

explanations than it is the result of the management of knowledge for
bureaucratic or organisational convenience. --- - co oo
- Just as arguments about the validity of scientific knowledge are couched
in terms of competition between alternative research programs, so can the

validity of cultural concerns be seen as arguments between alternative

of arguments between research programs; interpretations, and theoretical

agendas. Dunn (1982); for instance, suggeststhat social reforms should
be seen as arguments to which similar procedures of examination for val-

idity of cases apply. While. as Habermas {1976) has shown, the conclus-
iveness of scientific proofs does not apply to arguments in the cultural
or social realm, this does not mean that claims to truth about cultural
concerns are impossible to achieve. Indeed. there are substantial grounds

for believing that arguments over social reforms contain implicit criteria
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for the evaluation-and-judgement of competing claims. But. in such areas:
arguments are not settled by appeal to deductive reasoning, rather:
[The] processes of knowledge production and use are symbolic or

communicative actions involving two or_more_parties who_recip-

rocally affect the acceptance or rejection of knowledge claims through
argument-and persuasion. Thus; knowledge is not -‘exchanged;’
‘translated,’ or 'transferred,’ but transacted by negotiating the truth,
relevance, and cogency of knowledge claims (Dunn 1982, pp. 305-8).
Thus, in_the area of cultural coucerus that shape social arrangements

according to beliefs and aspirations, as well as appeal to fac's, the fun-
damental issue is not that of the authority of position but rather democratic
access to the community structure within which- debate over such issues
takes place. As Strike points out, what is needed are: =~ =
ways of collective or public decision-making which give all persons

a fair chance to express and pursue their own :__ints and needs: That
the wants and needs of persons have validity entitles them to a right

to public_ institutiors which fairly take their wants and needs into
account. The validity of the wants and needs of persons thus gen-
erates a demand for institutions in which decision-making is demo-
cratic (Strike 1982,p.23y.
What all this adds up to is that authoritarian forms of determination of

cultural concerns through massive ritualisation of cultural concerns (see
Bernstein 1975) or through the expropriation of cultural resources by
economic interests (see Mattelart 1979) is unjust and inhibits and distorts
thie crucial debate over social and ciiltiiral concerns. If this is s0 in the wider
society, how much more is it so-in schools? For, in placing economic or

narrowly vocational concerns at the heart of the curriculum, schools have

displaced the essential concerns of what it means to be a person and a citizen

— a member of a cultural community. Schools have, as I have argued
elsewhere; boen deeply involved in an

administrative destruction. of community [which] was -historically
based upon the de-rationalisation, de-moralisation, and de-politic-

isation of individuals and the transformation of their social, cultural,
psychological, linguistic and political consciousness [by] the hier-

archical structures and processes of the institutional society (Bates
1983' p* 35)' ST S o o z S
- If schools have been powerful in their contribution to the administrative
destruction of the cultural concerns of community, they also can be power-
ful in the re-creation of community and the reinstatemient of concerns over

the personal nature of the relations individuals have with each other, the
quality of their shared social life, and the moral claims.people have on

each other. These issues lie at the heart of a reconstructed educational theory
of administration.

Conclusion N , ,
The point from which this monograph began was the assertion that; as
currently conceived by professional and professor alike, educational

administration is a technology of control. Moreover, it is a technology of
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administrative control that systematically ignores both educational issues
and those social and cultural ‘ssues that lie at the heart of people's com-
mitment to. or alienation fror., educational institutions. This separation
of administrative from educational coricerns was shown to have its roots

in the coalescence of three social movements: the municipal reform move-

ment, occupational professionalisation, and. the cult of efficiency. The

integration of these three movements in_the United-States of America-or

their counterparts elsewhere was fnhdaﬁéﬁiz}l j(]jﬁé édgg’gﬁgifa] settle-
ment that has for the past century dominated public education_systems

throughout the Western world. This settlement-was based upon a variety
of factors: the depoliticisation of minority and disadvantaged groups; the
amalgamation of small-scale education into large corporate systems; the

subjection of such systems tc the authority of the educational {business)

trust; and the progressive technicisation of educational activities. -

- The result has been the establishment in education of hierarchical striic-
tures of authority and control that both mirror and reproduce the system-
atic inequalities of the wider society. Educational administration as a
technology of control has largely served to reproduce in education the

procedures of control by which social and cultural inequclities are re-

praduced through the administrative control of work in the wider society.

- The theoreticians of educational administration. whether they belong
tothe era of scientific management. the theory movement, or contemporary
adn:inistrative theory; have justified their approach by appeal to a model
of science that seriously misrepresents the nature of scientific activity and

to a model -of society that exaggerates its consensual order. The inad-
equacies of the hypothetico-deductive model of positivist science and the
positivist, apolitical model of society were argued to be intellectual prod-
ucts that provided the illusions necessary for the continued employment
of techniques of hierarchical administrative control that perpetuate the
injustices of an unequal society. ..
-_The role of schools in perpetuating such inequalities was argued, fol-
lowing Bourdieu, Bernstein, and Bowles and Gintis; to be based upon
symbolic violence, the manipulation of educational codes; and the pro-
duction of behaviour corresponding to that required by the capitalist or-
ganisation of work: In particular, the politics, language, and epistemology
of bureaucratic forms of educational organisation were argued to contrib-

ute to a misleading view of knowledge production, an acausal and uni-

directional language. and a theory of society devoid of considerations of
justice, equality, and fairness. - - et
Following this analysis of the consequences of the. imposition of an

administration conceived as a technology of control, several alternatives
were presented.. Following Kerr,- those- alternatives examined -the -re-
lationships between concepts of epistemology and social order underlying

Platonic; Aquinian; and Hamean models. Following this discussion, a brief
account of a more adequate model based upon. contemporary moral phil-

osophy and political science was given and its compatibility with con-

temporary sociology and-philosophy of science was noted. In particular;

the dialectical nature of the growth of knowledge in both smpirical and
cultural spheres was noted, as was the insistence on the importance to
both of a conception of community. , ) ,

Finally; the importance of community; a conception of justice, and a
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constructivist pluralist approach to epistemology were argued as an ap-

propriate basis for the development of an_alternative educational theory
of administration and the management of knowledge that stresses the im-
portance of the democratisation of social relations; knowledge, communi-

cation, and tultural concerns. Fundamental to such an argument s a concern

to develop-an educational -theory of administration that will serve the

purposes of liberation and justice rather than control and inequity. for
education _has fundamental coniecitons with the idea of human

emancipation, though it is constantly in danger of being captured
for other interests. In a society disfigured by class exploitation; sexual

and racial oppression; and chronic danger of war and environmental
destruction, the only-education worth the -name is one that-forms
reople capable of taking part in their owa liberation {Connell et al.
;982! p; 208)' T T
_A truly educational theory of educational administration and the man-

agement of knovvledge would be one that served such ends:
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Eﬂueatlenal aﬂministratian, the

sociology of science, and the

management of knowledge

Rlcﬁard J. Bates

Thrs amde dem’: wnh a numbtr af the issues raised in rhe carren: debate
over the status and natare of theory and research in educational
adm:msrrauon I‘n parlzeufar, current comrovers:es and ho w lhe:e relale 1o

froni the New Soc:orogy oI Education which allow anun[,r,.smndcgrg g[ rhe
iiﬁjibiiéiib? of {i{ij&éii&i&l administration in the management 5f knowi-

Richard J. Bales is Associate Profe;ssor of Eﬂncanon ar D?akm
Umvrmly, Vicroria, Australia.

Educatlonal Admimstratnon asa. ﬁeld oftheory and research has never
held a particularly high status in the academic community. There are a
number of reasons for this, among them the practical nature of the; actmt)"

(though the same practicality presumably applies to law. cngmegqh&

architecture; and medicine); the lack of consensus over theoretical issues

(though }Pi'f,h,af,,"!‘,"%is}’??!‘,a continuing series of controversies in
science; hnmamtnes and the arts); the low level of research methodology.

and the political nature of the field. - -
“Some of the criticisms of educational- adnnmstrauon are just There

often has been a tendency for work in educational administration to be
silmply a laying on of hands for those who need credentials or a
programmatic concern with the maintenance of policies and regulations
into_which prmcnpals and departmental officers are thought to need

socnalmng

through Whlch Iearmngns orgamzed m soclety are ofcentral lmportance m
both the production of knowledge, the maintenance of culture, and the
reproduction of social structure. Educational administration is a _key
element in these processes of structuring knowledge and society: It is
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umurncd \cr\ muah with ihe ma nagcmcm of the \(I’llC(lll’C\ ol I\noultdgc
and the structures of control. Itis a human activity of majori importancein
the reproduction of culture and «ociety:

The sections that follow: (a) outline major arcas of dnfﬁcul(y in the

umh N.nndmn ol cduc.llmnal .|drmnMr.mon (h) dmuss \.mous contro-
wolved in

.u'gumcnls

tlu ~lud\ of cdug.moml admlmxlmnon {c) show how th
folliw almost.identical arguments in the philosophy of science. and (d)

present some ideas-Irom the new socwlggy of education which allow an

understanding of the importance of cducational administration in the
management of knowledge.

13 vmw

Educauonal admlmslmuon 15an umbrella_term thaj covers @ mulmuda

ol ideas and activities representing considerable differences of view

betieen various groups within the profcssxon Somc ofthcsc divisions arc
the result of differences between theorists, who arguc that practice cannot
properly be understood uniess set wnhm lhc explanatory contexi of some
theory. and practitioners, who »riguc that abstract ihcories are largely
irrclevant to the hustle and hustle of administrative work. ‘Other differences
occur hcca use lh'cb'mlcmns owe allcgmncc todiffering discip phncs (socmlogy
psychology. philosophy. . or_political science) or to differing

oricntations within these djsclplmcs (clawcal lheory funcllonallsl -theory,

behaviorism,_human_relations . theory. or phenomenology). Siill more

d s occur amnng prnclllloncrs uho face a diversity of economic:
f)iilmcal social: and psychological problems relaied o the differing

contexts of their activities.- -
As a conseguence - of ihese muluplc and. ovcdappmg dmsnom tive

diversity of perspective and. _opinion_ within the field of educational
adiministration is pgrh.nps Hs_most overw helmmg fcmurc Such diversity
cian be regarded as a sign. of xilallly within a complex profcssnonal area. h
encourages debate and innovation. It can al< be argued. however, that
such diversity is much more an indication of i "¢ amorphous nature of the
l:cld ['rulunn 'for example, concludes his revicw of the literature with thy
comment that the continually shlflmg agglomerate_of. ldcas within

educ .mon.nladmnmstr.mon posscsscs no particular conccplual uml) there

is o generally aceepted paradigm which can provide a sense of coherenie
ind direction within the ficl 1.

_ Frickson points toanumher of fuctors uhnch prevent Ihc cmcrgcm-‘ ofa
bcm rally a;.rccd upun parndq.m l-lrsll\ there is a focus on peripheral
1ssucssuch as “a wide range of org.ammruondl—phcnomcna lhc polmcs
and ccanomics of educati lization of everyor ,'

school law, and . . . a consmnllv shlflmg agglomcratc of other areas.™
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Secondly, there is the inadequacy of much research in_educational

administration. Here Erickson repeats Charters' lament. of “acres of

dlslomted theoretically barren, non-cumulative anddownrlght shoddy

studies . . . endless, witless administrations of the LBDQ, OCDQ, POS,

ABC, and XYZ scales to haphaurd collections of teachers and adminis-
trators.™ Thirdly, there is a general -ignorance-of research in closely
related areas. In particular, the disregard of research on the organization of

instruction; the lack of attention 10 task design and_ otgam'zauan in

classrooms, and the almost exclusive focus on the behavior of teachers and

administrators rather than on srudent outcomes.

- Erickson makes his criticism and his prefemncesabundantly clear What
he lalls to- do. however is to either construct or justify a theory of
educational administration based on his assertion of the i importance of the
organizational characteristics of instruction and classrooms and their
impact on students. Until such a theory is developed; the current diffuse

preoccupations of educational administrators cannot be adequately

EﬁallEﬁiea

THE APPEA.L TO TRADITIONAL SCIENCE

example. argues in the course of an examination of the Gnl‘l’ths-Greenﬁeld
debate that:
Analysis and synihesis of studies and findings are lacking. Critical discussions are
virtually non-zxistent among the various writers advocating a need for theory in

rduranonal admm'umnon 4

Hoy argues similarly thai

77tfrf are ummlh no .ugmf cans programmanr eﬂ’ons in lhf .mcdy q/ fduranonal

related prohlrm: There is Iutlr in the way of replication; improving or building on
others® work .-. . critical analyses and scholarly exchanges on research are

ronsp:ruoush ab:mn Jrom the t.t7rarure’*

The identification of:nadequames uu:ducauonaladmmrstranonhasled

toa growmg consensus over the. problems of the field. It seems clear that

what is needed is more coherent theory and more rigorous research. There

is general agreement over Griffiths® suggestion that “it is time.for a new

paradigm for the study of educational administration. Modern theonesare
not adequate to describe or-predict behavior of people in organizations."

ldent:ﬁcatlon of the problem, however, is only an initial step: agreement

on the nature of the problem is no guarantee of agreement over solutions:

One of the first difficulties is a major division of opinion over the very

U
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nature of theory in educational administration. On_onc_hand there is.a

strong dclense of the traditional scientific models of theory and research,

and on the other hand an attempt to. rcdcl"nc the_naturc of thcory and

rescarch on the basis of current radical critiques of theory in traditional

science. . __ . __ ]
. Thc supportcrs of uadmonal science in cducauonal admlmstrauon

argue. that eduqauonal;;admlnlstratlon;has,lost its way becausc of its
abandonment of scicntific research and its pursuit of the pragmatically

relevant issue. Security, respectability; and stability in educational admin-

istration can only he achicved. the traditionalists argue; if the traditional

model of the natural sélcnccs is strictly adhered to:

It 15 pevivdic uIIn mnr.\ml 1hat prm tice and appfu'd researc b be empfia.u -n] ai the

expense of scieniific research that expands theoretical knowledge. 1 believe that course
13 shart-sighted and unsound. 1 believe educational adniinistration as a discipline, can

best pr(.wr\;; itsown dniqiieness by reqﬂ‘ irming irs commitment 1o Icl?mﬁ research.?

iﬁii&iiﬁiﬁﬁﬁ nfhypmhctlcai propositions'™ Whlch is based upon “an

asSamptionthat the nature of reality is iilhmatcly material and knowable. "™
Morcover, the s”cncnuﬁg educational administrator must eschew immediate
pragmatic interests and problems. For scicntific research

rescarcher lies distivictls in exploring problems ihar are uliimate rather than

vnmediate, aml fundamental rather than pragmavic 1o

.15 basically prohlem generating rather than problem solving. The work of the

T hc purposc of resc‘nrch and thcory lS net accordmg to Hoy. to solvc

proccss by which such undcrstandmg is achicved relies on_ amnu:mous

process of “further testing; further i mqmny " by which empirical science

guards the pro-ucts of “honest inquiry ™ against the “transient ethos of a
parucular culture where thcy will erode. over thc passage of time. "2
€lmrl} Hoy holds a. model of science, which is based -upon the idea of
mdrjpcm!cm reaiity whlgh is subject to measurement and-Jdescription; and
explicable in te1ms of theory which can be verified by independent and

impartial testing, result..g in propositions and cxplanations that are free
Iror: culiural or historical bias. S

- Hoy's position is extended by Grlffuhs toa dC‘iCrlpllOﬂ of&hcory as“aset
of us\umpuons from uh'ch presuppositions can be deduced by i malhcmallcal
or logical rca.somng.““ In this, Griffiths echioes Blalock's argument that;

Lheally we nughl hn/n 1o Gikiieve ai umpk-/e'h JeJuulw Ihenrem-al svsiem fn which
there weald be a nunimal set of pnr,w\umm /aArn as axioms from which all orkier
propuostiiions couid be deduced by purely mathematiral or lugical reasoning 14

oy
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The result of such an axiomatic theoreucal system is- presumably an
iblhty to predlct the course of events in-organizations, with considerable
(even mathematlcal) precnsaon The funcuon of research in such acontextis

axnoms and the tesung of ptedlcnons agamst an lncreasjngly exphcable

ity. The measurement and description of reality and the theoretical

unity of the axiomatic structure are also.to be evaluated against impersonal,

universal criteria agreed upon within the scientific community.

_ Here lies the first problem, Even for those who agree with- Gnﬂ'ths that
emergnng theories will . . . use situations and situational variables as

axioms™'s (whatever that mnght mean); everythmg depends upon agreement

over the relevance of the fundamental axioms on which _the theoretic

structure is to be based. The history of educational adrmmstranon and the

diversity of interests, approaches; and theories it exhibits give little cause

fotnptlmlsm that agreement over first. prmc:ples can be reached
It is, moreover, somewhat ironic that -leading academic edt.cauonal
admnmstrators should embrace tradmonal sclence as an |mpart|al arblter

communmcs . -

_The imagcof u:oherent and nmﬁcd natural scncnce acl'neved thraugh

checked by objecuve mcasurement and observatson conducted accordmg
to umversally accepted cntena of ﬁruth and vahdlty. |s now regarded by a

view of how science is done. Thee emerging vnewchallengeseachone of these

classical assumptions_on which_the claims of traditional science rest.

Mulkay argues, for instance; on the basis of an extensive and careful review

of thie field that:

Contrary 10 the siandard view, it seems thar scientific knou-kdge is not :nabfe ”!
meamng. not :nfepenfem oj socnﬂ eome 7] and not ceriified by the application of

Instead of the. tradmona] view of science; the new cmlcsargue that “thc

empirical conclusions of science must be seen as interpretative constructions,

dependent for_ heir meaning upon, and limited by the cuitural resources
available to, a particslar social group at a particular point in time. "2 That
is-to say, the theories of science are essentially constructed by scientists.
They are subject to continual changes of meaning which do not originate
solely in the nature-of the physical wor!ld but do originate at least partlyin

the social and political context of_the_scientist’s activity:. This is. most
obvious in areas of controversy which are a continual feature of scientific

life:

b 1N
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Aﬂarﬂn uf sei lﬂml‘ i research are characierized by situations in which the r.tlabh.thrd

technical cualtare perniirs the formulation of several reasonable aliernatives, none of

" Im‘h can be shown ronrlu}ii;]f 1o 5; ;6;; correct than another.?!

lt has becn argued by Struthers that expert consensus is netthcr a
necessary nor a sufficient condition of theoretical validity or usefuiness: “22

Feyerabend-goes cven further in arguing that the continuous creation of

.

alternative theories is necessary for scientific advance:
A plurality of iheories must not be regarded as a {,;Ei;;.;i,&;{ stage of knowledge,
whith willat sonte time in the fulure be replaced by the One True Theory. Theorerical

pluralism_is assumed 10 be an essential featare of all know dedge that clainis 10 be

objective.’

__The. ;ongttton of science is, théréfore. akm to that of cduc.monal
administration, at least as far as-theoretical pluralism is concerned; and
cannot be looked to as a model _through which the incoherence of

cducatsonai administration can be remedied, .
A stmilar argument is;put forcnbly by Bloor* who s suggests that

interpre
are socially variable: that mathematical reasoning is. therefore, context dependent and

Ihul marh.matical prooj} are proJured by mformal procn.m of sorml mollauon ’-‘

ril in terms of nDn-formaf bartgrouna anmii}iiwni ’,h,",’ lﬁesg q:umpuom

It Iooks, therefore. as though the. model oftrad:t:onal science may bean

madequate and misleading. even ideological, representation of the | process

of science—which is; rather, a process of negotiation between _competing

claims influenced in its assumptions by social and political factors and
subjt.‘tu:d 1o constant amendment. and change. These are_precisely the

characteristics most complained about by critics of educational admin-

istration and theory. They are also the characteristics emphasized by

supporters of an alternative position—the phenomenologists:

THE PHENOMENOLOGICAL ALTERNATIVE

Thc phenomcnologlcal attack on “tiédititiiiéi science™ models of

orginization in educational adminisiration was launched by Greenficld at

the Annual Conference of the American Educational Rescarch Assoclatlon

New Orleans: 1973, and developed furiher by him during the International

Intervisitation Program of the Commonwealth Council for Educational

Administration at Bristol in 1974,
Greenfield argued that “a mistaken beliefin the reallty oforgamzatmns

has diverted our attention from human action and .intention as the stuff
from which organizations arc made.™? In making this assertion; Greenfield

appeals to
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... abody of iheory a;;z;;;u;.;;;;;;a which runs squarely ai odds with that which has
prm*i.:?ﬂ the ideological pinnings of ediscational adminisiration as i1 has developed

overthe pasitwo decades. . . a view which sees organizations not as siructures }Eh!fri

10 universal laws. bui as culiural ariifacis. dependent upon the meaning and intention

of pfupie wi nhm rham »

In clalmmg allegtance to the phenomcnologtcal tradmons of European
thought Greenlfield is asserting his conviction that the search for universal
laws of organization and administration is a search for fools' gcld. More

than that; however; the phenomenologtcal tradttuﬁi insists that under-

standing of social situations (and organizations are clearly social situations)

can only be achieved when the meanings and intentions of the individuals
involved in them are taken into account.-Moreover; meanings and

intentions are always in the process of becoming; of | bemgnegottateﬂ By

those involved. Thus. “the. phenomenological view begins with the

individual and seeks to understand his interpretations of the world around

him." Therefore; *the aim of scientific investigation is to understand how

the construction of reality goes on at one time and place and to compare it

with what goes on in different times and places.™ As a result of the. likely

dwersuty sucha method will produce, “the hope for a universal theory of

organizations lapses into multi-faceted images of organizations as varied as
the cultures whtch support them ™o

behavior is_ ﬁégbtiétéi in_much the same way that it is suggested by the

radical critics of scientific_theory. That. is, people’s understanding of
BEéihtzatlons is cruc:ally xffected by the tdeas attttudes and ¢ cxpr-nences

ends and means are. debated and ideas from other poltttcal and social

contexts are udumbrated. _
Greenfield sides with a growmg body of cntlcs of thc dommance of

technical rationality in the conduct of human affairs. The argument is
clearly put by Bcrnstem who suggests that:

We are rommg 10 realize 1hat huriah mmmal" ity cannoi 5( T mufd to technical and

insirumienial reasons: that human beings can engage in_rotional argurieniaiion in

which There isa commiinient o the iechnical evaluation of the quality of human life:

that we can culiivate theoretical discourse in which there isa rational discussion of the

conflict of critical interpreiations, and praciical discourse in whick human bemgs Y,
nors simply 10 manipulate and conirol one anoiher. but 1o understand one another

gfnumflt and work Iogf”lfr fow ards prac m'af not 1ev hmmf ends )

The practncal ends to whtch Greenr eld would have usdirect attcnnon are

rather different from the-technica! nracesses and axiomatic structures of
the theory advocated by Hoy and Griffiths: Essentially, Greenficld argues

P |
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that far from c;;cludmg permna] valucs and bchefs from lhe scncrmrc

analysis _of organizational_behavior. it is impossible to understand

organizations without taking them into account. Indecd, it is precisely the

salucs -and beliefs of people who form organizations which give organiza-
tions théur mcamng

What many pmpk seerit 1o want frum J(ﬁuuh is that s e huols rrjfra lﬁf \-aTurJ lﬁal are
«entraland meaningful in their lives. If this view is correct, schools ore cultural artifacrs
thait people siruggle ic shape in their own image. Only in suchforms do they havefaith

in them only in such forms can they participare comfortably in theni s
- The logic of this argument leads to precisely the opposite conclusion of

that reached by Hoy; who argued_that scientific theory was related to

“theorctical knowledge” rather than to the improvement of practice and

that the “work of theresearcher lies distinctively in ex ploring problems that
arc ultimate rather than immediate. fund mental rather than pragmatic. "

Rather, insist the phenomenologists, there is rothing-more ultimate or
fundamcnlal in social life than the struggle of individuals to shape

institutions in their own image. I
In insisting on the importance of a number of qucsnnns{such as, Wha

belicves i in these (pa mqua;)gonls" _Who bchcvcs he knows how to act 50

as to achieve them? Whose meanings define what it is right to do among
people_involved here. with _each other?). Greenfield and his -fellow
phenomenologists establish a link with certainideas in the new sociology of
cducation. which -is- ccmrally concerned -with the ways in which the
structures ofknowlcdgcamculalcd within the social systcms ase shaped by

the. processes of social intcraction—espccially thosc concerned with
pohucal issucs of power and control:

ON THE MANAGEMENT OF KNOWLEDGE
Earlicr-in this discussion Erickson's stricture on educational admin-
istrators for their ignorance of relevant research. in. related fields was

yuoted. This stricture can be extended to ignorance of relevant theory in
related fields.

_Onc of the mos AJarmg cxamples of lhls bllndncss to oulsnde research
.md theory is_the ignorance among cducanonal administrators of the
revolution that has occurred in the sociology of education during the 1970s.
E sen Tipton, 'hun cxaminingthe uncasy relationship between educational
administration and the sociology of cducation; fails_ leppl'CClalc the

significance of ncw developments in sociology for educational admin-

istration.
The pdrnculgr SJ,,mrcancc of lhc new socnology of cducanon as it hds

emerged in England especially. is in its focus on the relationship between
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knowledge and eontrol Asa result of the debate mmaled by Young and
his Collaborators a lheoreucal appreciation of the relahonshlp between
structures of knowledge and structures of control is developing into a

coherent and comprehensive theory.?
The relauonshnp argued by the proponents of the new. soglology _of
education is that the structures of knowledge within society are closely

related to if they are not derived from; interests of different groups within

the social structure: The argument can briefly be summarized as follows:

1. What counts as knowJedge in social life is determined by the nature

and structure ofjhatsocml Iife:_. o

2. The strbcture of social life is deterimned by 1he means of produenon

3. The social life of any group is, therefore, diffcrentiated accordnng to

- the division of labor. -

4. The division-of labor (at_ Ieast in capnahst sccuely) Ieads to the
creation of differences in power; thus leadnng to the creation of a

. The exercise of power by the ellte botk: determines and is determmed
by the division of labor, which is a result of the means of production,
which controls the social life and consciousness of men, which is what

counts as knowledge »n

”

Glearly. thls is a eompllcated argumem but basncally it suggesls lhal
what counts as. knowledge is closely nlaled to the -interests and power of
socnalfgrou’ps What counts as knowledge in-differing groups is different;
but what counts as knowledge in schools and formal education systems is
determined largely by the interests of the powerful. .. _ . ___ _

The spread of this idea_has been the stimulus for a new. and crmcal
analysis of the way in which educational and social structures are related.
In particular; it has emphasized a number of problems which have

prewously been “taken for granted.™*

What connls as. knowledge"

2. How is what coums as knowledge orgamzed"
3 How is what counts as knowIedge transmmed"
5. Whal are the | processes of conirol?

6. What |deolog|cal appealsjusul? the system"”
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Il can bc scen that Enckson S msnslence upon the |mporlance oflheones
ofi instruction, school cifects, classroom organization; and -tudcnt outcomes
can rcadily be subsumed in this set of theoretically integrated problems. .

An analysis_of these questions is also crucial to an adequate theory of

gd gcgtjongl gdmjmsl ration: For if educational administration is underslood
asa technology of control; then analysis of the mechanisms through which
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such conlrol is- lmplcmcnlcd via ihe slruclunng of k nowlcdgc mxhnols isa

proper basis for the development of a critical theory of educational

administration. .
_The_precise_naturc of such anaJysns dcpcnds upon a greal dcal of

EEE:SSSES; theorctical and empirical work; which as yet shows few signs of

being done. The outlines of such a theory might, howcver, be somewhat
akin to the folltswmg argument Whlch rclates the two broad categories of
knowledge and control in a theory of the management of knowledge.

STR UCTURES OF KNOWLEDCE

What Counts as Knowledge?

'[he ugmﬁcance of lhls qucsuon lles in thc asscrllon lhal knowlcdgc is
asscsscd and constructed differently by different groups.«2 Thus, what
couns as knowledge for onie social group-is different from what counts as
knoulcdgc {or-others. The essential point is that the experience and;

therefore, the-interests of these groups differ;_and. subsequently, the

knowledge which is of most vmpbrlancc tothem in their cvcrydayllves also
dlffcrs T

é?édf)s may also differ. Somc regard knowlcdgc as equivaleni 10 an
independent reality | (lhc correspondence theory): others regard assertions
as knowledge if they fit-in with what is previously known (the cohg[cl)s:

theory): still others say that knowledge is what works or is v:;eful in a given

situation (the utilitarian or relativist_theories). o

. There are obvious and widespread conﬂlcls in socncly over knowledgc

and what shall count as knowledge. Some of these impinge on the

curriculum of the schools.
(‘urremly lhercare obvnous dlffercnccs wuhln lhe commumty over wl.al

counts s knowledge in-social studies (the MACTOS debate); Engli-h (the
media studies debate), human relations (the sex in schools debate); Sf@
math (the new math debaic). What we have no detailed idea of is what

countsas knowledge in classcooms and how this relates to the characteristics
of teachers. children: or local and . naruonal commumuew
_Tasay lhal suchdiffercnces occur within 1he Wlder sotlcty is not to argue

th.n they arc inevitably translated into lhc life oflhe schools. Clearly, iwo
major factors influence the process: firstly, the policy of educational
.nulhomles embodled in official guidelines and activities: secondly, the

actualdefinitions held by teachers and retailed; as it we:re; in classrooms: It

may be that the-actual curriculum js. djffcri:mmlcdjublly between social

class groups. as is suggested by Djvmaand €orb|shley “ Slmllarlyfil miy
be argued that differing definitions of what is to count as knowledge are
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hkely to lead to m:passz: in thc classroom P2

- The importance of such questions for educational admnmstrato,s lies in
thcur ability to differentiate out various political constituencies which
support particular definitions of knowledge. As Baldridge*’ suggests, a

political model of education is fundamental to understanding processes of

knowledge and administration: That lhnsapphes not only to the allocauon

of r mongmry r;sourccs.,but also to the defimtions of what i is to count as
knowledge is a fact of consuderable importance in our understanding of

administrative processes in education.

How is What Counls as Knowledgc ﬂrglmzed’

Thc sccond | assertion of | thc ncwsocnology of educauon is thal knowledge

is organized on an institutional basis; Thus, certain kmds of -knowledge
become_the relatively exclusive preserve of-certain institutions which

dominate and control the extedsion and apphcauon of that knowledge.
The classic cases most frequently cited are those of professional groups

such as doctors and Ié\Tvy’c’ri The principle; however; extends into a much

wider variety of institutions, the most important of which are_probably

governmental and large multi-national corporations. The key principle of

organization involved here is the distinction between public (i.e., widely

acccsslblc) and private (i. e restrlctcd) knowlcdgc Thns inv olves the issue

sccrccy -

i’mowlcdgc Its orgamumon within schools m morcover; suh;;cuo the
supervision of public bodies. including departments of educztion, advisory

groups; church authorities, cumculumstudy groups, exammauon boards,

and jcxtbgokpnbhshers. ali of whom opcratc thm the publlc domam

knowlcdgc and hurarchy. other means of orgamzmg Rnowl;dgc mlhm

schools occur, which parallel those in the wider society. For instance;

divisions of knowledge between_arts, science; and. social studics are

common. Some schools organize programs within or between these areas
on an integrated basis. Other schools maintain strong boundaries between

them:* There arc also mdncauons that bureaucratic structures requirce
knowlcdgé thm schools te be compartmentalized, hierarchicalized; and
systematized in kecping with procedures of burcaucratic structures in

general. 4
The pnnmplcs oforgannzatndnéniploycd in various typcs ofadmmls(muvc

structurc and the codes Icarned as a result of such devices are argued to
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differentiate the culture of various groups in significant ways. Thus, sudy
of the ways in which the organization of knowledge is inflienced through

various structures of administrati

ation leads 10 an awareness thai the social
organization of knowledge is an important elemiicit of the commonsense
understanding which is creatced among children during schooling. What
nceds o be explained is in what ways sich organization is different for
different groups within and between schools: and the results of such
differcnces for the understanding achicved and internalized by pupils with
diffcring cultural backgrounds and fotures-47 . :
. Once again, the administrative process in cducation is scen o have
profound implications for the structuring of human understanding through
the structuring and organization of knowledge.

How is What Counts as Knowledge Transmitted?

The procedures by which knowledge iii?iﬁﬁiiié& very clearly differ

A e cmerblernad acaid i s

‘according to the kinds of knowledge involved and the principles of

organization. For instance: certain kinds of knowledge are seen to be
rclevant 1o very restricted numbers of individuals. The procedures of
transmission used reflect the definitions of applicability, For _instance:;
hnowledge of certain political, artistic, sporiing; and other major events are
widely reported in the mass media. This form of transmission, as
Mcl.uhan® suggested. is cool and iransitory in its communication of
content. In other words. the content.of what is transmitted is less important
than the ritual involved. in its_communication; micaning is often nearly
redundant; the massage is more important.than the iiiessage.

-Other forn_- of transmission are, in McLuhan's terms; hot: like books

and performa. =e. where the receiver has to be active in a process of
understanding - ypically. the meaning transmitted through such means is

claburated ra.  ik3a redundant, explicit rather than ritualistic. -~
~ These awo £+ .5 o transmission. imply. and. are used for. different
Furposes. Ritua,. *«ca ‘nadens 4 and redundant form of communication,
but they are pow -~ (63ic a1 acial control. As Bernstein, Elvin. and
Peters® suggest:ii-sais aie ofter imployed in schools, both as a means of
consolidating the Socia! ¢ er ¢ fid keeping the school together; and as a

means of discrimiri + | beiwesh g oups. On. the other. hand. the more
explicit forms of tresi wiis - 37 k- wledge are loss relaied 1o socidl and
more 1o indisidual e s,
These pivcesses of 17> :sion seem 10 be related to dediictive and
inductive processes of iearning in classrooirs Wit the use of a particular
transmission procedure impiics, especially. i- cither a passive or an actjve

Mance on the part of thc leusticr. Thus, an important I¢sson. not about

content or organization. - ut abuut one's stance towards the world is being
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learncd Thc mphcauons of thls for procedmes of social control are

considerable. The forms of transmission encouraged or enforced by certain
siyles of administration in education -are also, thcrc[orc central in
understanding the effects of schooling. The relationship between admin-
istrative structure and the transmission of knowledge may be direct or

indirect; but it is clearly significant.

1t can be seen from the argument outlined above that « quesuons of what

counts as knowledge, how it is_organized; and how it is transmitted are

ininnaiely linked, both theoretically and in_practice. They are clearly

cricial in the assessment and examination of the ways in which knowlcdgc
is structured in ediucational organizations. They are- ilsb clearly much
influcnced by the administrative procedurcs through which such questions

are resolved for systems, schools. and classrooms.

TRUCTUH )
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demonsttablc ways in educatumal scumgs. n is crucual toour understandmg
of education that we develop a mezns_of assessing the ways by which

parucular arrangcmcms are arrived at:_In this; we need to focus on three

furlher qucstlons whlch allow 1hc concentration of auemlon on crmcal

tional systems. These are quesuons of access, power, and justification.

How is Access io kﬁawiéaie Determined?

ln Lhc wnder socnety. access to. knowle;lge o[spcc:ﬁc kindsis |ncreasmgly

linked to membership of institutions, whether they be. _professical;
governmental, or commercial. The mezns of information production,
siorage, and-transmission are mcreasmgly comrollcd by such institations,
which alone have the resources—such as computers, satellnes or sufﬁcncm
personnel—which enable such wide ranging collection and-manipulation
of information. This being so; access is likely to be increasingly restricted to

those with positions in such institutions. Thus; the relauonshlp between

kmmledgc and posmon lS accentualed .

thloﬁu,gh ,the prc :'_ssesfof examination and crgdenllallsm new. !i is the
conflict betwee:. tic demands for access and for restriction of access
through the sorting processes of education which lies at the heart of the

*ba.e over pass. rates iri school examinations. The conventional levels of

[ 55 rates are essentizily, like social class; a means of exclusion—{irstly,
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cx;lusmmfromfunhcrgducanon sccondly cxclusmn from ccr'amcmploy-

ment; and: therefore; exclusion from parncular socidl §taiuses. Access is.

thercfore; denied and restricted lhrough such “gating™ processes,
Educauonal administralorc in lhcnr employmcnl of dc" es such as

opporlumucs and th lcchmqucs of assessment and cya]uajmn have a

critical impact on differential access to_knowledge within schools and,
subsequently, within wider social papnlauans. The s(udy of the ways in

which dcc:snonsarg@;agg over (a) the nature of(he hurdlcs to bc erccled,
(b)_the rates of success allowed, and (c) the gating or channcling
mechanisms to be cmployed. is an important component in the construciion

of 3 lheor\ cfadmlmstrahvc effects on schooling.

VG hal are lhc Processcs of (‘onlroi’

Thc preceding discussion leads 10 a consideratic - * - +vs in which
control over cqnicnt. organization. t1ansmissio.; - exercised,
The taken-for-granied answer is that Department: iponsive

a M iz mans in

to_the poJmcal proccss via Ministers are incont:
schools: This is; again, true as farasu  goes. The ;o
asked, hm\e\er is in \\hat waysaredeparim~ = ¢ -
schuol sysiems, school superintendents and their ¢ -
their decisions and prioritics? In whose intcrest do they aet?.

weus to be
. s, orinother
_5; mftuenc: 1 in

_For many yeass, we have been persuaded that politics should be kcpl out

of cducation. and educatien out of politics: During this period, there has

bunanapparem;omcndcncc of i interests betwecn the various groups. For
instance, the need cthc mdusmal system for more workers with a well-
educated and skilled background in order to exploit new technologies of

production. communication. and control has coincided with the aspirations

of working classes for upward mobility for their children: Gurrcmly.

however, the need for skilled and hlghly educated opcrators sopcars to be

reducing. while supply continucs to grow. Thus. lhcmtcrcstsoftwogroups

are ducrgmg
n this snuauon. one would cxpcc( prcssurcs for a rcducuon in

vducational expenditure, a raising -of the hurdles to reduce the flow of
prospective aspirants to the established professions, and moves. toward
greater control over the content of education:. Trends of this kind are
rcadll\ apparcm in most_Western countrics: Thc pressurc of cConomlc

prcssurg on educalmn flnance Qnmllarly profcsslonal groups such as
doctors. la\\}crs. and- architects arc atiempting to reduce intakes into
university schools. Thirdly. public mass media pressure is mounting over

the content and standards of the school curriculum and the evaluation
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power of capntal the pro[essumal power of established groups. and the

political power of the mass media. .

_Administrators are more influenced than most by thefe pressures. lt is

sdrpnsmg. therefore, that as a proup they have developed so few
convincing explanations of the c.ses or the effects of such control
processes.- For the most part, administrators have contented themselves

with devising coping strategics. Similarly, theorists of educational admin-

istration have been concerned with deiising management strategies which

will be of assistance to practitioners in difficult situations. Explanations of

the ways in which power conflicts result in particular decisions are hard to
come by. Even more rare are theones whnch would allow administrators
not simply to cope with but rather to influence decision making within the

power structures influencing education. Such explanations are necessary
as a part- of a theory of educational administration based on the

considerations of knowledge and control:

What Ideology ;lustiﬁes the System’

Such consnderatnons lead dtrectly to an analysns of the |deolog|cal
constraints on; and the_justifications of; educational policy. Few

sophisticated examinations of ideological influences on educational policy

have been undertaken. Renwick 's% distinction between need ahd desert as

thebasnecategones dnstmgx ushmg contemporary ideologies ir education is
useful. There are, however, subtle distinctions- of view -within these
categories. Fpr instance, the e are two theories of desert, the first being
based upon the meritocratic principle; where it is argued that 1Q plus effort

equals meritand merit deserves reward. There isalso a second and stronger

version of this philosophy vihtehprolestsa form of social and educational

Darwinism, where restrictive and competitive conditions in education are

said to serve a useful function in that they ensure survival of the ﬁttest

~ Thedoctrine of distribution according to need also separatesintioa weak
form closely allied to-the meritocratic view-but inclusive of an optimistic
element. This view, ! label opportunism. It insists that, given equal access

toeducation; thetalents of the socially disadvantaged will assert themselves;

and social equality will gradually be achieved through the equalization of

opportunity: The stronger form of the argument according to need, which |

call interventionism—where equality of opportunity is not e’riﬁiigh—ts
When equahty of results through massive rednstnbutnon of resources is
advocated

- The conﬂlct between these ndeologncal posnttons can bes seenasrelated t to
the interests of parucuiar groups. It_can be seen, for instance; that

ideologies of desert in either the meritocratic or social Darwinist senses
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correspond closely with ihe inierests of dominani é'risiiiis ’o’g’}ﬁé 6tﬁ£r

hand. the doctrine of need in either opportunistic or interventionist forms

coincides with the interests of the disadvantaged. . _

The question of the ldcologlcaljtislifcauon of allcrnallvc educauonal

pnhcics is of crucial importance to educational administrators. For it is

ideology which cllherjustiﬁcs or sngmﬁcanlly Ilmns thearbitrary excreise

of. pawer in- education systems. -Ideology- specifies the nature of the
relationship between strictures of knowledge and structures of control
which-are acceptable as a basis for particular forms of educational
administration.

CONTROVERSY IN EDUCATIONAL ADMINISTRATION

_This dnscussmnbcgan wnh a review ofcomcmporary analyses of lhcory
and rcscarch in educational admlmslrauon They- were uniformly pes-
simistic, complammg of ‘incoherence. incompatibility, -and- lnvnalny
Remedies for the situation proposed by advocaics of iraditional science as

a -model for the renewal of educational administration were examined.
Thc3 were rejected on the_grounds that cnncm;uuqucsn[uadmom]

scieace by a growing body._of scientists; phdosophcrs and sociologisis fed

1o serious doubt aver the s vallduy of many of the assumpuonsmcorporaled

in thc modcl lndccd lhe dlsconlmuuy bclwccn lhc :deology and thc

rejecting traditional scienice as an appropnalc model for a remvngoralcd

theory of cducational administration. ,
- The similarity of phcnomcno!ogncai a;suinpinons with. lhgjsscrglons of

the radical critics of traditional science was noted; as was the appropriateness

of these. assumpnom for.an cducauonal lhcory of administration, which

mclu@qq values as an essential component of the lheory and incorporated

consideration of political and social differernices in approachcs to educational

organization. -
Subscqumlly ihe argumcnls of lhc new socnology of cducauon were

piesented as a comprehensive account of the. relationship between

structures of knowledge and structures of control and as havmgconudcrahlc

relevance to the development of a theory of educational administration.
It was argued that a theory of educational administration, based on the
consideration of the rcl.monshlp between structures of knowledge and
slruuururof control. is capable of providing a source for the analysis of
many current issucs In particular, the issue of accountability. which
increasingly dominzies educational discussion; can be scen to aadress
precisely those issues which_are central to_the proposed theory. For

accountability is about the relationship between knowledge and control. It

is ubout the ways inwhich control shali be exercised over cducation and the
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selectlon orgamzauon,and uansrmssnon of knowledg" l! lsabout access

to. and control and justification of, particular structures of educational

administration. It is about whose interests shall be served through the

processes of education:
These are matters of consnderable moment. They arc also matters which

cannot be adequately understood on _a piecemeal basis. Thus. the

development of acomprehensive paradigm; which allows the integration of

diverse issues in educationa' administration; isa matter ofurgem necessity.

ltseems likely that a critical social theory, focused on the fundamental

question of the relationships which exist between structures of knowledge
and structures of control, is most likely to provide the groundwork for such

a comprehensive analysis. In this way; the significance of educational
administration in- the managemer.t of knowledge is likely to be both
acknowledged and explained.
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Basil Bernstein

There lms becn much talk among socuologlsts cvncemed wnh cduca-
tion about the possibilities of analysing the school as a complex
organization. The approach to current changes in the structure Qf
the contemporary school system, which I atlempt_in_this article

was. initially set out by Durklieim over scventy. years ago in hls

book; The Divisions of Labour. 1 shall interpret the changes in

terms ot a shift of emphasis in the principles of social mtegrauon—

from ‘mechanical’ to ‘orgaric’ solid=rity. Such changes in social
integration within schiools ure iinked fo {undamental changes in the

character of the Briticn educational system: a. _change from educa-

tion in depth_to_e<ucation in breadth: 1 shall raise throughout this

article the question of the relationship between the belief and moral

order of the school, its social orgamzatnon and its forms of socnal

integration. S
- The concepts, mechamcal and orgamc sandanty, ‘can be used to

indicate the emphasis within a society of one form of social integra-
tion rather than another. Organic solidarity is emphasized wherever

individuals relate to each other through a complex- inter-dependerice
of specialized social functions. Therefore orgamc solidarity _pre-
supposcs a society whose social integration arises out of differences

between individuals. These diffcrences between individuals find
their expression becomes crystallized into cehieved roles. Mechanical

solidarity is emphasized wherever individuals share a comnion
system of belief and common sentiments which produce a detailed
regulation of conduct. If social roles are achieved under ¢ organic

solidarity, they arc assigned or ‘ascribed’ under mechanical

solidarity.
Wherever we have mechanical sohdarlty, aocordmg to Durkhelm




sentiments; ic. pumsﬁmcnt takes on a. syixibohc value over and

beyond its specific utilitarian function. The belief systeni is made

palpable in the symbolization of punishment. Durkheim took what
he- callcd repressive (criminal) jaw as an index of mcchanical
sohdanly R

_Under condmons of orgzm 3 sohdamy. thc concern is less to

pumsh but more to reconcile conﬂnctmg claims.- Social control; in
conditions of organic solidarity, is concerned with the relationships
between individuals which have in some way been damaged: Durk-
heim took what he_called restitutive law (cmi) as -his index of

organnc solidarity.  Here the system of social control becomes

resmuuvc or. repnrauvc m funcuon threas under mechamcal

sehdanly. in situations of social control; the. Bcixef systcm reccdes

:nto the background and the individuals confront onc another dir.<'1y.

_Mechanical solidarity, according to Durkhcim, ariscs in whai -be

called a segmental socicty. He meant by this a type of society which
could lose much of its personnel withoit damage to_its conlinuity.
Organic solidarity would correspond to_the differentiated socicty,

with diverse specialization of social roles; conscquently the loss of

a particular group ofﬁs’péémhslsmnght seriously impair the society.

One can infer that segmental socicties would make clear distinctions

between inside and outside; whereas in differentialed socicties the

boundaries, as all symbolic boundaries, between inside and outside
would become blurred.

Durkheim argued that a secondary cause of thc dmslon of labour
arose out of the growing indeterminacy of the collective conscience
(the value system). He said that sentiments would be aroused only
by_the_infringement_of high'y gencral values, rather than by the
minutiae of social actions. This, he said. would give rise to wider

choice and so would facilitate individualism.
Organic solidarily refers to social mtcgralnon at_the lcvcl of

individualized, - specialized, interdependent social roles, whereas

mechanical sohdamy refers_to social integration at the level of

shared beliefs. Under mechanical solidarity, there would be little

teusion_between private belicfs and -role -obligations. Iri-organic

solidarity, the tensions between private belief and role obligations
could be severe. This tension might be felt particularly by those
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individuals in socxahzmg roles—for cxample parents tea iers,
probation oflicers, psychiatrists. - :
Thxs is lhe Shlfl of emphnsns in lhc pnncnplcs of socxal inic ynuon

tnlkmg about. I am not conccrncd whether all the rehuonshlps I

refer_to are factually present in all schools. Clearly, some schools
wxll hnvc shiflcd not. at all others more; the Shlft may be morc

wluch at thc momcnt mny chSt ’>t the. xdeologlcal rather than the

substantive level. However, the list of shifts in emphasis may formi
a measure or scale of the change in the principles of social integra-
tion. -~ - -

- Consider, ﬁrst thc fonns of social control- In secondary schools

there_has been 2 move away from the transmission of common
values through a ritual order and control based upon position or

status, to niore personalized forms of control where teachers and
tnught confront cnch olher -as mdmdunls The forms o£ social

riens; thcy are ,bnscd rather upon thc recogrmon of dlll”crcmcs

between individuals: And with this there has been a weakening of

the symbolic significance and ritualization of punishnient. -
Look now at the division of labour of the school staff. Irrespcc-

tive of the pupil/teacher ratios, the staff is now much larger. The
division of labour is more complcx from the point. of view of the

ranize of subjects taught. Within the main_subjects; the hierarchy

of  responsibility has become more differcntiated. The teacher’s

role _itself has fragmented to_form a scries of specialized roles
(vocational, counsclling, housemaster, social worker and so- on).
Still within the broad category of the division of labour consider—
very- briefly, for the nioment—the organization of pupils. . he
pupils® position in the new schools in ‘principle’ is less. likely 16 2

fixed m tcrms of sex. age or IQ;IOI' Jdcally thz:(r posmon wiilin

with o(hcr puplls in pnncnple arise from iheir ¢ expressnon of their

educational dillerences. This is good cvidence of a shift towards
organic solidarity:




_ Let us turn, nest, to shifts in- empbasis in the curriculum,
pedagogy, the orzanization of teaching groups and teaching and
pupil roles, Here wc are at the heart of the instrumental order of

the school: the transmission of skills and scnsitivities.

. Take the organization of teaching groups first. Here we can
Ligin to see a shift from a situation where the tcachmg group is a
fixed structural unit of the school’s organization (lhc form or class),
to secondary schools where the teaching group is a flexible or

variable unit of the social organization. The_teaching group. can

consist of one, five, twenty, forty or even 100 pupils and this number

can my from subjcct to subject. At lhc. same time lhcrc hns becn
an increase ui the number of ditferent teaching groups a pupilof a
given age is in. The form or class tends to be weakened as a basis

for relation and organization. - L
, Onc can ransc the levei of absu:acuon nnd pomt ouuhnt space

wnhmjumls) ceased to havcﬁxed rcfcrcnces Social spaccs can be

used for a variety of purposes and filled in a number of different
ways. This potential is built into the very architecture.
) Now for thc changes m pedagogy Thcre lS a shxfl—from a

concerned wnth e lcarmng of standard cipérhtlons tied to specxﬁc

contexts—to. a pedagogy which emphasizes  the exploration of
pnncrples From schools which emphasized the tcacher as a solution-
giver to schiools whicli emiphasize the teachier as a problcm-poser or
creator. Such a change in_pcdagogy (itsclf perhaps a response. to

changed concepts of skill in_industry)._alters_the authsriiy relatior:

ships between teacher and taught, and possibly changes the nature
of thc aulhonty mhercnt in lhc SUbjCCl Thc pcdngogy now cmpha-

cslabhshcd in-a context of self-dnscovcry by the pupnls The act’

of learning itself celebrates choice. .

But what a*out the currxculum" I mean by curnculum thc
principles governing the selection of, and relation between, subjects.
We ire withessing 4 shift in gmphnsns away from: schools where the
subject is a clear-cui definable unit of the curriculuni;_to_schools

where the unit of_the curriculum is not so much a subject as an

xdea-—say, toplcccmred mtct-dlscnplmary enquiry. Such a shift is

already under way at the university level. :
Now, when the basis of the curriculum is an idea whnch is supra
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subject and wluch governs the rclauonshlp bctweem SI.ijCClS a

number of conscqucnces may follow. The subject is no longer
dominant, but subordinate to_the idea which governs a particular
form of integration: If the subject is no longer dominant, then this

could affect thc position of teacher as specialist. His refercrice

point may no longer be his subject or discipline. His allegiance; his

social point of gravity, may tend to switch from_his commitment

to his subject to the bearing his subject has upon the idea which
is relating him 1o other teachers:

In the older schools, integration between SUb]CC(.S when it exnsted

was determined by the public examination system, and this is onc of
the brukes on the shift I am- describing. In the new schools;
integratio at the level of idea involves a new principle of social
integration of staff: that of organiz _solidarity. This shift in -thc

basis of the curriculum from subje:t 10 idea may point towards a

fundamecntal change m the charactcr of British education: a
change from education in depth to education in breadth.

As a corcllary of this, we are moving from secondary schiools
thre the teaching roles were insulated from cach otlier, where ihe

teacher had an assigiied area of authonty and autonomy, to second-

ary schools where the teaching role is less. autonomous. and wherce

it 15 a shared or co-operative role. Therc has been a shift from a
teaching role which is, so to speak, ‘given’ (in the sense that one

stcps into nxsngncd dlmcs), o i rolc which lias to ‘be achieved
in relation. with othier teachers. It is a role which is no longer

made bul Jus 10 bé made. The ieacher is no Jonger isolated from

other tecachers; as wheic the principle of integration is the relation

of his subject to a public cxamination. The teacher is now in a
complementary relation with otlicr teaclicrs at the level of his day-

by-day teaching. - .

- Under thicse conditions of co- opcrn 3 sh:xred tcnchmg rolcs.
the loss of a teacher can be most damaging to the staff because of
the interdcpendence of roles. Here we can begin to see the essénce
of organic solidarity as it affects the crucial role of teacher: The act

of teaching itself cxpresses the organic articulation between subjects,

teachers and _taught. The form of social integration, in the central

area of the school's function, is organic rather than mechanical.
How is the role of pupil affected? I said that, under mechanical
solidarity, social roles were likely-to be fixed and ascribed: -aspira-

tions would be hmllcd and individuals would reclate to each otlier




lhrounh common belu,fs ':in"d sharcd scnluncnls Thesc bcllcfs and
senlimients would regulate the details of social wction. In the older
secondary schools, individual choice was severcly curtailed, aspira-

tions were conirolled through careful streaming, and streaming, itsck

produced homogeneous. groups according to an imputed similarity

in ability. The learning process emphasized the teacher as soliition-

giver rather than probleni-poser. The role of pupil was circum-
scribed and well defined. el .
“Now there has been a move towards gmng the pupxl grwler

choice. Aspirations are likely to be raised in the new schools, partly

because of changes in their social organization. The learning process

crmtes gre.ilcr autonomy for the pupil. The tcachmg group may be

clcarly defined. Of cqunl slgmﬁcance Jus rolc concepuon evolves

out of a series of diversc contexts und relationships. The enacting of

the role of pupil reveals less his similarity to otliers, but rather his
difference from others.

I suggested earlicr that, where thc form of socml mtegxanon was
mechanical, the community wou'd tend to_beconie sealed off, scif-
enclosed, and its_boundary_rclationship would be sharply defined.
Inside_and outside would be clearly diffcrentiated. These notions
can apply to changes both within the scliool and o its relation

to Lhc oulsndc - - _

more op°n This can be scen aL m:my levels. urst of all the very

architecture of the new schools points up their openncss compared
wuh ﬂie old schools The mSIde Df lhc mstn!uuon has become

socializing - s{ylcs) are mcorpornted wuhm the school in a way

unheard of in the older schools. The range and number of non-

school &' 1s who visit thc school and takk to the pupils. have
increased: fhe barrier between the informal techage subcultures
and the culture of the school his weakened: often the non-school
age group subcullure biccorics a content of a syllabus. The outside
penctrates the nicw scliools in otker fundamental s ways. The careful
editing, - specially for schools; ol _books,. papers, _films, is being re-
placed by a diverse rcpresentation. of the. outside both within the

:ibrary and through filmis shown to the pupils.
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Wilhm thc sC’ \ol, &S we h.m, scei, thc msulatlon bclwan torms
and betwsen teachis | roles has weakened, and. authorily relation-
ships are less forn.: \l The. dlmmlshmg of a one-lo-one relation

between a given aclivily, a given space and a given time—ie.

flexibility— must reduce the symbolic significance of particular

spaces and particular times. The controls over flow in the new
schools carry a different symbolic signidcence from the controls
over flow in the old schools,

__Let me summarize 2t a morc. gcncral lcvcl thc sngmﬁcmcc of

these shifts of cmphasis. There has been a shift from -sccondary
schools whos:: synibolic orders point up or celebrate the idca of
purity of categories—whether these categorics be values; subjects in
a curriculum, teaching groups or teachers—to_secondary schools

whose symbolic orders point up or cclebrate the idea of mixture

or diversity of catcgoncs (Thcsc conccpts have becn developcd

(I) Thejmxmg of cate gorics at the level. of values Changca in

the boundary reiatiorships between the inside and the oiit-
side of tlie schoci Yead to a wilie systcm ‘which is morc
ambigiious 2ad mire open lo 'he influence of diverse valucs
- from outside. ) o
(2) The mixing of calcgoncs at_the. levcl of cumculum The

maove away from a curriculum wherc subjects are insulated
and actonomous, to a cugrnculunr which involves the
. subordindtion of stbjects and their integration.
3) Th"c m’ixih’g bf 'czii'cgoncs at the level of the tcachmﬂ group

and diifercntiated sets of puplls mlher than fixed forms or
classes.

’I'hc sgcpnda(y schools celebrate dlversny, not punty ThIS may

be. symptomatic of basic changes in the culture of our sociely,
particalurly chianges in the principles of social control. Until recenily
the British cduc.nuonal system cpitomized the concept of purity
of calegorics. Al the apex of the system sat the lonely, specialized
figurc of tlic arts Ph.D., a dodo in terms of our current_nceds:

‘There was also the separation of the arts and. the sciences, and
witlin cach_the careful_insulation betv >cx the ‘pure’ and the
‘applied’. (Contrast all this with the United States.)

The concept of knowledge was onc thit partood of the sacred'

~3
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its organization and dissemination was_intimately related to the

principles of social control. Knowledge (on this view) is dangerous,

it cannot be exchanged like money; it must be confined to special

well-chosen persons and even . divorced fromi practical - conceris.
Thc forms of Rnowlcdgc must- always bc boundcd and well msulatcd

unpredlctabl‘. oulcgmcs Specmlxzahon makes knowledgc snfc and
protects the vital principles of social order. Preferably knowledge
should. be transmitted in a context where the teacher has maximum
control or surveillarice, as in hierarchical school relationships or the

university tutorial relation. Knowledge and the principles of social

order arc made safe if knowledge is subdivided, well insulated and

transmitted by authoritics who themsclves view their own knowledge

or disciplines with the jealous eye of a threatened priesthood. (This

applies much more to the arts than to the sciences.) -
Education in breadth, with its implications of mixture of cate-

gories, arouses in educational guardians_ an abhorrence and disgust

like the sentiments aroused by incest. This is understandable

because education in breadth arouses fears of the dissoluuon of

the. pnncnplesnf socn:ﬂ order.. Educallon in deplh the palpablc ex-

authonly systcms or renders lhem plurallsuc and it is appnrcnlly
conscnsual in_function.- One origin of the purily and. mixing of
categories may be in thc gcna‘ral social_ prmclples regulntmg the
mixing of diverse groups in_socicty. But monolithic societics arc

vnlikely to develop_education in L. cadth, in. school systems with
pronounced. principles of organic solidarity. Such forms of social

mtcgralnon are madcqwue ttj trnnsmlt collcctwe bfhcfs and valucs

orgariic sohdamy and refer mstcad to ‘closed’ and_ ppcn schools
Individuals; be they teachers or taught, may be able (under

certain conditions) to make their own roles in a way niever experi-

cnced before in thc pubhc swtor of secondary cducahon But staff

and, with thls, problems of boundary, cgnlmuny, ordcr and

ambivalence are likely_to_arise. This_problem of thc. rcl.monahnp

between the transmission of belief and social organization is likely

to be acute in largescale ‘open’ chwurch schools. It may be that the
open school with its organic modes of social integration; its
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personalized forms of social control, the indetermisacy of its belief
and moral order: (except at -the level of very general values) will

strengthen the adherence of the pupils to their age group. as a_major

source of belief; rclation and identity. Thus; is it possible that; as

the open school moves furlhcr lowards orgumc solidarity- as - its
mujor principle of social integrition, so tlie pupils may niove furthicr
towards the ‘closed’ soviety of the age group? Are the educational
dropouts of the fifties to be tépliiééd By the moral dféﬁéii(é of the
seventies?.

was order; today there is only ﬂux Ncnher should it be taken as
a long sxghfovqrﬁ the weakening <f authority and its social basis.
Rather we should be eager to ékp’l'c re changes in the forms of social
integration in order to re-cxamine the basis for social control. This,

as Durkheim pointed out decades ago; is a central concern of a

sociology of education;
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School knowledge and the structure
of bureaucracy
Andrew Wake
This paper explores limitations placed upon habitual ways of understanding by the
structural imperatives of a formal organization. Put differently, | am_attempting to
analyze the ways in.which whatever counts as “knowledge" is defined, structured,
and presented as a consequerice of its connections with the bureaucratized school,
or in Basil Bemstein's words: “How are forms of experience, identity and relation
evoked. maintained and changed by the formal transmission of educational knowledge
and sensitivities?"! In answer to his own questicn, Bemstein looks at the common

“codes™ frequently used for constructing the cantent of school curricula (i.e. school

knowledge) into collectivities. The two basic types are the “collection” code where

the contents are clearly bounded and insulated from each other, and the “integrated"
code where the contents stand in an open relationship to each other.
— According to Bemstein; the “closed"- or-collection code, more commonly found in
European: schools; defines “subjects”_(the_content units of-a curriculum) as collec-
tivities of information; beliefs; and methods of enquiry_usually known as disciplines
such as Physics, Mathematics, or History. In schools of this type; students are initiated
into these forms < Mught dnd awareness fo the extent that many of them come to
think of themselv.  :3 "Physicists,” “Mathematicians,” or “Historians.” i
In contrast to #i:> closed coliection. code, Bernstein describes the integrated type
as characterized by relatively weak boundaries between the units of content. The

integrated code is more commonly found in the United- States whilst in the United
Kingdom there is movement away from strongly bounded codes toward the riiore
integrated variety. : . - Sonm e em oo -
- Bernstein recognizes an association between the political structure of the_social

system and the code under which the curriculum contents are organized; he finds
that “the European form of the collection code is rigid, differentiating and hierarchical
in character; highly resistant to change, particularly at the secondary level. Under the

English version; resistance to change is assisted by discretionary powers available
to headmasters and principals."?
Additionally he finds that

. - collection.codes increase the-discration of eachers (within always, the fimits

of the existing classification and frames) whilst integrated codes will reduce the
discretion of the teacher in direct relation to the strength of the integrated code
(number of teachers co-ordinated by the code). On the other hand, it is argued
that the increased discretion of the teachers within collection codes is paralleled
by reduced - discretion -of- the - pupils and that the reduced discretion of the
teachers within integrated codes is paralleled by increased discretion of the
pupils: In other words, there is a shift in the balarice of power, in the pedagogical

relationship between teacher and taught.”
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”Reduced tobare essenuals Bemstem argugsthat ,th,e'e is 3 parqllpg{elgt;@mp

between the structure of the. organization.and the structore_of knowledge; collection

codes based upon clearly oelineated boundaries parallel hierarchical social relation-
ships with clearly defined duties and responsibilities. On the other hand; integrated
codes with less. rigid boundaries between subjects or course content tend to be

associated with less tighily defined social relationships and correspondingly -greater
freedom fOf the learner. Bernstein does not-explore the further implication that the

structure of knowledge-in formally. orgamzed hierarchic social institutions. {i.e. bur-

eaucracics) tends !0 take ot rnany.of the same characteristics as the bureaucracy..

Approaching the same, or closely relatec. prcolem from a completely different
direction; Berger, Berger and Kellner,* ask “What is the cognitive style of bureaucratic
consciotisness?” In answer, the authors find the overriding element to be orderiiness
— an orderliness manifested-by a propensity to create tax:romic hierarchies. This
higrarchic. classification,- or structunng, requires that "knowledge” be divisible into
categories — hence componentiairty is a feature of bureaucratically organized Know-

iecge; this_classification is_not necessarily_based upon structures immanent within

“knowledge" itself but refiects a high degree of arbitrariness; this characteristic is not
untrammelled; as there is aiso a major. concern for Iegal-rattonal norms (a terr. not
used by the authors but suggested by their use of justice) — the same general
expectation produces the specific appearance of predictability. Contradictions within
this procediure are resolved by-a high level of explicit abstraction which treats individual
cases according 1o -a -goneralized rule.-Of the remaining characteristics, moralized

anonymity refers.to the organizational attitude towards the client and passivity refers

to the client’s relationship to the organization:

Knowledge In the Organization

The Berger, Berger and Keliner analysis is partly a phenomenological account of how
the clients of bureaiicratic organizations typify or thematize the taken-for-granted
stock of knowledge at hand. The analysis is incomplete; theie are further aspects of
mstltuuonauzeumowledge, particularly as interpreted by school administrators im-

bued. with bareaccratic consciousness.. . _ O

Administrators in higher office make many otjheamay io-day dec.sxonsbased uppn

information provided by others; usually subordinates from the middie levei: The in-
formation -processing and decision-making school of administration theory® is buiit

arcund this phenomenon. Littie comment has been made upon the way in which
knowizdge is presented to and understood by those who occupy middle-level positions
along the “staff"-or “line” of the school organization. For these individuals maintaining

the-structure of the. -organization.-is-an overriding consideration. Without.this structure

there is no way of Iocating themselves_in social space — no way of knowing where
they have been or where they are going. Maintaining the integrity of the organization
in terms of its knowledge base assumes enormous importance.

If what counted as knowledge changed from time to time in an unpredictable or
random- way, then school administrators would find many routine tasks, such-as
scheduhng classes, inordinately difficutt. Hence the components into which knowiedge
is divided must be relative!y permanent.-Also, as Bernstein pointed out, mariy teachers

like to be known by.-their.conriections withss e specialized form of knowiedge -Hence

the characteristic of componentiality or divisibility. of knowledge into units according
to actual or imagined differences in content is often a somewhat arbnrary response
to organizational needs. This is especially noticeable under the more rigid collection
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Codes where the.«: ictural imperatives of the organizaiion assign knowiedge to div-

isions that students znd teachers are required to accepi as distinctive forms of thought
and awareness. Although Hirst® has argued that these forms are immanent within the
discipline, Jenks’ has taken the opposite position. . ____ _ . __ -

- Schools traditionally disseminate knowledge generated by other institutions but

frequently in a substantially modified form. The categories of knowledge employed
by the social institutions of the larger society are rarely identical with those employed
within bureaucratized schools. These miodifications are not necessarily deten.ined

by the structure of knowledge immanent within the discipline concermed. -
. Common justifications for substantial modifications in the stricture of School kiiowl-

edge are usually based on the rscassity of pedagogical practice, the needs of children,
or organizational expediency. At the time of writing there does not-seem 1o be-any
ciear pedagogical justification for categonzing knowledge one way rather than another.

- The owenriding. considerations seem to be fcilitating the administrative tasks of

processing students and maintairing the structure of the organization. Many theories

on education assume that children need to have their intellectual-energy or interests

guided into fruitful directions: When these theories are translanted into practical advice
to teachers; a-major question arises over whether the overriding. considerations-in
classifying and framing leaming experiences are organizational needs — where the
organization is thought of as part of a system of interlocking institutions — as opposed
to human needs thought of as the development of understanding in the interests of

freedom.. In.bureaucratized schools, institutional needs tend to dominate. That is.

knowledge is treated as if it were composed of uniits that can be organized into systems

01 grdered pahs ) LoD ToTITT T T I R R oL
Componentiality by itself does not ensure the orderly. and efficient running of the

school; there-are other constraints placed upon the structuring of knowledge that arise
largely from the organizational need to disseminate knowledge in a systematic -and

order'y way so that predetermined ends are achieved by rationally determined means.

Stratification and Knowledge

The stratification of knowledge acquires greatest significa“ice when it is related io the
s0cio-economic status. of the pupi!. Keddie® provides examples of the “knowledge”
available to children from lower. zocio-economic groups being discotnted whilst
"knowledge" available to middle-class children is favoured. Some teachers manage
classrooms so that students whose vocabulary and grammar do not conform 1o the

middle-class norms of “correctness” or “niceness" are seriously disadvantaged in

competition with middle-class children. In the United Kingdom wi.wci. reat attention

is paid to speech patterns-and social ciass, the depracation of working-ciass speech
is a powerful weapon in regulating the behaviour of children. Examinations :nd stand-
ardized tests are usualiy formulated in the speech pattems of the p-~fessional middle-
clacs thereby placing the working-class child .at_a double_disadvantage — both the
instructions and the test items are written in the same unfamiliarargot. In the. United
States the use of-non-standard English is often taken as a sign of a ieaming handicap.”
The patterning.of-spoken or written communication- contributes to the stratification of
knowledge; but 50 also does the contenit. Kriowing how fo speak “correcily” is useful
but knowing what to speak about is also advantageous. - - . .

What topics are considered suitable or appropriate for discussion inside the formally
organized school? Young'® argues that there is a distinction_between the “prestige”:

and “property” aspects of stratified school knowledge: That is; the components of

. 84



86

k-iowledge may be stratified on the basis of some presumed, logical connection and

at-~ upon the basis of the public esteem which possession of the knowledge confers
its possessor. In-the formally organized schoc’' knowledge which attracts the
gi- ast prestige has the following characteristics: o

literacy ; or an emphasis on written as opposed to oral presentatlon individualisin
tor avoidance of group-work or cooperativeness) which focuses on how aca-
demic work is:assessed and is a characterist~ to both the 'process’ of knowing
and the way the ‘product’ is presented; abs..actness of the knowledge and-its
structuring - £ivd- comparntmentalizing independently of the -knowledge of the

leame:.iinally and linked to the fon, :r, is what.l.have -Called the urrelatedness

of academic cormicula; vihigh r~fers 1 the extent to which they are ‘at odds’ with

daily life and common eipéripw et
The ~ontinuir.g demand for litera: - . -~ 1 orrectly written™ commumcatlons is common
enough to ™ 3ke: Young's comme.. ;. q,nem,to most schools — bureaucratized or not.
The reianunships between: "correctly wntten commiuinications” and bureaucratic
needs is fairly shwious and is discussed elsewhere. At this stage we may recall
Weber's'? typlﬁcawns of the “ideal-type'_ of-bureaucracy -in- which the -existence- of

n umponant part._ In_a phenomenological analysis of a

written official files »'ayec

“bureaucracy,” the. éiiéio.. 35 ~f documents remains one immutable ard necessary
feature. Communications that are purely verbal or performatory car:iot be filed and
retrieved for later reference; the continuing structure of th bureaucracy depends
upon the- availability of such:“knowledge™ -at -the times-an< places approyriate for
organizational needs, i.e. maintenarc? of stident records and repoit cards.

— dustrﬁcanorﬁruncrrsmg ‘emphasis upon reading-and-writing-in elementary-schri !

is often based upon their Gsefulness_in-a bureaucratized. social world. lndwldua‘

teachers may occasionally speak of the liberalizing influence that literacy may confer
(as does Freire in Education for Critical Consciousness)™ but this consideration. is
not always paramount. Despite the frontier tradition or valuing action more highly than
words, the written word- maintains its prestige- in iormally organized :-nools. The
medium, however, is not the entire message; the content of communication is also

unponanL Dows the need for preserving. the. structure of the formal organization place

any constrairits. unun_the contents_of communcations whether written or veral?_ .-

Tr‘e msolution of this._ problem must take into consideration such influences as the
on of the speaker or wniter in the hierarchy; the context of :he utterance;
and ,'.he, degree of formality present in-the situation. Children in lower grades are not
expected to comment adversely, if at all, upon policy decisions made by-adrinistrators.
Generatiy, children-confirm thi§ sxpeéctation- in- that they do not sericys!y 4uest|on
(say) the arbitrary ¢ dwusnons of school time into terms, weeks, days. or-{ 1S,

eveii though they may not like_a. pamcular teacher,-they do-not usua

ht to select subjec: areas. This

nght to choose anoiner; nor do they assume the ri
does not mean that children do not voice dissent or even cpposition — even a seven-
year old can ~claim, "Oh, no! Not Dick and Dora again!" — but it does suggest that
major policy decisions are considered to be the inalienabie preroge.tlve of teachers
or -administrators.

_In formal classrooms the ma;or toplcs recogmzed as sunable for dlscussmn are

tbose related to the official curriculum. Young children frequently introduce uniofficial

topics into classroom discussions and teachers usually respond. by channeling the

children's interests into areas that are officially approved: Among themselves; children
also establish rules governing the appropriateness of discussion topics; favoured
topics include the age, marital status, and personal idiosyncrasies of teachers and
administrators. Likes and dislikes for certain subjects, curriculum topics, and textbooks
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Or.even school rtself are tolerated even erpected; by both chlldren and teachers<
__How. do the- restictions placed upon wnat may and may not be discussed; the

context in which discussions. are considerad apropriate, and the rules goveming the

use of circumiocutions concerning certain s, infience the child's understanding

of whatis happemng'7 An intial imprassior..is.# iat most chidren learn-that the content

and idiom employed in various forms of communicatiorns. are subjected to rules that

vary accordling fo differnt situations: most children leam that they_are expected t5

adept differerit modes of Speech when addre:sing tzachers; parents, other adults or
peers,_and that the- rules vary according-to the pariicipant's position in a vaguely

defincd hierarchy of authority. Although the rules, and their variations, are usually

well known; they are not always followed; this give- rise to various forms of "discipline”

problems in which the legitimacy of the teacher's o*icially defined authority is ap-

parently under challenge. . . -
If an individual student does not conform ‘o rules based upon the presumeane—

eessty of maintaining status differences between child and teacher; then the student

is-often diagnosed -as suffering from some dicability — culturally deprrved " “dis-

advantaged,” “underprivileged.” and <o on.
Pupils at the higher levels of the. e!ememarv schoo! are ueually faritt ar th rhe

stratification phenomenon:. That is; they belwse thit-certain people -arr-+¢; JSI(OﬂeS

of centain tvpes of "knowledge’ by virtue of thei: p.;sition in_a_hierarchy; for exampie
‘lnc\pal

a grade-six pupil,-already knowing the differenc~ i:etween a teacher.and =
may-believe-that the principal has Rnowledge and authonty in a domain - rshngie b

different (o that of the teachors.

Whatever a child knows_is usually defined as ~Jt as imponant or . <iwy s &8

what a teacher knows. Teachers are usually the soie arbiters in the- classrow.r of what

constitutes relevant; important; or appropriate knowledge if a child’s knowledge cor:-

tradicts that of the teacher. then the ieacher's "knowiedge"_is_held- sx-perrorr unless

the topic is clearly not ct institutional coricern; that is. not part of the ¥:-.al curricalum.

Keddie * describes an-episode in which a teacher ‘was able to |mpose hei concept

and definition of - 1amily” upo: a clacs of chiloren although at iezst one child in the

groﬁp fomdtheieachemconcept contrasted witi: \us own experiencas. Such episodes

are repeated many times dziiy in many different classrooms but largely go unrecorded.

Exceptional cases of a child achieving recognition as an authority by some outside

body are occasionally found. The teacher's knowiedge is generallyconceded as more

general and hence the teacr:er can acknowledge igr.orance in a spacific_area yet
remain an authority on other matters. This authority to legitimate “knowiedge" for its

vahdltst sually the prerogative of the teacher; if this prerogative is not exercised

then legitimaiion. is usually- confarred by another -authority such as a textbook. en-

cvciopedia; or another teacher: Theiegmmanon of what shall count-as "kpee . ¢ *ng”

in the classroom is rarely random anddsually govemed by an rmpllcrt set of ruter thei

incorporate the notion of status, hierarchy; aiid authorit. - el

- The authority relationship between - »-+ «eachers and senior teachers; or between

ieachers and administrators also-has A influence on the definition of what passes

for knowledge in any classroom. Although most teachers-are aware of the distinction

between being.“in_authority”_and being "an authority,” the difference is not always

acknowledged in social relationships. Teachers are often referred to as “"colleagues”

with a suggestion of peer equality. but there are few bureaucratic. schools where a

true collegiate atmosphere persrsts especlally as it pertains to the legitimization of

knowledge.
-- For feachers in school, Rnowledge is not ranked in lmportance on the usual crrtena

of elegance, rigour, or profundity, but rather on its immediate application to areas
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recxmzecLas Jegmmaxe by the oﬁrcualcurnculum Hencewhal shaII oasa for Rnowl-

edge" in the classroom is. oftemndurectlydetermmedby -officially-approved textbooks

curriculum guides; the various committees which establish_school policy, and the

traditions of the school. The institution of ihe school, together with its supperting
network of textbook publishers and curriculum committees; tends to legmmlze certain

types of “knowledge” as more important, more relevant. or of greater concern thzn

chers..
— WBmaysummanzexhas sec*ron on stratmcatron by suggestmg that Rnowledge us

often perceived as existing inoependently of the-persori.qua-perser > ¢ .e7 55 84

attribute f a role: Put another way, certaintypes of knowledge are: -+ ~¢'oved

to be intimately linked wit" .:entifiable functions in the.organization  *  :ne stock
of knowledge at hand for a: , ndividual is dependent upon his status in ine hierarchy.
This is the reverse of the con non legitimating ideology that suggests that individuals
achieve higher status b~ irtue ¢! their superior knowledge.

nsmem the:e are. otherlmportant oonsrderatlons An |mportant case is se-

quencing according to some presumed logical or psychological considerations. The

logical basis of sequencing is often.discemnible in. elementary school. -grades- where.

for- example, curriculum designers believe that it makes sense to tesch subtraction

before division. The logical dependence of the process of division upon the prior
process of subtraction is easily demonstrated in simple number theory. By extrapol-
ation,-curriculum designers tend to place the simple and easy before the complex
and difficult in -any-learning sequence. This-is not always easy becatise many oper-

ations, simple to perform, are nonetheless difficult to explain; additionallv, the ~gical

and psychological are not easily separable. For example, & child of, sa, thice years

can easily understand that one apple yields two halves on the first cut; the_priniciple

of division is easily explained this way — even though it includes fractioas and makes
no memlon of subtractlon B but many chlldren and some adults find explan ing its

WAttemptexo develop fully programmed Iearnlng eeduencr;a based upon Iogncal

considerations alone have-largely proved abortive (cf. Roe),'* partly because of-this

distinction between the logic of expianation and the. psychology of unders!andmg

Cespite these obi~tions, most teachers presume that certain types of knowledge
need to be acqu:ied befure others. .

Although there riay be rationai ground for the sequentlal treatment of many cur-
riculum areas. these-are rarely explained fo, or understood by, the chiid. From the
child's-eye point of view, some things are taught-in lower grades and others -taught

i higher grades — why. this should b- s not often thought problematic. Some chilcren

identify. sequentiality with stratificat. . by explaining the iwo phenomena in the fol-
Iowmg terms:
We leamn easy stuft IlRe readlng and wmmg at elementary. school so that we
can learn hard- stuff like history and science in high school; that is why the
teachers.in high schools have to be smarter than the teachers in eIementary

school who are mostly wormen anyway.

(anonymous child approximately eight years old — transcnpnon only
approximate)
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Ghaldren who graduate Jrom tradrtronal and tormal upper grades of elemen'ary

scnool to more progressive high schools may often find the work easier:

High school english is easy — you can write whatever you feel like and you
don’t have to worry so much: about things like spellmg punctuatlon and grammar

— your spozed to be creative — see!
(another anonymous lnformanl aged aboul 1Zl years)

On the other hand the teacher sees the challenge ot pelng Creative as more
demandmg than meetrng the purely formal rules of grammar: o

Anyone can folbw a set of prescribed rules provided that they are stated clearly
enough; | think that it is much more difficult fo express one's own per.,onallty

with imagination and flalr
(teacher at ihe sar.e ! school as prevvous 121 year- old)

ThlS tearhers concept ot sequentiality assumed that difficult and challengung

materia!-shouki-be-placed after the simpler. .
- The student-in this situation ic placed in the position of havr'g to reconcile the

notion that hrgh schoot is “haruer” than elementary, with his own expenence inat

some of it.is easier..._ .. ._.

A student whose experience : - atne opposrte graduatmg from a creative of spon-

taneous elementary school to a niore formal regulation bound high school would have

little dlfflculry in expiaining the situation. Everybody knows that high school is supposed

to-be miore " difficult”, but "difficulty” here is not defined in temms of required greater
eftort in re.>onse to greater intellectual challenge, but in terms of the necessrty to
contorm fo rules, regulations, and routines-that often appear purely arbrtrary. or at

least a consequence of organizational needs.
For many children; classroom experiences.in hlgh school are not startlmgly dlfferent

from elementary schaal — but there are. lmporiantdltlerena;s Most high schools.are

departmentalizt~ =¥ =as most elementary schools are no!; hence; --wypecal-high

school. studer’ ~o:ri:t = several teachers in one day whereas in elementary school
his or her act - -~

"« -directed by one or two teachers. Tt:s Lrovives little help in
accguntﬂgfor tnc &7 arkably uniform pattem of curriculur - znowledge > expi *nafion

for.this_ phenomenon-niust. be.four 1 elsewhere than the needs, expectatuons or an-

ticipations of the children themselves.

Some explanation is provided by W.W.. Charter whasuggests that many oi Jiese

longitudinal contingencies ‘are more matters of traditional _assumption. thamevudent

fact: ' He finds thai the presumed need of co- ordlnating the work-flow of many
children and teachers in a large organization creates its own |mperal|ves Hence:

The predomlnant crltenon in.public edutztron l‘or decrdrng whether or not a pupll

is ready to move on; is a tzme-ot-exposuze criterion,which.tiolds that it-a pupil

has been exposed to a set of instructional events for a given length of time he
|s ready "

knows that chrldren masi progress and to progress one must move forward as

time elapses. Whether the presumedprogress is substantive, in the sense-that the

child has acquired greater mastery; is apparently.of less importance than the orga-

nizational need for progress through grades: The grade-lrnkedseguengggf knowledge

is organizationally useful as it enables the pnncrpal or teacher to chart the child’'s
progress

be related in some obscure way, to the loglcal structure of Rnowledge and/or the
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psycbologlcal development oi chudren bu‘ more |mportantly, 1t presupposes the ex-

istence of order and permanence | in.a renﬁedsocua! context. Even though the child,

the teacher; and the area of ‘enquiry may. change, there is a relatively enduring

framework; such as grades or years, through which the chikd. must pass. Sec sentiality

thus creates predictability in that, after due time, the child will demonstrate *'p progress”
through thegrades. Each of these implied notions is -maintained through ~cremonial
events_marking -the - beginning of the school year, the end of the year, vacations,
induction into new {i tgher}grades and the distribution of new texts and curricuium
" and theater

matenals — the eéﬁydﬁééjébelled ‘simple,” “introductory,” “beginnin
ones “further,” or "advanced.” Some school texts are explicitly labelled “Grade Five:

Soc:al Studtes or Grade Snx Reader as if tare- »mphasize the connection between

The se~e'~t|on prooess for school readers and other texts ments an extended enqunry
in its owr right. What assumptions are employed in the selection of such texts? On

what basis does the relevant authority select some matenial-as “suitable for Grade

Five rather than Grade Six or high school"7 But these are not the guestions of ceritral

concern here; we are more concemed with.the poss:bgllty that organizational imper-

atives impose unnecessary constraints upon the structure of. knowledgeas presented

to children. Enough has been said to suggest that sequentiality is a. response_-to.an

organizational problem as much as anything else; but typically, it is not thought of
that way,and, very ofteri, not thought of as a problem. Crganizational imperatives

often tend to be regarded as evident facts rather than problenis to be resolved.

Pi-éalﬁasnﬁy

lr. schools; the stock-ol-knowledgeaLhandm what-eyen oody-knoWs is-an mtegral

p..1 of the day-to-day rur:~ :g of the. organization. lf-many individuals. felt a need to

rellect on such problems as “Just what is the official definition. of a teacher, and what

specific rights and duties does the office of teacher imply?” every time a teacher or
principal issued a directive then some inefficier ~ would-follow. The legitimacy of a

teachers or Pprincipal’s authority is rarely qiies:ionad-and, it it is, formal procedures

for the resolution of such guestions are usually available -and put into ope. ation —

parent-teacher conferences;. dlsuplmary committees and so-on. £’. Lmunis con-

cerning a teacher's institutional duties and rigivts are occasionally subjected t: careful

examination, but the more commor: and typical ways by which.a teacher defines.the

classroom situation--and his or-her own authority; are often accepted with_neither

comment nor objection. A teacher's authority is often maintained by coriiorming to
predlctable -patterns of actions expected of teachers in formally organized schols.
in other.words;. theteacher -must know how to louk, speak, and-act like a teacher.

Teachers establish_patterns of actiori whiii students can interpret as mdlcatlng

" propriate responses on their part. The teacher who pauses in the doorway before

2n*ering a cl=.sroom may be indicating that the appropriate student response. is to

cease conversetion-and attend to curriculum materials. Our understanding of these
situations is dependent upon-the pradictable nature of these actions and the people
performing them. Our everyday rec:pe knowledge of schools enables us to predict
that a teacher, as distinct from a student, wil! usually be older and possess authority

supported by organizational_policies. -'We can also predict that the teacher will be

scheduled by “the administration” to be 'in.charge” of a class at certain times and

in certain places — a teacher so placed is expected o be phys;cally presert {unless

some unexpected circumstances arise); to enter the classroom via the doorway (rather

than window or ceiling or even, Santa Ciaus fashion, down the chimney) and to
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proceed to a pOSmon in the.room. plamly vusnble to ail The general panern is for

teachers to establish their physical presence in the room in such a way that they will
not be mistaken for janitors, parenis, or non-teachers insicie the classroom.

The predictability of teachers™ actions proceeds further: teachers are expected to

say and do certain things in_highly specific. almost-stylized, ways. For example.

teachers in classrooms talk about scientific Iacts _mathematical pioblems, books to

be read, regulations to be observed and so on: Althohgh these :onics may. bepunc-

tuated by remarks such as “good morning" or “'have a nice day. . ‘e range of teacher-
initiated - talk in formal classrooms is usually restncted to top«cs legt- masized by

cumculum guides. Hence -teachers do not usually talk about how fo b —ak a iaw and

get away witn it, how to fiddle an.income tax-retu:n, how to run a raftie. how to solicit

for an immoral purpose; how to make Molotov cocktails, or how to frustrats the

administration. B
In-recent times: previously taboo topics have became Iegltumate concerns ot teactL

ers, hence sex education and drug education ciasses suggest that taiking about drugs

anc sex will not immediately destroy the image of a teacher as a teacher. Howeve:

sucti topics are dealt with in a highly stylized manner. The teacher usually adopts an

air of detached impartia: “¥_supporting customary social norms, without sounding

moralistic. Aithough this -approach _may _vary guite -strikingly in private -counselling

sessions; the teacher's public image mast.be, predictably, that of a teacher.

The prediciability of teachers’ actions makes possible the. sharing- of meamngs

among -participants of the classroom scene. Uniess these patterns are established.
pupils, teachers and administ: ators have no way by which they can make distinctions
between ' what constitutes teachirg and what doesn't, who is a teacher and who isn't;

in extreme ‘cases, whether.“this place™ s a classroom or something-else: Obser-

vation of ave - -~ “nur does not, by itself, revealthe way in which such actions are

understc *nts, bwause children, like all human beings, deal with t.e
meanin Aer than actual observed behaviour. It is not the louk on the
teaches . «LOUIts most; it is more i purtant to k: ow wheer that look means
approval, -val. anger or whatever; inese interpretations can be made only by

shanng. me; ~Js.-In practice, students learn1 predict a teacier's futuré actions on

the basis of his or her present appearances. Ti.s is imporiant knowledge. A random

assortment of individuals acting.in unpredictable ways couid hardly be descrited as

a:school — aithough we may have_been to_ ehools- that often. appeared that way.

The fact that the school is formally organized, requires marty indivigrals to perform

their-activities in predictable sequences. :
- Although unexpected events often occur in schools; they are in a sense pred:ctable
most_school -administrators -provide some tolerance in the system to_ensure that

unexpected events do not disrupt the overall pattern. In general, everybudy in the

school knows what actions are -appropriate. for-children, teachers and administrators,

in paricular places and at particular times. The Imore bureaucratized a school be-

comes, ‘he more routinized and predictable its activities: .. = . . . ___

Although predictability contrit utes greatly to efficiency, it also has the unintended
consequence of de-problemati- ng large areas of activity which could sensibly be
viewed as areas of further exp -ation or enquiry.

Gommunlcaﬁllﬁy

In everyday life, communications are. lmponant for any actlvuty mvolvmg more than

one person. if we suspend for a moment our taken-: for-gramed assumption that schools

necessarily involve more than one person then the importance of commanication in
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i hecomes highiy nroblematlc Is a school always and necessarnty a place
1¢ LA Hre meet or assemble? Let us explore this notion for a m>ment.

if ne mink of education as a process of self-formation involving the development
of understanding. then we could also believe that a-period of solitary existence in a
desert-was -a genuine educational experie: :e.” In-this case the-desert would have

tabethought -of as-a school and communirations between people would be neither

possible nor necessary. .~ . _ - e

Although isolation and the absence of human commumcatlone are f { @prggatlpte
with_the notion of education; some exchanges between humans are necessary for
the emergence of human consciousness; for we are very much social creatures. But
in bureaucratized schools,.communicative competency often seems reduced to mech-

amcal techmques for readmg and wntmg

greatest. emphasrs even to the exclusron ot other consrderatuons lt we are. gomg to

have schools that look more like factories or offices, than forests or wildemesses,

then we are aiso going to have schools where technical competence in-reading -and

writing are regarded as important. Not only are they useful for the efficient, orderly

and predictable running of the larger society and its bureaucratic istitations. they are

aiso essential fo providing proofs of productlve etfori un the part of teachers and
students. -

In_other formally orgamzed institutions, improving communications often become

matters of paramount concern. Major difficulties are often described as a “breakdown

in communications” — aithough this is of*en used as-a euphemism for. those rare

occasions when communication is close to perfect — “he hates me and | hate him."

But mlsunderstandlngs do develop and these are often correctable through improved

communication.” **Improved communication” in these circumstances; does not mean

that the. commumcants are more-spiritually- united or more sensitive to the rieeds cf
the other; “improved communications " in this cont:. means that the degree of.in-

terpretation left for individual determination 1 : 28en reduced to a minimum.. Put

another way; * ‘improved. communications” sug <~ . *hi the. meaning detived from

cormunicative acts are shared in an almostong i, i onespondence between par-

ticipants; in other words; the realms of meaning &s .2 -subjectively understood are

restricted to a common denominator.
- Realms of meaning incorporated under deinitions of the situation are closely lmked
to the structure of the- crganization itself. Habermas'™ advances the -argument that

“scenic understanding” (the way the situation is perceived and understood by its

participants) is subjected to political pressures. . . .

From the_ point of view of a member.of a bureaucracy- the correct" wordmg and

interpretation of any communication can assume utmost sagnmcancer The character

of corrmunication often reflects the characier of the organization; in bureaucratic

communication this is usually third person, passive, and impersonal; the phenomenon
of “bureaucratese' is familiar to most inhabitants of advanced industrial societies,

Sentences begnnmng “There is evidence to suggest-that . . ." are favoui=: over the

semantic eqﬁrvaient ‘I believe that . . ." . his choice of phrasmg. especially if repeated

many times; has several consequences. __..___ _._ _._._. _ __

- First, the avoidance of the first persdn reduces the authgg tg ?P,E"P,’IVT?!? junc—

tiona:y rather than a person expressing a point of view; this presents the reader with
the impression that the staterr=-" or proposutuon following is not an opinion or value

"This is not a ndiculous proposmoa as many Lellgl')us communutues have believed

that special states of grace or enlightenment coul 1 be achieved by such means.
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the author- has mdde a considered judgement based on evaluating the relative merits

of competing arguments. .
,,,Second the author now an anonymous depersonallzed or objectlve consuous-

to go ag nst an imputed argbmem of. ioguc a erence Third, the social and

political reality of the situation is not brought to attention as it would be if the@l}egqggge

phrasing I, your-superior in the hierarchy; believe that . and you are_hereby

commanded to act as +if you beli ved !qkewlse were u A oommumcatlo phrased
é d pr nt; hence, the |mpersonal

phras:ng tends. to depol icize what may be a hlghly pou cal act.

Finally authors who constantly use such expressions may no longer recogméé that

they are the active producers of the communication, they becomie the relatively passive

media through which inforimation or Iinowledge is organized, evaluated, and trans-
mitted. The habitual mode of expression favoured in formai organizations tends to
constantly re-assert a separation between the producer of the knowledge and the
knowledge itsetf.

__An interesting aspect of communications in formal orgamzatlons is the - freq ent
resort to. statistics. and mathematical expressions. There are many possible expla-
nations of this phenomenon.. hut here_| shall discuss the influence the presentation

of “knowledge” in this form has upon the recipient. . . . .

From the wealth of tabulated data available from various. staustu:albuteags tggqqg;}
out the world, we might be forgiven for assuming the emergence of a new species
) IsrzsS — Homo numero, a mutant variation of Homo Ludens —
a species wiose Greatest delight is to piay with masses of tables, : chedules, charts,
diagrams, 3i10 statistical summaries. Our assumption would be wrong, for there are
few people in the world who find. personal satistaction or enjoyment in poring over

the output of computers and other_data processing (or is it generating?) ma

The cheer volume: together with the complexity and variety; of statlsugggpgt?
confronts, the ordinary human with an intimidatory and incomprehensible prospect:
why the: are statistical data so commonly foud in the output of formali organlzatldns”
- The reason, | suspect, is-parlly because they tend-to overwhelm; intimidate or
mysm‘rthe ra.-.or. As C. Northcote Parkinson'* observed, problems whose magnitude
c-ceeds. the. ale of humag -imagination tend to be examiried less carefully than
roblsns that are within human compass. In less exaggerated terms, a recipient. of
: Jata-rich interdepartmental communique is less likely to cri ically examine the data,

ccnulusions and the recommended action if he feels overwhelmad by the data

tia
itsalf.. In some bureaucratized schools the collec on of test reéu%ié i§ augmented by
t lldlty ThIS sub-

ics- ohen only mtensm S the |mpressmn rim ama Y,

impersonality and superior authority. Subsequent actions are no ioriger direct iy
human c~-siderations such as. likes or. dislikes, respect, fear, anger and so on, but

on the apparent basis of Iogicai conclusions derived from relevant Statistical
evidence.’ -

Farmllantv with the Use of data .ind statistical treatments tends to enhance the
pgeisyge @ndjor au:iority -of an incumbent of-adminis'rativy office: the inability to
comptehend or-interpret them cor stitutes o dlsadvamage for a.iministrators in or-
ganizatio 1s where their use is p: evalent.ec . coripetence 1 quantitative- pro-
cedure ~ftan beccmes a major factor in sustaining the mysthue of high office.

112

93



Q

ERIC

Aruitoxt provided by Eic:

94

Statistics. -then, can also be viewed as an instrument for maintaining_ distinctions
between.the status of official position as mu~- +:: a means of ensuring ¢ - ‘y and
|6§léél Eiéor: —ooomo Dol . - i Sl R R

The sy: ..t distortion_of commiunications through the maintenance - : :ocial

division: . s see. described by Habermas.*' Reduced o bare essentials. - imas
arg:--¢ i+ meaning of all forms of communication is determinied no' "8
vocihv 1. ind grammar in which the communication is phrased bui - .o by inc
defiv.iuun. oi the- situation as intersubjectively understood by its paricipants: where
one partner in-the communicative act possesses supenor power tc impose his/her
set of meanings. then the communication will bé distorted; where maintaining a hi-
erarchy ¢ authority is an overriding consideration, the distortion will be systematic

_The sysiamatic distortion of communication is often found in bureaucratized schoais
— what the teachers say is usually defined as more important, relevant, mearingtul
or significant than what a child says; what a principal, in his capacity of principal, says
Is similarly regarded as a better informed statement of the situation as it “really” is.
Sometimes the situation is defined by assumption and implication rather than by
explicit statement — for example, a priricipal may claim that "most students in our
school wc % hard and perform well on standardized tests of achievement for their

respective grades"; a teacher whose personal experience does not match that of the

princinal may deny the “official” definition and think, “What the principal is saying

might be true for the school. but it certainly isn't for. my class — |seem to have been

loaded- with -all the remedial and slow leaming cases:" Although. the teacher. may

reject the primary message. he may still accept the secondary (implied) messages;
that the schiool is one where “hard work" is valued; that “performance” and “achieve-

ment” are closely related; that “objective measurement” ch standardizec tests is a

valid way of measuring educational achievement; that there is an “objective” reality
of “grades" and achievement/performanice levels appropriate for those grades; that

children can be rightfully expected to “perform”at an “achievement level" anpropr.ate
for that grade: that children who do not "perform™ at it « ir respective “act - «vemenit
IFvel” are less worthy members of the school. S

-.-What may appear at first sight to he a simple boast.nu &, 1 principal tui. -_ut, on

Close analysis, to_be a complex statement in which - dfrrent aspects or the

social reality of the school are unilaterally defined. The isrir.ipa’™. {implied) definition
of the school situation is likely to be internalized by the 1 ichers and pupils as the
reality to which their consiousness must conform. As such statements by principa's
are rarely challenged; the highly problematic nature of the issues being raised and
the -answers _being -provided, will pass unnoticed. Similar_statements such as “we
work as a team in this school” may be analyzed in the same manner- -

--Summarizing this section on communication: communication is important at every
stage of the educative process; the format and content of communication within
educational institutions. is influenced by the striictiire of the formal organization itseif;

this. influence is towards reduting ambiguity and increasing conformity in the inter-
subjective realms of meaning. In practice, these tendencies are accentuated or con-

firmed by the prior existence of hierarchical social relationships; conse:uently,

communications in schools are often distorted in that unnecessary reservations are
placed upon the disciission of propositions; and the possible ways of interpreting the

reality of any given situation may be unilaterally and restrictively defined:

Among Weber's typifications of the ideal type of bureaucracy, impersonality featured
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use of the Chinese examinatic~ system in the selection of bureaucrats for the British-
Indian civil service in the 1840 .-eliminaters much of the gross incompetence that the
b7 gsiinis- System- of- patronage had perviitted; it also stimulated the growth of the

Zrghsh public school system.? .

The selection of recruits on sucmmpetszsnalgrouqu requnred !hat the knowiedge

-85S at. @xaminations rather than knowing the right

;sreaucracies that most people find desirable. The

they displeyed at examination; could not be_a purely personalpossessvonbut must

ewist in objective form. For example; the applicant whose major * ‘knowledge’ was

personal acquaintance wiih an influential Lord would have rated very highly under

the-earlier but now discredited system; but the candidate demonstrating knowledge
of. sayrEuclldsxheorems could be judged impartially-and impersonally as the “better”

candidate: It did n. really matter to the British Indian Civil Service tha: Euclidean

geometry had littie to do with the pmblems of administering a complex-colonial-empire;

success af examination indicated that the “superior” candidate would work at routine

or tedious tasks; for prolonged periods of time unaer someone else's direction:

Cuvernment departments in other countries foliowed the example and soon exam-
inations or-tests became the sole selection- device for many employing organizations.
-- ~radually,-many of the various tests and examinations (with the notable exception

of the 1:Q: test) came to bear a closer resemblance to the knowledge raquired for the

actual job: The case of 1.Q. testing warrants further discussion. Binet devised the 1.Q.

test in order to satisty another demand of a bureaucratic society; he sought a reliable

way of placmg children into various_categories such as: "suitable for an ordinary

school,” "suitable_for a school with special teachers;” and “not suitable for school.”
At first- snghl it appeared that the French bureaucracy was responding to the needs
of children, but from another perspective the children were bemg sorted accordmg

to the needs of a- bureaducratized-society.

The ob,ectrticatloanf knowledge -serves tunher bureaucratlc purpo*‘ea apan from

selection of candidates. In the course of time the new.recruit will- demunstrate will-

ingness or otherwise to do the job required; let us presume that_he or she is either

transferred, promoted. or dismissed; in which case; the position becomes vacant and
a new person:is-to-be appointed. The replacement of one person with another would
not be possible if it was commacrity believed that what-a person knows is exclusively
his «;i. her property. To mdke hiiinians interchangeable it (5 necessary to objectify their

5 i wiedge SO that another person cz: leamn it sumcsent'y well for organizational

purposes. R . [
- It what a teacher knows was conSldered hns or har umquely personal posessmn

:hen there -could be no_question subsmutmg one teacher for another: But, under a
bureaucratlzed school system once a teacher Ieaves he or she can. and IS. replaced

samemappearame mannensms and |mosyncras|es but these are mst:tutaonally

defined as irrelevant to the job as teacher. The question the ¢ ~ployer asks is whether

or not the new teacher has substantially_the same stock. ot xnowledge as the one

being replaced. This would not be possible uniess knowledge could be_objectified

and written down in textbooks; curriculum guides or school pohcy handbooks: The
bureaucratic definition of teaching implies that knowledge can be transmitted from

one person-to another, hence, whatever is transmitted cannot be the exciusive pos-
sezaion of the undmduals concerned.

The argument, that knowledge .is (or ought t0-be) mdependent of its possessor,

and undistorted ty his values, prejudices or other .ditsyncraﬁes can also be explained
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in terms of response to the needs of Iormal orgamzatnons Gourdner" has argued

that the frequent political dispites among German professors. in 19th_century edu-

cational institutions was resolved only by the creation of a socially useful construct

— “objective knowledge,"” or at least knowledge that was free of the value |udgements
of the -warring -professors. -In the natural- sciences, the myth became fully reified so

that some philosophiers of science siuch as the positivists argued that ‘objective

knowledge" is not a product of political expediency but has an independent existence.

- It “knowledge” was truly objective, to the extent that any subjective influisnices would

invalidate it as “knowledge,” then phenomena of the type described hisre would be

impossible; the common experience of many people in_schools, that who makes a

knowtedge-claim and the social context in which it is made is often 25 important as
the- content of the claim,-suggests that-‘objective knowledge™ may; at best; be an
unattainable ideal. Critical theorists (Wellmer,2* Horkheim1,* Habermas, Meuller,*

and Schroyer®”) argue that, in respect of the social sciences, it is not even an ideal:

rather it is mischievous or. nuslaadmgm that belief in the impersonal origins of knowl-

edge obscures the very important political processes that influence the generation

of all “knowledge.” The importance of subjective. mflueneesmknowledgeprodugtnon

does not-prevent us from treatmg it as objective knowledge in its subsequent

transmission.
— Whatever pa§§e§ for Rnowledge must at-one time, have the personal posseesmn

ofa humanbetng who intended, created, or devised that knowledge as a consequence

of his interests; intentions, or purposes._In the formally organized school, th2 agency

of the knowing subiject in the knowledge constituting process is often suppressed or
ignored.

Bureaucrattzed schools tend to mamtam a Ftatusutstmctlun tietween knowledqe

expressed in concrete teims and knowledge in_abstract or_generalizec_principie:.

This status distinction is supported by the Piagetian school of ' bio-psychology?® that

acgues that a child's cognitive processes undergo a sequence of development in
which_concrete. -operations. invanably -precede formal or abstract operations, Hence;

knowledge expressed or. developed through-concrete experiencas is thought to be

less mature; and. less developed than knowledge expressed or developed through

abstract and formalized principles.____ e

- There are senous difficulties in ascertaimng tha valtdtty ot tha ngqtian position.

A major assumption: in Piaget's argument is that human -understanding develops

through a des«.riibable sequence in which concrete operations invariably precede

tormal operations. in support of this contention; the Piagetians have produced em-

pirical tests showing, or appearing to Show, that the stages of cognitive development

foliow the. pattern suggested. However, the empirical ests employed can only confirm

rather than refute the existence of anypamcular coonitive stage. The tests reveal

only what the tests themselves define as “formal” operations. . ... _._

- Piaget's theoretical position aside; the practical wisdom of many teache;s suggests

that children leam more readily and with greater motivation if provided with ‘concrete
objects- to manipulate rather than-through memorizing generalized principles. But if
this is true of children's learning it is probably aiso true of adults. Even for adults,

leaming a practical skill such as.  bicycle riding, can only be done through the concrete

expenence: Stattug the. pnnczples of loccmotion and stability with respect to bicycles

is more likely to distract than help:
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The same argurnentholdsfor many practucal Skllls even those as sophustncated -as

brain surgery and electronic engineering. Hence, there are no.good grounds for

arguing that learning through concrete experience ic any less. mimragmponantfthan

Ieammg {hrough general pnncaples The peculaar advantage of gene ailzed statemems

unlver§a| Law. of Grawty oovers appIes. oranges bananas aﬁd baﬂustlc missiles.

Knoﬁing thatthe law of gravity is universally applizatie, greatty asconomizes the time

we need to spend in applying it to_practical situations. .~

When natural or social laws are stated in general ferms the m!ormed;eader needs

to know what categories of objects and events are covered by ;belawfjnnatnral

laws these are usually seif-evident; in the case of gravity; all objects possessing
positive mass in a vacuum: are covered.® o

- -In socially constructed laws, such as the laws of supply and demand. the approprlate
categonzauonof objects and everits is not self-evident. Are religious ikons and cer-

emonies. =ub;ecuathalawsouhe, ‘market place? If they were, many true believers

would turn atheist or agnostic ovemight. . . ... . .

_ The allocation of objects and events into categonescovered bymially constructed

Iaws has become the prerogative of senior administrators in. the pr__.y-making levels

of formally organized social institutions. Briefly, effective administrators establish the

legitimacy oi their role as definers both . yeneral principies ang the cases governed
by-those princ.~es: this i< essential to all policy making-: .
The_ hlghetstalusg:xmerred upon formal operations is not neoe*sanly a-eons2-

qdence of their_greatsr heuristis_power, nor even-their sssociation with adult forms

of learning; rather; for~al operations._ acqmrehtgher Status throug's their- intimate
connection with higher :: .sls of t ayeaucratic organization: Put ancther way, stipulating

general rules or pn.-; making; is the province of upper level administratos;_ - upper
level administrators already -possess higher status; therefore making stateinents in
generalterms.is. often thought of as a “'supenor intellectual skill."

Bureauc atic- organizations. tend to place a low premium on concrete expenence

and a high premium on abstract ... sof thought this serves organizationally useful

purposes. In practice; concrete e expe: iences are regarded.as the province of low status

personnel whilst abstract thought = the domain of the upper levels:

In this paper | have argued that knowledge within bureaucratized schools acquires
characteristics adapted to organizational neads. These characteristics are not excius-

ively_a consequence of demands imposed by the historical ways in which-knowledge

has becn gemrated nor are they an attempt to-provide the psychological and social

cor~*~ ~ = ~itzd to the liberation of creative human powers; rather, they are
ec ance of the presumed need to create and maintain an enduring
and stratic structure. -

4% un e vaods placed upon the structure of knomcdge by bureaucra zed

SchOO,. dis: * it x’ -+ knowledge be divided into comy:-tments or-relatively discrete

components; *hat the. tnits of knowleage be srdered in sequence; that the knowledge

be communicable from one person to ancther using conventional media of com-

“Interestingly. the mass of an object is uc. sily vjejlng in reterenre 1o the force it

exerts within a gravitational fieid; which « - cycac definiiion: The concepts of
mass and gravity are not undersiood al = * ~oret:cal level
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munication; that success in acquisition of part; if not most, of the knowledge is record-
able in quantified form; that the knowledge be objectified in the_sense of having an
existence independent of its human origins; that the knowledge is stratified into varying
levels of status or prestige; that knowledge based upon concrete experience be treated
as low status but_that knowledge expressed in abstract and generalized principle=
be regarded as having high status... . - - S
Usually an overriding consideration in selecting, structuring, and presenting knowi-
edge within bureaucratized schools is to facilitate the administration of the organization.
. Knowledge as disseminated and sometimes gerierated by bureaucratized schools,

is adapted to the cognitive style of bureaucratic consciousness. The salient features

of this cognii've style are orderliness; componentiality, -arbitrariness; predictability,
explicit abstraction, moralized anonymity and passivity. The conditions under which

leaming is presumed to occur in bureaucratized schools favours the development of
that form of consciousness which is peculiarly suited to social life in bureaucratizad
institutions. If pedagogic action.within_any bureaucratized- school is at all effective,

then a likely consequence of teaching is the habituation of some children to essentially
bureaucratic forms of thought and awareness. I

- Bureaucratized knowledge is the product of a bureaucratized knowledge-generating
or knowledge-distributing-organization; it is also a product of those patterns of thought
nourished and sustained by bureaucratic social structiirss. We should pause to reflect
upon the possible consequences of compeliing genarations of children to attend

institutions that are devoted to the dissemination of bureaucratized knowledge.
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Knowledge utilization:

epistemologica! and political

- assumptions

onna H. Kerr

1. Introduction

__In the social scienices, notable attention has been given to recasting
scientific activity in light of criticisms of the prevailing coriception of
knowledge, including a notion of how knowledge grows. Witness, for
cxample,-the-plethora of papers given to redescribing and understand-
ing the scientific enterprise in “Kubhnian” terms (Kuhn; 1970). To a lesser
Qégi'éé; the social science literature addresses the role of political theory

In the social sciences. By far; most such considerations have focused on

Marxian_theory, for Marx’s political theory s explicit about the
political purpose of knowledge: to enable us to take political action to

change the world. While not wishing to deny the value of such views of
the_linkages between epistemology and political theory on one hand,
and the social sciences on the other hand, | want to offer a broader.
historical perspective on the connections between the social sciences and
epistemological and political theory. In particular, I shall argue that
both theory of knowledge and political theory are radically linked to the

social sciences through the concept of knowledge utilization:

O
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_ With some felicitous exceptions (c.g.. Berger and [.uckmann, 1966;

Holrner and Marx. 1979; Machlup,. 1962). the work in the social

sciences on Rnowlcdgc utilization has treated knowledge as if ite nature

were unproblematic.! Thus; the most common assumiption is that the

problem of knowledge utilization begins after knowledge is produced or
crcalcd The underlying belicf i is that if-knowledge varies at all; it is only

by category and not by conception. - This beliel must be rejected; for

there is more than one conception of knowledge functioning in- madern

sacicties. Moreover, the utilization of knowledge commonly is taken as

a technical (read: apolitical) problem, inasmuch as utilizing knowledge

is presumed_to _be_cssentially_an apolitical establishing of linkages

between _the point_of | knnwlcdgc producuon and the point of action. To

the contrary, 1 wish to argue that what constitutes proper “knowledge

utilization™ depends upon one's conception -of knowledge and oue's

theory of collective action, a type of pelitical theory.
More specifically, the program of this article is. to. dcmaustmtethat
many of otir various social institutions and practices are grounded in

conceptions of knowledge utilization that are both inconsistent with one
another and indefensible. In light of this finding; it shall make sense to

recommend the kinds of changes in those institutions and practices that

are_necessary_to_conceptually and normatively successful knowledge

utilization. To fulfill this program, we must address four component
tasks: We shall need (1) to characterize social institutions in a way that

will display their conceptions of knowledge utilization; _i.c;; their
respective pairings of conceptions of knowledge and theories. of

collective action; {2) to show the faults of the respective conceptions of

knowledge and attendant theories of collective action; ('4) to propose a

defensible > conception of knowledge utiliation; and (8) to.recommend

gljgggf; in wur social institations to ground them in this defensible

conception of knowledge utilization. Clearly, to carry out these tasks in

a thorough way would require a much morée lengthy work,? But there is:

1 think, a somewhat truncated and largely metaphoric way to convey in
thls short article the basic points of the longer work: B

First, I shall very bricfly remind you of some history with whu:h you

are well acquainted: three conceptions of knowledge and their histori-

cally aitendant theories of collective action: Second, | shall.characterize

three social institutions (namely. the bureaucratic organization of work.

the professionalization of knowledge and services, and the dominant

approach to policy research). The point of examining these institutions
and practices shall be, as alrcady noted, to uncover the respective
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conceplmm of knowledgc utlllzatmn (lhat is, lhc conccplmm of

knowledge and theorics of collective action as they conjoin-in use).
Third, -1 shall brgcﬂy djccuss the compoenents -of-a currently more
deferisible conception of kiih’WlédgE utilization. Finally; 1 shall motivate

the question_toward which this inquiry leads: How might our social

institutions and practices he revised so as 1o reflect a currently more
defensible conception of knowledge utitization?

n. Tﬁ?ée Conceptions of Knowledge Utilization
The Plalomr f‘ orm’pmm of knnwh’dgr Unhzanon

- Lct -us begm with Plato. not so that we bcgin at an hlsmncal
beginning, but so that we might_recognize the Platonic cnnceptlon nf

Rnowlcdge utilization as it_appears on the landscape of our curremt

social institutions and practices. In this and the succeeding cases, for

presenting the particular conception of knowledge utilization. it shall be

helpful ﬁrsl to note the central features of the particular conception of
knowlcdgc second to describe the theory of collective action; und.then

to make explicit the conccptmn ol'knowlcdgc utilization by cbmblmng
these epistemic and political premises. N

- First; then, let us review Plato's conccptmn of knnwlcdgc ‘in lhe

Plalomc \ucw, one can have knowledge only of Universals_or Forms.

and the way onc has knowledge of these Forms (such as Truth, Beauty,

and so forth) is by a direct, infalliblc intuition or an immediate g grasping.

The pertinent question, therefore, is not ow one knows something (one

just does), but what one has to go through in order to reach that state of
mind that is called knowing. That preparation consists of a series of
cognitive exercises; so to-speak. Onc begins by perceiving images of

visible (sensible) things; then proceeds to drawing what we mngthall

commonscnse inferences from those perceptions. After such practice in

the world of appearances, some pe.sons are able to advance to cognition

of the intelligible world (as distinguished from the sensible world). The

ﬁgs} such actlwty consists in reasoning from premiises to covclusions,
fand tljc second is comprised of “secing” connections between things so
as to grasp the Form of things, where Forms are metaphysical entities.
Only on this last level does the resulting state of mind count as knowing:

- Next, let us turn to Plato's theory of collective action.* The Platonic
view of what actions ought to be undertaken coopeiatively and by



whom the decisions to take those actions shoild be made is based on a
teleological understanding of how the parts of .the._ human body

function. The appropriatencss of any action or decision about actions.is.
according to the metaphor; determined by the specialty of the particiilar
population segment; much as the appropriateness of the behavior of any
bodily argan is 2 function of what, in the organic-specialization of
things, that organ is supposed to be doing. Persons who let their bellies

or hearts; instead of their heads, giiide their behavior becomeill or die or

suffer other malfunctions of insutordination. In like fashion, the
collective that allows the workers (the belly) or the spirited guardians
(the heart) to decide actions for the collective; rather than leaving those
decisions to the philosopher king (the head) acts unjustly —unjustly, for
functinaal appropriatencss is thus violated. P

Given that only the philosophe:. kings possess kniowledge and that

only _philosopher kings decide what action is approoriate to_the

collective, knowledge is assured a guiding role. In this way: knowledge
(including knowledge of Goodriess, what we might call mc il values) is
integrated into collective action. That is o say the Platonic conception
of knowledge and the Platonic theory of collective action meshinsucha
way hat there is no problem.of a gap between knowledge and political
values, on the one hand; and collective action on the other hand. In light
of this “perfect mesh,” we can _identify three salient -features of the

Platonic conceptian of knowledge utilization. Krowledge utilization is
unproblematic and “automatic™ if only persons act in-accord with their
proper_functions in the political order; and here it should be remem-

bered.that far-from everyone is gualified to make decisions. regarding

knowledge utilization. Further, as knowledge is not empirically based,
its proper utilization does not require that the system learn from its
mistakes. Put otherwise. knowledge utilization docs not admit of
empirical assessment, but only of definition. if the experts, who know
the Good as well as the True, in fact decide what actions should be taken,
and if those actions are carried out, there i simply fio point in looking
for breakdown in knowledge utilization; such a breakdown could not

occur. As well, any knowledge utilizaiion is, by cefinition, just. The line
of reasoning is as follows: those who make decisions possess knowledge,
one thing that can be known is justice; and thosc who possess knowledge

of justice cannot help but act justly. To summarize, given the proper
political order. knowledge utilization is assured and complete. It is a
definitional fact, as opposed.to an empirical claim, that what is known

is somehow translated into action;
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The Aquinian Conception of Knowledge Unilization

.- Our interest ir turning next to Thomas Aquinas is not expressly to
accomplish some sort.of historical review, but instead to identily a
conception of knowledge utilization tkat is logically distinct from the
Platonic version. And, as noted before, the point of this enterprise is to
present -conceptions of knowledge utilization; the likenesses of which

appear in some of our current social institutions and practices. Insofar
as these conceptions of knowledge utilization are systemically incom-

patible. we shall_be able :0 see more clearly the inconsistencies between
conceptions of knowledge utilization that &re currently in use. It shall
follow; then; that at least some of the current prevailing conceptions are
ﬁu!‘y _ o : -: s

- According to Aquinas, the root problem of the Platonic conception

of knowledge is that it ignores the fact that our immaterial intellect is
united with a body.* One comes to know not by an immediate grasping,
but by having sensations or. to use Aquinas's term; phantasms, and by
abstracting from those phantasms. Aquinas relegated Platonic knowing
to_the angels, those entities that alone can know the immaterial

inimediately; because they are immaterial. People, he reasoned, are
capable of knowing only two things: material things via sensations. and
immaterial things that can be gereralized from those sensations. This is
S0 because humans are themselves material (they have bodies) and
immaterial {they have souls). Now the fact that people can know only

material things and what they can ceason from.those material things
means that on their own they are not qualified to know what is of utmost
moral importance, i.e. divine law, which is entirely immaterial and so

knowable only by the angzilic intellect. Moreover, human knowledge
can go awry at a number of points. Phantasmal errors (illusions and the

like), misrememberings of phantasms, mistakes in combining and
distinguishing, and wrong turns inif-then thinking all contribute to the
fact that human knowledge is fallible. Thus;, the knowledge on which

humans can base their actions is not always coincidental with Truth,
cxcept for _those_cases_in_which_humans receive knowledge via that

nonphantasral. nonreasoning route called divine revelation. - -
.As well, Aquinas's theory of collective action differs markedly from
that of Plato.¢ Given the error-proneness of human knowledge that
must rely on phantasm and human reasoning, according to Aquinas the
best that can be expected for collective action in this life is that we will

“muddle through,” to borrow a twenticth-century term. Aquinas's

D
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are sultcd for sofme sort cf coliccuvc exnstcncc for. nmurc does not

provide humans with built-in dclenses or means of survival; and humans.

having language, scem_to_need the_presence. of one another. Next.

Aquinas notes that_people cannot successfully carry on a coilective

existence hevond the family. if lhcrc is more than one fount of laws und

other directives: That is, stability is essential to collective life, and
because that is so, collective action requires a strong sense of obedience
and a strong central authority to whom that obeisance is paid. Of

course, even the best central authority; bemghuman will make mistalkes

in reasoning up from ¢ expericnce, and so issue directives that are faulty

on the knowledge criterion; i.c:; directives. that are at odds with divine

reasoning. Nonctheless. it is better to remain obedicnt to a mistaken

authority than to risk the dissolution of the polmcal order that prondB

the stmcture for collcchve acnon

perccpuon. and only if_ the_ sub;ccts are nh:dlcn' Nohcc panncn!arly

that in_Plato’s scheme; if one were to meet the knowledge qualifications
to be the decision maker, that person’s knowledge couid not be fallible,
nor could that knnwledge fail to be brought to bear in deciding what
should bc donc In lhe Aqunman case, to the contrary, one couid bc

insure the uhllzahon of knowlcdge Thls difference between the two on

the- epistemic-fallibility issue might appear to_have no. particular

political import when we_consider _that_in both schemes it is.a

requirement that the dicta of those in the position of greatest authority

be carried out. But striking differences separate the two. While for Plato

obedience to the authority ensures knowledge utilization, it does not for
Aquinas. Moreover, for Aquinas, obedicnce is more important than
utilizing whatever opinion that would appear to represent the strongest

knowledge claim. Aquinas’s point is that unless we maintain order, no
knowledge can be utilized; to challenge the correctness of the autkority's

decisions regarding what should be done in light of knowiedgc wnt{ld be

to_risk_destruction of _the very order that the au:horiiy seeks. to

maintain--order without which chaos would reign, thus denying any
collective utilization of knowledge by denying a collective life. So it isa
practlcnl matter for Aqumas order with the attendant obedience comes

first; a direct concern for knowledge utilization must come second.
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The Hume/ Mill Conception of

Knowledge Unilization

-~ The third conception of knowledge utilization that shall be useful to
ientify derives from two sources: David Hume-and John Stuari Mill,
Hume did considerable work cn a conception of knowledge —-work on

which Mill grounded his own theory of collective action. But Hume did

collective _action. Thus, there is_good reason to pull together a
conception of knowledge atilization that draws on Hume's conception
of knowledge and Mill's theory-of ci:llective action. - - - -

ket us first review Hurme's (1 748) conception of kiiowledge, Though
the Platonic - conception f knowledge grants human inte’lect the
possibility of knowing metaphysical entities directly while Aquinas does
Aot, according to bouh Plato and Aquinas abstraction (or theory, as we
might say today); plays a central role in_knowledge: Hume; to the
contrar,/; argues that the use of a priori reasoning (Plato's higher levels
of cognition and Aquinas's_discursive reasoning) to arrive at claims
about matters of fact and existence creates nonsense or meaningless
talk_For Hume, there are two distinctly different types of things that we

can know. and we come to kniow ther in distinctly different ways. Either

not himself address the full rarge of issues that one expects of a theory of

we apply a priori reasoning (as we Go in mathematics) and thus come to
know and to know with certainty relations of ideas; or we arrive at

probable_knowledge by noting pairs of events that regularly conjoin

(such as lightning and thunder or asad fecling and tears). So, then, there

€Xist no_secret powers or_metaphysical entities (c.g., Forms, Divine
Reasouing, or, for that matter; causes) that we can know. If such do

exist, they are forever hidden from us, in that human understanding is

such that we can observe only events in time and space. When_we say,

then, that lightriing causes thunder or that a sad feeling causes tears; we

can strictly-mean no more than that temporally the one event follows the
other and they are roughly contiguous in space. With sucha conception
of empirical knowledge, the knowledge claims of one person are
qualitatively equal to those of any other, providing that those persons'
perceptual apparati and the conditions for their observations of the

pairs of events are of equal quality. In brief, Humean knowledge, fallible
and without metaphysicial or divine bound, grows atheorctically as an
accumulation of “conjoining” stateiments, siich as “sadnicss causes (o 10
speak) tears.” = . S -
- Mill's theory of collective action pivots on the importance he_places
on our integrating truths or; one might say; valid knowledge claims into
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our. ncnons ! For example the central argument he uses for why the
promotion and free exchange of opinions should be encouraged is that
there is some truth in every idea; but that that truth cannot be idc ntified
without being challenged by the ¢ experience of others. Repeatedly Mill
suggests that the health of collective a actions for the mdmdual turns in
large part on the quahty of knowledge on which those actions are

decided. But note_that to this point the same could be said of the
Platonic _ role of knowledge in cullectlve aclion, The fundamental

difference is that in drawing on a Humean- -conception of knowledge

accordinx to Whlch all persnns (for Mull all cuvllwcd adu]ls of §ound

that individuals are the appropnate personsm make decislons regardmg

their own destinies. The use of the State, then; is to serve as “a central

depository. an active circulator and diffuser; of the experience resulting

from many trials. Its business is to enable each ex perimentalist to benefit

by Lhe experience of others, instead of toleraung no expesiments but its
own.”

it is helpful to thuni el' the knowledge-uulwanon questmn as ane that

arises. when we ask: “What should be done”" Inthe Hume/Mill view, for

knowledge to be generated so that it might be utilized. experimenters

must engage in vigorous debate so that the Truth might emerge. If we
allow whatever conclusions that critical exchange generates to count as
knowledgc then we must ask hat knowledg’e should be utilized and in
what ways. In the Mill tradition, the response is that those individuals
(ﬂngle lnduvnduals or freely associating individuals) whose destinies are
at stake should decide. By being able to tap a central depository for the
results of investigations, the individuals or free associations of individ-
uals can draw on the experiences of others without accepting others’
prescriptions for action. In effect. knowiedge utilization in the Hume/
Ml]l concepnon |s an mdnvndual al'fanr The reﬂnmng |s both empmal

requured Gecond |t is more- lmponant that -individuals be free-to
evalume knowledge cla:ms and to dec:de whal should be. done than for

who would argue that tl‘LCIl' Rnowledge is quahtauvely better. Af[erall

the stock of Rnowledge consists of no more than a pnle of atheorehcal

comprehend That is; there is nothing, save for not harmlng another,
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lhat 1S mare. lmpoltant lhan mdnyldunls choosmg the|r own courses of

action. Nothing: Not cven the utilization of knowledge.

. Social insiiiiiifoﬁs and Practices

Thosﬁ soclal institutions znd pracuces lhat dctcrmmc thc shape and

content of our collective lives arc difficull to sec for two-reasons. First:
they tend to have such staying power and to change so slowly that they

can span decades, lifetimes; or even centuries. But mlrjcndencyjs tosee

only those things in_our environments that change relatively quickly.

Second. generally institutions and practices, like_traditions, are not

commonly_ thmg,s that anyonc dcslgm and lmplemcnls Ina ﬁiehmn

they just come about and, like rivers, follow whatever course the
topology allows. Our habit is to see as objects for our critiques those

artifices that can be blamed on particular persons or courses of action.
But no onie and no specifiable actions set the course of social institutions

and practices. our sucial rivers. Their courses; though can be. changed:

So while in many contexts it may not occur to us to do a critique; to do

50 often makes good sense. Such I believe is_the case when we are

Concerned with_knowledge utilization. More particularly, no matter

what conception of knowledge utilization we think defensible. those

conceptions that inhere in our social iustitutions and practlces are the

ones. that hold sway. -

pramces re':pectwely. with th: lenses ol' the. thrcc conccplmns of

knowledge utilization we have Just considered. For cach institution or

practice, we shall need abnc[dc..cnplmn _Care must be takcn hereto ;

understand that the point of giving such descriptions is not to defend

them agamst;llcmalive descriptions one finds in the soclal science
literature: Specifically, the respective descriptions of the bureatcratic

Orgamzauon of work, the profcssmnahntnon of knowledge and ser-
vices, and the dominant practices in policy research are not offered as

chontestablc In fact, in sociology alonc a substantial literature has

grown amund the « quatmn of just what constitutes a sound description

of each of the three. As a philosopher; | shall be content_ if sociologists,

for. ‘example. but acknowledge my descriptions as characterizations for

Wwhich some of their collcagues argue. Our main agenda shall be, of
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course, to sec particular conccptlons of Rnnwlcdgc uulwauon as
inkering in social institutions and practices:

7'he Bureaucranc Orgamzamm of Work"

- A pcrfectly burcaUcrauc organwatmn of work haq these four
central features:

(l) Thow toward the tep of the drgnmnuonal chnn I‘ullyspeal‘y whag jg{n

be done and how-it is-to be done by those toward the bottom of the chart:

iii Those who decide what-is-to be done are maximally removed from the
conditions and effects of tae prescribed actions;

(3) For all who_work within the organization, their own internal p polmcal

goals (for example; promation, reduction.of work demands, and the like)

displace the functional goalx of the organization (¢.g, the delivery of

social services or the auditing of tax returns); R

) Pervasive 1ules both protect each member I‘rom lrregulur hehwmr ol‘

superiors and subordinates and deny all members; except of course those
at the very top of the organization, the latitude that initiative requires.

lf for hcunsnc purposcs we assume. thatamajot pnrposc of a any ‘otm

of organization of work is to define and to. carry out tasks knowledge-

ably, then the principally Platonic. epistemology of bureaucratically

organized work becomes apparent: only the occupants of the top-boxes

on the Lh&ﬂ are assumed to- know What should be doiie, and their
“knowledge” is not tainted with what might be learned on those lower
levels of cognition where one deals with the sensible world. as do those in
the lowest boxes who actually manufacture the goods or_directly

provide the services; further, the organization needs no mechanism to

learn from its mistakes; for if it is functioning on directives of the top-

box knowledge halders, its actions cannot_help but be perfect. As well,

the bdrcaucmnc orgammnon of work reﬂects a Platomc theory- 6f

collective action: members are functioning “justly” when they are doing

theirrespective well-defined, assigned tasks; and the point of guarding
the strict specialization of the various bureaus and jobslots isto protect

and maintain the health of the organism itself and not to pursue any

aims external to the organization. e
Like the_Platonic _order; the hlcrarchml system of burtaucrxuc

decision-making assures that the “one best way™ of doing things is

prescribed and guaranteed its guiding role through standardization. The

notion of knowledge utilization is taken as unproblematic in the sense
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that if- al within the hierarchy would only take those actions as
prescribed from_above; then the favored. _knowledge would be in fact

utilized. While those functioning at the point of dircct experience (i.c.. at

the point of prnduc(mn or. dehvcry of xcrwccs) migh. think that !hC)
have valuable insights, what they believe is not granted the authority of

knowlcdgc by the orgamntmnal structure and as would hc any npmmn

wpprqesed. Miich as the Platonic conocpuon of knuwlcdgc utilization
gives highest political priority. to_knowledge utilization, where_the

concept ol knowledge is_fixed; so _the bureaucratic conccplmn of

knowledge utilization _gives top rankmg to putting the “one best way

(authorized knowledge) into action, where the “one best way" is chiseled

with standardizati- n into the bureaucratic stone.

TTié P?éféiii’r)iiziiiiéiibﬁ bj’ f(ﬁi‘)ﬁﬁﬂ}}i and S‘é?t;irésa
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bmh lhe knowledge conlent of its own work and what constitutes ap-

propriate application oI its knawlcdgér,,, R

(2) The professionals will treat their lay clients umbservl:m. mnmm:h as

- they; the clients; are expected to follow orders (e:g.; “doctor's orders™);

(3) The profession will insist upon having the authority to determine what
cizimg to knowledge are legitimate and which claims to competence are
bona fide.

The conception of knowledge on which professionalization _is
predicated appears to have the Aristotelisn éafaiﬁ‘ési bent of Aquinas’s

rtI’Ort cmpmcally provided "rucatch ﬁndmp as a basis for counsel-
ling the use of particula: t-eatments. But perhaps more clearly in. the

?]igdc of Aqu’iiiiir} is the implicit theory of collective action. Much as
Aqgiinas proposed that citizens ought to obey the ruler whether or not
thcy think the ruler's edicts arc right or good; so profcwonnhratmn

Bives the clear impression that even though the professionals are fallible;

the -laity should obey orders givcn hv those vﬁhom the profccsmn

certifies. Aquinas's theory of collective action requires that the ruler's



aulhomy not b qucsuoned and bc glvcn bbﬂsancc €0 thal a struictiire

for acnon mnght be malmalncd Profccslonals wnlh perhaps less noble,

not bc quemoncd and be glven obelsanec so that the structurc wnthm
which the professionals work can be maintained. . __

- The fundamental similarities between Aquinas’s mnccpt!on of Imowl
edge utilization and thai of the professionalization of knowledge and

services are_indeed_ striking._ One hears echoes of Aquinas when

professionals _talk of the . ncccsslty of the. pmfesstonal order 1o any

knowledge utilization whatsoever. Indeed, challenges to the profession's

authorlly are somcumcs tharactcnzcd bv the profession as invitations
to the destrucuon of the very basis of all relevant knowledge and

systematic inquiry.

Policy Research'®

_The_cost and sopl'ustlutlon of pollcy r-carch loglcally can range

from. asking for a show of hands on the basis of which pelicy-decis ions
will be made (c 8. tO dclcrmmc what the office coffee pohcy shall be}to
elaborate, well-financed, well-staffed research _programs;_such _as the
federally funded New Jeiscy-Pennsylvania Negative Income. Tax Ex-
periment. Whatever its_magnitude and complexity. what distinguishes
policy research is its emphasis on “actionable” or “malleable” variables:
The_principal_idea is to identily independent variables both that arc
predictively powc[ful and that can bccommllcd in cocnal | programs. In

other words, the rescarchers’ responsibility is to inform policy makers of
what. actions rcndcr Whal results; policy makers must, then, decide
whethier to use the levers that the rescarchers have discovered. And, to
complicate matters, policy researchers commonly dlsagrcc about what

actions get what results. , N
Policy rescarch's implicit . cpnacptmn o[ knowlcdgc is smkmgly

Humean: thcnr;m:ajjmdérstandmg is abandoned in favor of identifying

pairs of events. that regularly conjom. S0 that the pohcy makcr can thrn

events to occur. And, to adcgree, thc |mp||ed theory ofcollccuvcactnon
comes directly from Mill's On Liberty. Experimenters populate the

landscape, differ on what conjoins with what, challenge each others’

procedures for data collection and._the like and; for all the freedom of

speech and for all the contesting, are presumed to improve the quality of
their knowledge claims:
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'ch Hume/Mill conaptmn of knowledgc uuluahon shows (hmugh

at several points in the producticn and use of policy-research. First.
cordoned off as “applied™ rather than “basic.” policy research is

accorded a theory-free status. As an atheoretical enterprise: the pollcv-

rclevant knowlcdge n undcrslood m gmw cumnlauvcly‘ thnthcrc are

not |nh|bJ[ cancer” ) oncnf lhc Iaims is comudcrcd to.be truc and thc

other_false: the gencration of the false claim is attributed to faulty
methodology-

- --Second, whcn off elal agcncm hoId hearmgs to dccudc a course of
action, lhcy typically invite researchers to testify as to what action will

brmg about their_hoped-for result. When the researchers disagree; the

officials cither seek more such scientifiz testimony on the assumption

that in_the resulting debate the truth will show itself or entirely dismiss

the researchers’ clmms becauw thme clmms conﬂlct The reasoning goes

thus: cither one event causes another or it does niot; if there is a dispute

over which is true, and if research is genuine or bona fide. the answer will
cmerge. lf lhc answer does not emerge, then all “scientific” claims are
suspect, for the point of research is indeed to render truths_that are
useful to choosers, to individuals as shapers of our own destinies.
Moreover, in the Hume/Mill. tradition, both_ policy researchers and

policy makers; the “consumers,” assume that no special theoretical
sophistication is required to understand the results of policy research,

for policy mcarchcrs beiiig ﬁec of “baslc rf.scarch’ thcorcucal thrust

lngs Onie event or thmg does or dom not conjmn wuth (“cause”) another.
Or, from the policy maker's perspective, something is or is not a tool for
effecting particular results.

I V T 6?&?&1 Revising Instiutionalized
Conceptions of Knowledge Uﬁﬂzaﬁon

To this ;;omt we havc nmed that at Icast thrcc dlffcrcnt conccpt ions of

R!IQWchge utilization inkere in our action structures, our social insti-
tutions and practices. Unfortunately, the underlying epistemic plural-

ISm is no virtue; when faced with different conceptions of knowledge;

which one we choose does matter epistemologically. Marcovct; our

professed political values can hardly be effective when it is not our
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preﬁrrcd valucs.,but those of other thcones of collecuve action, lhat are

ingrained in our action structures; (Herc | must beg my readers to fill in

xEEiE own. groxinds for acccpung the clmmc thal cpmemlc plurahsm and

arguments m support nf these clmms cxcecds thes spacc avallablc jThus.
wc arrive at the focal question: How might our social institutions and
practices be revised 50 as--to reflect a currently more defensible

conception of knowledge utilization? _
To answer-this question; first we nccdjo construct a conctpuon of

knowledge utilization that derives from cepistemology’s most sophisti-

cated conception of knowledge and from the most defensible theory of

collective action: Just what conception of knowledge is most sophisti-

cated is, of course, the central issue-that drives epistemology. Quite
clearly it would be foolish to claim that evén the currenily. domlnanl
model in epistemology constitutes, in any sense, the “final comzpuon

Our interest here need only be to supersede the presently institution-

alized conceptions of knowlcdgc tothe extent we can today. As well, this

i no place to attempt a ground-up argument for some set of political

values. So instead; let us. s&crciy Ilmll our task. Herc it shall be helpful
to follow an if-then line of reasoning. Ifwe accept liberal political values,

then here we need only to present liberal theory of collective action as it

has been modified to correct its weaknesses in Mill's formulation. From
this more sophisticated conception of knowledge and. this improved

liberal theory of collective action, we can sketch the general features of a

more defensible conccptlon of knowledge utilization. =~ =

-Answering the question of how our social institutions and pﬂc§l°§§
might be revised requires_ more than a supersedant conception of

knowledge utilization: Clearly, a complete answer also requires that we

understand social institutions sufficiently well to be able to sece

specifically what institutional arrangements would employ the preferred
conception of knowlcdgc utilization. For this second part of the answer,
| defer to the sacial scientist. and myself can and should offer only a

most-general characterization of the nature of considerations that the

social scientist should bear in mind:

The Lakalosmn Com‘epnon of Knowlngf

H moncally. bethen lhe Humean concepuon ol’ knowlcdgc and lhal

uf Imre Lakatos (1970). there appeared at least four fundamentally

different conceptions of Rnowlcdgc Our task here is not to review the

Pk | 1
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criticism that promptcd thc dcvclopmcm of cach Fnr our purposes herc
it shall be suﬂ" cient to deccnhc the l.akatmuan conception against the

background of the Humean conception.
For Lakatos, as for Hiirmie, observation stateiments are rcndcrcd true
or false by experience; whether such cxperience occurs naturally or

through experimentatior.. But unlikc Hume, Lakatos does not regard

the growth of knowledge simply as an accumulation of such statements:

Instead; knowledge develops as the claboration and competitive testing

of theories. If proceeding scientifically, researchers do their. work

through proposing and trying out theories. In particular, with a theory
they try to- predict novel facts, to cxplam the successes of the competing
![lgorypr theories, and to corroborate the excess emipirical content of
their theory. When they succeed on these three criterisi they have

rational grounds for acceptirg their guiding theory over competing

ones. Thus; Rnowlcdgc grows through competitions between research

programs, not vua Humean accretion; and there are rational means for

choosing the wmncr contrary to Kuhn's (I970) claims regarding the
extra-rational nature of “scientific revolutions.”

The Revised I:tfieml ﬁeory of Collective Action

Recall that the two central. prcmmca of Mill's. thcory of collective

action are, in_order of_ priority, that individuals should. choose. for

themselves in matters that regard their own destinies and; second, that

they choose best for themselves when. they. base their choices on true

knowledge, which Mill argues arises naturally from the free exchange of

ideas where all persons can- participate. Now while there have been

numerous dcvclopmcms in hbcrallhcory beyond Mill, in liberal theory

of collective action in partucular the central-change pivots on one issue:
the formulation of opinions amongst which individuals have the right to

mkc a choice. Mill’s theory, which casts the coltective good as no.more

than the sum of individual goods; does not or, more to the point; cannot
address the question of who should determine the options.

A number of political theorists and moral philosophers who have
addressed the issue of the origin of thie options point to the i importance
of a concept of community to defcnsible liberal theory. The reasoning
proceeds roughly as follows: (1) whatever rational; self-intcrested

persons would choose for themselves would contribute to their develop-

ment and enjoyment of their own capacitics and abilities (Rawls, 1971);

(2) just which capacities and abilities are worth developing and the
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way. upon others in the commumty ofwhlch oneisa pan (Wolff l968)
(3) the options, among which individuals are free to.choose, should be in
lhe commumty or publici mterest or at Icast not agalmt |t n and (4) what

mdlwduals as mcmhcrs ol’ the commumtv 1Wh|te 1973). rather. than

hcmg left to determ: nation by the economic elite; as turned out to be the
case in_free-market;. par(y-contmlled liberalism (Macphcrson l977)
This is to say, while mdlvuduak should still be frcc to choose in matiers
that regard their own destinies, the range of individual choice should be
limited by a conception of community. Further, where issues regard
what is in the community- interest, the choices that are to appear on the
ballot should be decided by the community; rather than being decided
hy an elite group.

Questions for the Social Scientist

Thc lakatosmn conccptnon of knowicdge and ihc reweed Ilbcral
thcory of collective action combine to forin a more defensible concep-
tion of-knowledge-utilization, as-its epistemic and political premises are
more defensible. According to this Lakatosian/revised-liberal concep-
tion, all persons aie not equally compet2nt to nnderstand much less to

judge, knowledge claims. In fact; only those who have some consider-

able theoretical sophistication can appreciate the force of even the

simplest observational statement. Yet, all persons still have a right not
i'mly to make chmre« that affect thelr dcqtlmes but also to parhcnpateas

ghey mus! choose gndle),m dec,l,dmg,the,slate from whlch they,as
individuals must chose when_registering_preferences for collective

actions. _How _might policy research, for_example, be revised to

acknowledge the theoretical content that is basic to the growth of any
knowledge whatsocver, including knowledge generated expressly 10
inform policy-making? Further, given that the knowledge produced by

pohcy rcscarch must at Ieast be undentood numde the scucnhﬁc

ﬁndmp of pohcy research hc rcvucd m as to increase thenr comprehen-

- A sccond fealure of the l,akatoslan]rcvned tiberal conccptlon of
knowledge utilization regards the roie and range of acceptability of



116

perceived error. In scientific endeavors an error in predictios does not
Necessarily indicate_erroneous theory. For_example; the failure to

obscrve some_ predicted social_phenomenon. does not necessarily
challenge the._ research-guiding theory. Instead. it may indicate that

additional factors are at play. To mistake onc or cven several predictive
failures for a theory falsification would be to misunderstand the

problem? Might we not nced to consider. for example: longer term
funding of rescarch programs (note here that I say “programs” rather
than single-shot projects) in order that those programs could themsclves

Bbecome well enough established to allow for the development of theory
that might then be compared with other theories in rational competi-

ﬁon?—— - - - N - R - B
A third featiire of the Lakatosian frevised-liberal conception chal-

lenges the authoritarian aspects of professionalism both on epistemic
and political grounds. First the epistemic challenge: Chaos in profes-
sional knowledge production; contrary to a common professional
claim; would not need_to be the result of abandoning the profession's
stranglie-hold on certified knowledge. We have rational criteria to decide
knowledge disputes. Now the policical grounds: Though fiot all persons
are equally competent to judge knowledge claims, individuals do have

the right to make their own choices over the full range of decisions that
affect themselves. -The superordinate attitude of professionals. toward
lagpersons must thus be faulted on a political basis. What might be
done, our revised conception of knowledge utilization would have us

ask, to reduce the authoritarian; haughty stance of professionals?

With regard to the bureaucratic organization.of work, the Lakatosian/
revised-liberal conception of knowledge utilization offers two especially

interesting questions. First, if we treat work itself as-a scientific activity;
it makes good sense to ask how-work might be organized so that workers
could make adjustments in_their activities in response to predictive
failures. If in fact burenucracy cannot learn from its errors. we should
ask just what kind of organization can. Second. if a sense of community
is essential to individuals’ developing and enjoying their capacities and
abilities, we should also ask, how might work be revamped so as to

cnhance a feeling of community? (Notice that thie point in asking this

question here is not to seek ways to increase productivity.) That is; what
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mshluuonal arrangcmcnts would dlscoumgc workcrs from bmldmg

protective cocoons around themselves with gogl r_hsplm:emcnt and, at
the same time; provide common_rallying points? Or, to take another

apprmch that -may. seem mmehow hercncal how mlght work he

mhcr social - institutions - and prachccs our. coll;chvc attcmpm at

knowledgeable actions will continue o _be shaped by now indefensitle

conceptions of knowledge utilization: tintil then; we shall be plagued by

epistemic _and _political dissonance - dissonance created by the gap

betweea (1) our best undcrstandmg of the nature of knowledge and our

professed _political values, and (2) what our social institutions and

practices encourage.

Notes

For an overview of the sort of 81 udles that genenlly regnrd Enowledgc ulllllll ion.

sce anelock (1972). -
2. With a Spencer l-ellowshlp grant l’rem lhe Nmonll Academy of quauon Tam

pfaéﬁily working on this far longer mlnuscnpl whichshould be réidy for publlallon in

19R1.
3 This Expllulmn draws prmnpilly on the epmemology that Plato presen:s in the

Republic. -
4. The menphor on which Plato's lheory of eollec(we action is built nppe-n in the

Republic and the -Timaeus.
5. Fora goodseleciionon epulemology from Summa 77m»lnxira, sce Bourke (1960).

6. For an excellent; scoessible selection of Aqulnn s theory of collective action, sec

Bigoniari, 1953, - -
7. One can |denl||'y more Ihln one- lbeery of collectwe action in John Siuart Milf's

work: This elpllclllon 1 based on his On Liberty (1RS9).
8. This description draws heavily, though not exclusively,-from (‘roner (t%‘)
9. For this summary, | have borrowed from Freidson {1970), especially Part IV

“Consulting Professions in a Free Society.” -
10. For similar, more extended characterizations of pollcy research, see Etrioni

(1971). and Scott and Shore (1974). -
- _11. Wollf-develops-an argument to support his coniem ion that social values; ¢.g.; the
public good or initerest, condisl of more than a sum of individual interesis and are not

antithetical to the basic principles of liheralism.
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Selentlfle mariagement and critical
_theory in educational administration

Introduction

It wouﬂ seem from recent studles by Gronn (1982) that the oonoept of sc:entiﬁc
management is still a powerful force in educational administration: .

- This paper examines-how educational administration became essentlally a tech
nique of cont. ol through the transfer of scientific management practices-and ideologies

from_industrial. management to school management. it argues, with Gronn, that the

influence of scientific management is still the dominant force in the administration of

schools; but that such an _influence_presents organisational problems as technical

problems and ignores the power relationship, class structure and legitimating ideol-
ogies around which organisations are structured. N

-- This paper consequently argues that the: practice of educatnonal admlmstranon
should be directed towards an emancipatory interest rather than used as a technique

of control. To achieve this it is suggested that a critical Social-practice would help to

demystify the dominant social structures, processes and ideologies.

Although Frederick wlnsbw Taylor did not formolate the temL scnentlfic maoagemem

which was originally put forward by Louis Brandeis during a railroad dispute; it has

become unquestionably :dentified with him. In administration literature the terms *Tay-
lorism® and ‘scientific inanagemient’ have become synonymous.

. The system of ‘management which Taylor eventually arrived at developed dunng

the industrial _unrest at Midvale Steel.. it was based on the assumption that people

will realise what is best for them economically and act accordingly. As Taylor argued:

What the workmen want from thair employers beyond anything. else is high

wages and what employers want from their workmen most of all is fow fabour
costof manufacture-. . . the existence or absence of these two elements forms

the best index to euther good or bad management.
jTaylor 1972a 93)

So that this ratlonal behaviour could eéentuate Taylor ptoposed four types of new

dutnes which he called the prmcuples of scientific_ management'

. 'l'fqe’flrst of these pnncuples may be called the development of a science oi
work. o

* The second ist the scuentlflc selectlon and then progresswe development of
the workmen.
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. The thrrd is the bungmg of the science and the screntrﬁcally selected and

trained workmen together.
The fourth consists of an aimost equal drvrsron of the actual work of the
establishment between the workmen, on the one hand; and the management

on the other hand. o
(Taylor 1972b: 30—41 )

Ta/lor edva:ated thts ‘one best way of domg work because he nons:dered that

workers were delrberetelwestnctlng the.level ofproductton required by management.

Such behaviour while rational to the workers was irrational to management and their

representaiives like Taylor. So ‘scientific management was tmtrated‘tosqueezea
greater-amount of actual production out of the employers’ labour power or potential
labour, thereby raising the rate of surplus value available to management. The solution
of how to intensify the labou- process was to change the organisation of work. For

Taylor noted under prevailing conditions the workers controlled the work process. As

he pointed out o

the underiyrng phllosophy of all of the old systems of management in common
use makes-it-imperative that each workman shall be left with the final respon-
sibility for doing his job practically- as he thinks best; with comparatlvely little
help and advice from management. - - .

(Taylor 1972a: 25)

Thus for the structure ot work to alter
the management must take over and perform much of the work whrch |s now
left to the men; almost every act of the workman should be preceded by one

or more pisparatory acts of the management . . .
(Taylor, 1972a 26)

Sctentrtic management is eoncemed with management s point-of view. It does not
concem itself with the underlying reasons for the development of antagonistic social
relations of worl- It is concermed with the shaping and structuring of labour to the
needs. of capital.-As_Braverman (1974) states it is not so-much a science of man-
agement as is ccmmonly presented but rather ‘a science of the management of other's

work under capitalist conditions’ (Braverman, 1974:90). . . __.
Braverman views Taylonsm in terms of three major pnncrples

J the ﬁrst pnnclp‘le is ‘the- diss’oc:et:on of the 1abor process -from the skl'lls of the
workers . . . Henceforth it is to depend not at-all upon the abilities of workers, but
entlrelyutxm the practices of management' (1974:113) - . - .

¢ the second principle is ‘the separation of conception trom execuuom rather than

its more common name of the separation of mental and manual labor - - - (the)

‘science of work' is never to be developed by the worker aiways by management
(Braverman, 1974:114)

the third principle is presented as followv o

If the first prlhmple is-the. gethenng and development of knowledge of labor

processes and the second is the concentration of this knowlsdge as the exclusive

province of management — together with its essential converse, | the. absence

of such knowledge among the workers — then the third is the use of this
monopoly over knowledge to controi each step of the labor process and its

mode of exacution
(Braverman 1974 119)
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_With the implementation of these principles, power within the workplace shifted

heavily towards management..in this process, work was increasingly fragmented,
routinized and subjugated to mariagement control..t-entailed according to Drucker
‘the: analysis of work into its simplest elements_and the systematic improvement of

worker's performance of each of these elements’ (1954:280).

- But while Taylor explicitly stresses the economic rationality which will lead to em-
ployee acceptance of scientific management, implicit is the threat of coercion: He,
himsett, is perfectly aware that such changes will be resisted and-contested 5o that

workers will need to be either coerced or persuaded that they need to act ‘rationally’.
Thus the ‘science of work' developed by management with its rules, fragmentation

of work; and appropriation of worker knowledge must be imposed on the empioyees
in the workforce. Consequently, @~ S
it-is only through enforced standardisation of methods; enforced adoption of
the best implements and working conditions, and enforced co-operation that
this faster work can_be assured. And the duty of enforcing the adoption of
standards and of enforcing this co-operation rests with management alone.
(Taylor, 1972a:83)

- -Thus scientific management was based on the concept of control; control of knowl-
edge; control of the work process and its avaluation; and control of motivation through
economic gain. By such control Taylor's methods offerad both the prospect of lower
costs through increased efficiency and increased coritrol of workers by management.

This view infiuenced not only businessmen but also educational administrators who

modelled themseives on their counterparts in industry. In addition, they saw an ad-

ditional benefit — an increase in their status in society through the use of the 'vo-

cabulary and techniques of industry’ (Callahan, 1962). Through the use of these new
methods of management, educators could avoid the criticism of inefficiency. By adopt-

ing the new panacea of scientific management, school administrators strove to emulate
their business counterparts:

Taylorism today

Taylor's views not only have considerable historical importance but are also vital in

obtaining a clear understanding of how and why industry today is organised: However,

as administrators in the public sector seek to emulate their private industry counterparts
and the pattems of the sociai relations of control in the public sector basically mirror

the social relations of economic production found in private industiy, then his views
are also important in understanding the administration and organisation of educational

systems. This importance has been stated quite clearly by Braverman.
It is impossible to overestimate the importance of the scientific management
movement in the shaping of the modern corporation and indeed all institutions

in capitalist society which carry on labor processes. The popular notion that
Taylorism has been ‘superceded’ by later schools of industrial psychology or
"human relations’, that it ‘failed" . . . because of Taylor's amateurish- and naive
views of human motivation or because it brought about a storm of labor op-

position or because Taylor and various successors antagonized workers_and
sometimes management as well-.. . or that it is ‘outmoded’ because certain
Taylorian- specifics like functional foremanship or-his incentive-pay schemes

have been discarded for more sophisticated methods; all these represent woeful

misreading of the actual dynamics of the development of management..
(Braverman, 1974:86)
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The pnncvples of Taylonsm are stlll a powedul fonce in the admunnsttatuon of or-

gamsatlons in both the private and public sectors. Indeed, the fragmentation, division

and deskilling of jobs is not only increasing in the private wdrkplaoe (Zimbalist; 1979;
Greenbaum, 1979; Kraft, 1978)- but is also beoommg evident in the educational
systém(Apble 19813, Giroux, 1981). - - - -

- Research by Bams at.al.{ 1972) found that the pnncnples of scuentrﬁc managemem
stnll decide how work will be structured; organised, and administered for the majority

of members of most organisations. They found that

Overwhelmmgy influencing the design of mdustnal ]ObS is the cmenon of mini-
mizing, immediate cost of producing, i.e., the cost of performing the required
operations. Th&usual indicator of achievement is minimurm unit operation time.

Designers of jobs see the criterion-as being satisfied by the application of the

following principles or guides for Mng job content:
(a) the content of individual jobs is specified: .

{i) so as to achieve specialization of skill

{ii) so as to minimize skill requirements.

_ (i) so as to minimize leaming time or operator tralmng time.
() Indmdual tasks are oombmed Jntorspecnfic jobs so that;

) specualnzauon is achieved whenever possible byum:img the number

- of tasks in a job and limiting the variations in tasks or jobs;
{ii) the content of the job is as repetitive as possibie’
{iii) training time is minimized.
(Dav:s et al., 1972.79)

]’hey wmw statmg that whatever the rhetoﬁc of coentional schools of

management studies, still )

current job design practvoes are oonsnstent wnth the pnncnples ot ratlonallzanon

or scientific management. They minimize the dependence of the organization
onthe individual. At the same time they minimize the contribution of the mdmdual

to the work of the organization.
o (Davus et al 1972 80) .

SCIGI'IlIf'IC management desngn pracnoes are also evndem mwoem research into

the implementation of such new work processes as_the word. processor. {Downing,

1980; Buchanan and Boddy. 1982). Buchanan and Boddy found that management
decisions were diimied firstly to reduce the number of fypists and typing costs; secondly

the introduction of word processors would-help to achieve that aim by creating jobs

‘that are specialized, restricted, routine and boring' -and thirdly. managements’ control

would increase through tbqpoo!edamummsewpsng services {1982:9-10). Thus

most companies continue to design jobs in accordance with the orthodox prirciples

of scientific management (Berggren; 1986). . _ R

But while there is deskilling there is also reskilling: Whlle 1be ma]omy of qmployees

may be subject to increased -control through the deskilling process a small number
of employees are reskilled. However, their increased power due to this reskilling

makes them subject to the niext thrust in the search for complete control. As Zimbalist

puts it .
mechanization and desknllmg of work in onesconomlcseaor lmply lhat new

processes and techniques are evolving in another . . : sector. These new pro-

cesses and techniques bring with ther: the demand for WOrkers with new initially
scarce skills. it-is not until a later stage of their development that these new
processes. and techmques beccrie themselves subjected to rationalization, ]ob

fragmentation and mechanization. e -
(Zimb’a’list, 1979, p. xvi}
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However, any reskilling that occurs concemns essentially different people, in a different
bla;cé éiﬁ at a dme@rltﬁt,lmgi,§7: oo oottt ool L N - )
- The central drive in the scientific management movement was to reduce the worker

to an unthinking appendage of the machine. This was to be.achieved through the
transfer of workshop knowledge to management. However, it not only affected the
workplace but aiso tha school system through the adoption of Taylor's philosophy.of
management, the-instrumental production view of-education and attempts to measure
specific outcomes of the educational system. In this way, education was fragmented

in the name of efficiency (Besag, 1981; Kliebard, 1975).

strategles In education
Throughout the last hundred years the dominant model or, which the organisation
and administration-of schools has been based has been derived from corporate

management: This has influenced the organisation of Schools during the earlier social
efficiency movement which developed in the post World War One period and the new

social efficiency movement which has arisen in the 1970s.

Sclentific management and the soclal efficlency

movement
The basic ideology of this view of schooling is that students should be prepared to
fit the demands of the existing reality of the workplace. Social efficiency educators
Proposed: that schools: should be organised to prepare students for their place in
society so that national unity and order. might be preserved.

Educators such as Sneddon,-Bobbitt, Cubberly, Thorndike and- Eliwood heid the

assumption that the general welfare of the community coincides with business man-

power requirements. Thus as Callahan (1962) arguesitwas
No wonder that schoolmen sought to emulate the efficiency of business and
use whatever methods business has used to attain it; and no wonder that
‘scientific management appeared in the forefront of these. methods. Its ap-

pearance, however, was an unhappy one for our educational system. For instead
of approaching the study of administration through the social sciences, school

administrators applied the ‘science’ of business-industrial management as they
undér§toi5d lt Do InoToT ool
- L . (Cailahan, 1962:245)
These educators took Taylor's ideas and applied them 1o schools. The quest for

efficiency was directed at both the management of schools, in which the transition

of the superintendent of schools from an educator to a business manager took place
(Kliebard, 1975). and the curricuiom. . _ __ . S
Bobbitt in particular was greatly infiuenced by Taylor: He also put forward four
principles of scientific management. His first principle was 1o use all the plant il the
available time. His second principle was to reduce the number of workers to a minimam
by keeping each at-the maximum.of his work efficiency. His third principle involved
the elimination of waste: Bobbit's fourth principle moved from efficiency in the work-
place to efficiency in educational theory. A suitably administered school would
work up the raw material into that finished product for which it is best.adopted.

Applied to education this means: Educate the individual according to his capa-
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bilities. This requires that the materials of the curriculum be sufficiently various
to meet the. needs of every class of individuals in the community; and the course

of training and study be sufficiently flexible that the individual can be given just

the things he needs:

(m Kliebard 1975: 56)

Bo‘bblt thus mlrrored the pnncaples of Taylor in both ordamsmg the school and also
organising the products from the-school. As such, the optimal role of students passing
through such an educational institution is to adapt to a predetermined and preselected

pattern of behaviour befitting their class (Frankiin, 1976). -

Sneddon also considered that social efficiency lstheposmmmeducatlon that alls

for the direct teaching of knowledge, attitudes and skills intended to shape the indi-

vidual's predetermined social characteristics (see Drost, 1967). As Taylor had applied

science to-management in the quest for efficiency Sneddon also feit that educators
could employ science to increase efficiency in education,

The final and general thesis lstlusrall alucetnon lstendmg to beoome scuentlﬁc

to become a field of applied science, as are already medicine, war, navigation,

agriculture, metail working and the like. But efficiency of action in any field_of

applied science is possible only on the basis of clearly defined aims. Right
methods and sound testmg of results are practucable only as they are oonscuously

(Sneddon, 1916: 187)

- Over forty years later the drive towards a scientific approach toward education was
stlll in evud nce. For as Gnl“lths sumllarly argued

igr_of suenoem much the same way as.-an engineer

or doctor. There will aiways be some art in admin:stration as there is in an-

gineering or medicine; but the amount of art will decrease as the amount of
available scientific information replaces administrative folklcre

Ellwood maddmon believed ttiatan educatlonal system based on ratlonal sclentzﬁc

principles was needed to control the individual. As the majority of students were to

become followers or workers then the school shouid teach them to follow well, so
makmg an efficient socuety Eliwood argued that

Systems of- educatuon have not been created for the tralmng and development
of individuals as such, but rather to fit the individual for membership in society,

that is to control the process by which they acquire habits, so that they shall

advantageously co-ordinate their activitic. "ith those of their group. -

(in Franklin, 1976 309)

Central to thls appl:catlon of the |deology of science-and scientific management to
schooling-was the factory metaphor of the school. This Kliebard-{(1975) argues is
responsible for the process-product mode of rationality that still influences-school

systems at- the. present time. The orgamsatlonal and curriculum models of schoolmg

still reflect the |deology otmdustnal productior.. - S

terms as raw materials to be molded into the ﬁmshed products As Gdbberly ‘argued

Our schools are, in a-sense, laclones in which the raw products (children) are
to be shaped and fashioned into products to meet the vanous demands of life.
The specifications for manufacturing come from the demands of twentieth-
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centur;Lcmhzatton a'lthJS the business ot the school to buntd lts pupals aceordang

to the specifications laid down. This demands good tools, specialised machinery.

continuous measurement of production to see it it is according to specifications,

the elimination of waste in manufacture and a large variety in the output.
(m Kluebard 1975: 52)

. From suchaperspecnve theessenual role of the student is the adoptnen ot a

predetermined and preselected pattem of behaviour_(Apple, 1879). This pattern of

behaviour is associated with a cuwiculum which.is organised and- admmistered to

reflect what might be called managerial education. Here the curriculum is evaluated

onits ability to meet the demands of the dominant economic institutions. This centrality
of the curriculum to the school as a factory is pointed out by Bobbitt. . .

If the school were a factory, the child the raw. matenal the ldeal adutt the finished

product. the teacher.an operative, the principal a foreman, then the. curriculum

could be thought of as whatever processing the raw material needs to change

him into *he finished product.
(un Gallagher 1980 5)

Sunllauothabagcideblogy behlnd the new management strategies in the world

of work; educationalists veiled the mequalmesand class structure inherent in schooling

under the rhetoric of science and technology.The dominant class's interests-are

ensured whilst being obscured and legitimated through the predominance.of ‘neutral’

technological considerations. In this way the administration of educational structures
and the curriculum becomes an instrument of social control. Control which ensures
centorrmty and the maintenance of the status quo.

The new efﬂclency movement

In the 1970s and 1980s there has arisen thenew efﬁcnemy mavement Or new cuIt

of efficiency (Beare; 1982). This movement has been associated with.the increasing

economic cnisis that most western countnes find themselves in: To counter the 6¥=2ts

of the-cnisis, the state and the educational system under its control has increasingly
turned to- corporate models of management as a means of solving the problem. As

Appleputsit.
The current solutlon is to couple_ the tlghtenlng otmntrol and accountabmty

reductions in spending; and closer ties between schools and industry on the

one hand with the rhetoric of local control; parental choice and a ‘free market'
individualism on the other.

(Apple 1981 383)

i Beare {1982) has outlined three factors which have been nmportant inthe re-emerg-
enqept the social efficiency movement. Firstly, private industry, due to inflation; has
had decreasing profit margins which has caused:a rationalisation of organisation and
staffing._Job opportunities have been reduced allowing employers to be much more
selective in recruiting staff. . . . ___ _

. Secondly, the government sector i tsalsobelngaftectedby mﬂatton mcreased costs

and financial cut-backs as govemments seek to stimulate the private sector. Con-

sequently, they seek to mirror the private sector by higher ‘productivity’ and 'efficiency’:
Because education has a history of such an approach, literacy tests, numeracy tests;

reading test scores, -and examination marks are mcreasungly viewed as amportant
indicators of ‘productivity’ and-'efficiency’.

_Thirdly, the effects of inflation have produced a ‘taxpayers’ revolt With taxes

increasing due to inflation, taxpayers simplistically compare education with the private

Ol
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sector work they are accustomed to andcalLtor comparab}e proquctwny and ef-

ficiency'. In such a scenano education becomes purely instrumental with educational
outcomes ‘efficiently’ matched to corporate needs.

-Thus if we_ accept Braverman's proposition that while pracuces may differ the
ldeol’ogy of Taylonsm still holds in the workplace and society generally, then such
current calls for- cost—effectlveness eore-curriculum, vocationalism, -and- increased

efficiency. in_schools might be viewed more clearly. In current terms the ideology-of

the social efficiency movement can be exempiified_by_the Williams_Report (1979).

The argument is concemed with economic considerations a.:d_control achieved

through the_closer alignment of the school with corporatist practices. in this. way,

education might be more closely tied to the needs of capital while costs are cut through
greater-control accountability and the reduction of ‘wasteful' expenditure. As Bates
(1981) has argued the Williams Reportis

concerned primarily with the functlorLoLeducauon mrprqvu:img atrairqed work-

force; with ensuring basic adequacy of performance in work-related skills; with

stratifying- the o1 ‘put of schools through nationally recognized tests; with the

closer articulation of opportunity with bigher education and training, and the

resultant stratification; and with the integration of the hierarchy of educational

opportunity with the hierarchy of occupational opportunity. -
- (Bates 1981 81

: Such a view of education in whuch control is mcreased whlle costs are reduced

implies-a social control mechanism in which the school is used as an instrument to
rectify the imbalances and contradictions of the-current recession. The school; in this
sense,-is seen as a regulating -agency through-which order and consensus in the
exzstmg -econormic structure might be engineered.

In particular, the main concern of many educational admmustratorsns that of techmcal

rationality which still reflects the positivistic interpretation of the act of administering.

As Waldo (1978) points out the mutually supporting concepts which seem to_ground

the study of complex organizations 'include scientific rationality; effectiveness; ef-

ficiency and productivity’ (1978:591).
- _This reflection-of the new-efficiency movemenl in educational admmlstratlon has

been termed by Gronn (1982) Neo-Taylorism. In a survey of eight-recent studies of

school administrators he found the prevalence-of ‘crude Tayloristic thinking’. This

included a pre-occupation with seeking ‘the one best method, and with a concern for

efficiency’. He concludes by indicating that the studies

have reverted back to, or updated, primitive motion and time measurement
techniques pioneered by F.W. Taylor and his associates. Whether these early
forays are preludes to more sophisticated sets of appraisal techniques leading

to_the_formutation of ‘effort standards’ -and competericies for principals is not

yet clear, suffice it to say that signs are there inembryo. ... . ..
(Gronn 1982:19)

The quesuon mlght be asRed as thas paper has indicated, as to whether Taylor's
methods have ever been discarded? While the initial crude practices may have fallen
into disrepute the basic ideological force of efficiency through science and technology

has held sway and continues to hold sway, in fact with increasing emphasis.

Sclentific management as iaeology

it beoomes |mponanl at this point tadlstmgmsh between sczemmc managemem as

practice and scientific management as ideology: For as a complet process of man-
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agement practice the ideas were rarely put into prastice. When it was, it was largely

implemented by small non-unionised firms. In the larger unionised firms it was fiercely
contested by the employees. Yet much was leamnt from these initial_attempts. While

daily instruction cards, extreme time and motion studies and differential piecework

were. abandoned a number of ideological underpinnings endured. Firstly was the

quest by management for control over the special kiowledge of produiction. Secondly;

was the implementation of defined, adequate standards of performance. Thirdly,

management itself was put under management control..— - .- .- . -
- These facets of scientific management were no longer industrial or political problems
of the developing economic order, but instead were put forward as problems of science

and technology. These are subject to expert knowledge and skill; and are deait with

without favouritism or emotion in a neutrality which will ensure the best technical

solution. “Efficiency became a ‘scientific’ matter and not one which refiected the
dominant social relations of the workplace. Such an ideclogy masks the true re-
lationship by appearing as a cohesive force through which both the dominant and
dominated work to achieve technical solutions.to their problems.

The importance of scientific management was that 7 )
the application of stience to the labor process ied not only to the ‘expansion

of the forces of production’ but simultaneously laid the basis of a new ideology
in which the preservation of capitalist relations was presented as a technical
matier to be removed from political discourse. The pursuit of ‘efficiency’ became

the basis of a new ideology; a new torm of domination: Rationality was turned
on its head and became irrationality. o
e S (Burawoy, 1978:251).
Through this process the social relations of the workplace.are obscured and any
intervention in the labour process can be couched in scientific, technical terms thereby
géjﬁiﬁé iggiiiiﬁé&’ - ' oo oot T T T T
In this context, the development of scientific management and its inherent ideol gy

converges with a major aspect of critical theory. This concems the demystification
of the role-that science and technology play in our current society. Habermas (1971a)
suggests_that the increasing -rationalisation of organisations is ‘linked to the insti-

tutionalization of scientific and technical development |which] realizes not rationality
as such but rather; in the name of rationality, a specific form of unacknowledged
political domination’ (1971a:81-82). Thus the_legitimation system of advanced cap-
italism terds to revolve around technical and scientific_problems. To_this endthe
political system works to make whatever technical adjustments and scientific_inno-
vations are required in order to ensure the smooth functioning and perpetuation of

the prevailing economic system.. ,
 Through this process, legitimation of power-and the status quo are obtained under

the ‘mantle_of modem science’ with a strength more considerable than in the past.

For as Habermas argues S
- . - today’s dominant, rather glassy background ideology; which makes a fetish
of science, is more irresistible and tar-reaching than ideolcgies of the old type:
For with the veiling of practical problems it not only justifies a particular class's

interests_in domination and represses another class’s partial need for eman-

cipation but affects the human race’s emancipatory interest as such. -~ -

R , (Habermas, 1971a:111)_

The dominant ideology-is one of technocratic consciousness by which dominant
groups in society are legitimated through the reification of science and technological

progress. | 1 ?é
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— kamaalﬁseary ctorgamsatms Woukiexplam why one class dommc

it would offer an interpretive account of actions andMus it-would pr

causal accounts of the relationship between social structures and kinds <

it wouid offer an historical account of how individuals came to be whal
would provide an-ideclogy-critique of how people came to-accept repre
practices; it- would offsr a-theory- of crises indicating at which period in
would-be willing to listen to the ideology-critique; it would explain throt
of communication how. people have-developed false consciousness and |

be avoided; it would provide an action plan to show people how to act a

themselves differently (Habermas; 1971a, 1971b; 1974, 1975, 1979; Fay; -

1982; Foster; 1982; Giroux; 1982; Denhardt; 1981b). Through such a ¢
of organisations and their administration much of what is-accepted as
would be unmasked. Structures of organisations, while often having disast
consequences, would not be viewed as neutral entities ‘embodying ine:
unavoidable and impartial constraints deriving from the basic processes

ization'_(Salaman, 1979:29). Instead concepts such_as ‘efficiency’ wo

problematic. In whose interests is.it? Who gains? Who loses by these ne
methods? Such a style of administration while not only assisting indivit
also- help to democratise organisations. Such a developmert, Habern
would be characterised by:

adqcraasnngdegree ofrepréﬁwenegs (whucr. at the levelof personallty

should .increase. average tolerance_of amblguny in_the.fact of role cor

decreasing degree._of rigidity (which should multiply the chances of
vidually stable self-presentation in everyday interaction), and approxin
a type of behavioural control that would allow role distance and the
application of norms that while well-internalized, wou[d be aooe<

refiction. (Habermas, 19;

Through mdufgmg in a crmque of - -domination through science and |
administrators may open up new horizons regarding how-and why -scht
ganised. These may include a-new clarity of communication between the at

and the administered; a greater degree_of choice rather tharn regulation;

6gnition of the need for increased reflection ar 1 purposefut action. For as

sums Up o - Sl - . .
Ideorognes are . . .-illusions-that are -outfitted with the power of comm
victions ... In- qystemancally restricted communications, those involv
wnw:tions subjectively free from constraint, convictions which are, h

ilusionary. They thereby wmmumwﬂvely generate a mwer which as

itis mstltutlonallzed can also be used agamst them: S —
(Habermas, 1‘
Ideobgy in {hls sense |s more than the mplantmg of ‘false ideas; more
powertully it directs the attention of people into selected areas while sha
relations on seemingly mutiial good faith and promoting political relations
andmptance e — S R

The dominant ideology then is founded in the distorted communication

exist within an organisation and in the expression of scientific managen
heips to perpetuate this ideoiogy.

Erlikal theory and educatlonal admlnlstra



rather than control._However, the-science and technology of control has been seen
as central to educational administration. As Bates has putit
educational administration is a technology of control. Specifically, it is a tech-
nology of control devoted to (i) the production and allocation of persons and
(i) the production and allocation of knowledge: Clearly, the process of schooling
does-not exhaust the social mechanisms by which control is exercised over

people_and knowledge, but it is probably the most ubiquitous and powerful
process devotad to stich control. =

T I __ (Bates, 1980:66) _
. Conirol is focused-on the maintenance of the existing organisational pattem. with

the perpetuation- of the prevailing power structures. in many. cases. the_school. ad-
ministrator.operates to-maintain these structures and io maintain the existing legitimacy

of the organisation within. its social and economic environment by perpetuating the
‘mystifications, myths and cover-ups’ critical to the continuance of the existing or-

ganisation structure (Boyd and Crowson, 1981:345). -

. However, a critical theory approach to educational administration would concem
itself with indicaiing how organisational power is developed, perpetuated and trans-
formed rather than with superficial, technical and maintenance concems. Thus or-
ganisational members would be offered an opportunity to develop a critical awareness
and historical perspective of their organisation so that they may free themseives from
the legimating ideologies which mask understanding and prevent change. In such an
approach the structures of educational organisations, while often having questionable

social and human consequences would not be viewed as ‘neutral and inevitable
entities. but that S .
they would be seen as historically constituted; humanly. derived institutions:

always subject to analysis and reformulation; individuals would be seen as

active participants in the process nf constructing ard modifyingt . ‘se institutions.
oo : _____ Denhardt, 1981a:73).
- A critical theory of administration is concerned with social and political values which
helps_administrators- to decide on the standards; interests and_directions that the
organisation should take. Thus the administrator should be concerned not with cer-
tainty but with possibilities. Goals and statements cannot be taken as ‘givens’ but as
constraints within which the administrator works (Perrow, 1982). These should be

viewed as everyday practical, political. problems which have to be developed, re-

interpreted, constantly re-evaluated and transformed: Consequently the organisation
of teachers, students and parents to the various possibilities available is a central
political activity of the educational administrator. But to facilitate the dialogue between
the members of the organisation-administrators have to ensure the adequacy; legit-

imacy nd openness of the way they communicate. -~ -~ - - - -
Habermas (1979) has pointed to the contradiction that lies between the distorted

and disabling communicative power of undemocratic organisations and the collective

enablingpower of democratic open criticism, understanding and collaborative con-

sensus. The concept of diStorted communications suggests that many organisations
actually operate in-this vein, veiling power, obscuring issues, manipulating trust and
consent, twisting. the_available- knowledge- and limiting-possibilities. Thus a central
thrust of educational administrators should be to correct these unnecessary, disabling
distortions; which often reflect the interests of the admiinistrator and powerful interests,
rather than those of all organisation members._ ________ ... . =
_ldeal communications entail an all pervasive democratic interaction. Inequalities

of power and status are openly debated and argued while the dominant, legitimating
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beliefs, rationalities and ideologies are laid bare and continually criticised. For Hab-
ermas arguss that through ideal communications, undistorted by unequal power and

domination, emancipation leading to the well being of all members might be achieved.

AsForester (1981)putsrt :
Emanctpabon -must-be mbmateiy tned to practnce overcommg those dlstomons
of communications shaping our knowledge of one another, ourselves, our possi-
bilities — including feasibilities and strategies. Working to spread responsibility,

to.foster possibilities_of_political criticism-and discourse, to- democratize in ac-

tuallty the critical practice of questioning practical poszbumes of action links

the vision of critique; yet to be embodied in the acts of questioning; to concrete
everyday activities of emancipatory practice.

(Forester 1981 193)
/EoLHabermas idaal mmmuméahve actnons are socaal mteraehons co-ordmaled

through the co-operative achievements of understanding among the members of an

organisation. in communicative action ‘participants are not orientated primarily to their
own success but to the realisation of an agreement which is the condition under which
all participants in the interaction may pursue their own plans' (Habermas, 1982:264).
Consequently all members of an organisation should have the opportunity to speak
out and criticise tihe arguments of other-members. In doing this they all-should have
an equal opportunity tc make known their attitides, fee lmgs, intentions, interests and

Table 1 Administrative Dlstorﬂons of COmmunIcatlon
_Norms of Pragmatic Communication L
Legttlmacy Truth

Practical ‘avel Gomprehensabllltv Slncenty
Face 1o face lack of sense. @7, meaning out misinformation
ambaguity. ingincenty of context
L contusion
v ‘What?' ‘Can | trust lbem? Is tru right?” I8 tus true?’
gani parent and thetoncal unresponsiva- information
(eg.. schox public exclu roassUrances: nass: withheld:
St mon by jargon expression of asvertion of responsibiity
M’ii"v 7 7 the w' 77777 lalueovwwfiin ratonal S8 obscurad:
omcuban hiding motivas tions: rieads iis-
changes) professional represented
dominance _
Resporse: “Whal doos trs San we irust s the change p—
mean? ang "Tsimaa‘)
Political- mysm.canon tack. ot pohcy possib-
aconomic complexity tation of the accountabiity: iiites
siructure public good lagtimation abaciied.
by kine-not by withheid or
active ;Jamc rmyoprasomed:
ipation ideciogy as
private enter-
pnse s
atways
emnem
Response’ Do you. think ‘That's thew "Who are they ‘What they
they understand hne.’ to say” never tell Gs
whiat that about 1s . . .
means?’

adapled from Forester; 1980.280



motrves while hayrng equal rights to |ssize orders and requrre tlie;usnﬁpatron of ac'rons

and decisions of others (Habermas, 1979), Thus the goal of critical. theory.is . fife

free from unnecessary domination in whatever form and which shouid be implicit in

every actolcommunication, Individual emancipation is achieved through coliaboration;

sharing knowledgefreachmg agreement through reciprocal ur.derstandmg within a

common accord and motaal trust... .. -

- In an interesting exercise which can be_ adap!ed tq eddc’atz'"\al admmrstratlon

Forester (1980) has tabulated how members of _an_organisation-may-experierice
distortions of communication. These distortions may come  about through the violation

of Habermas' (1979) four nonns of ‘universal pragmatics’ or pragmatic guides and

standards for practice. In administrative terms these would be: is the administrator's
communication comprehensrbfe" Is the administrator's communication offered sin-

cerely? Is the administrator's communication Iegmmate" and Is the administrator's

communication true ? S
- However, such distortions of commaunication can be. rectrﬁed so. thatfany !orms of

~omination are removed and a non-coercive dialogue of communication_develops

where the welfare and interests of all participants is understood and recognised: Such

an dndistonednommumcauon situation may develop by correctmg any distortions as

the following table suggests.. . ... ..

. The |mplucations inherent _in_ tha oﬁercvmmg o! any admlmstratrve dlstomons of

communication are that educational administrators need not only- techrical adminis-

trative skills but also political and social skills demanded by the_environmentai pres-
sures impinging on the organisation. Consequently, the educational administrator
needs firstly, to combine and-integrate technical skills with open; democratic pamci-
pation; secondly to.use- and develop community skills and-resources rather than pre-

empt them,; thirdly, to harbour the growth and support of diverse interest groups who

may incorporate a critical element into decision making processes and lastly, to be
aware of the larger structural and social.changss iaking place at the international and

national level which when manifest at the local, practical level_may._ affect claims of
iegitirmacy and-truth. In this way a critical social theory of educational administration

recognises that education organisations must be viewed not as mere technical systems

but as settings where people engage in communicative interaction. However; freedom
from domination,. deception and maripulation will come from-ideal or undistorted

communication in_organisations. as true_personal- reflection and -autonomous action

develop when all distorted communications at both the individual and -organisational

level are corrected. For only then ‘in self-refiection knowledge for the sake of knowl-

edge attains congruence with the interest in autonomy and responsrbmty (Habermas;
1971b:314).

_Habermas conceives - cntncal soccal theory as a way of achoevmg emancupatron

through critical self-reflection. Consequently, only in-an emancipated society, whose

members’ autonomy and responsibility had beeru;ealssedwoul’d communication have

developed into a non-authoritarian and universally practised. dialogue (1971b:314).

Through perceiving and analysing distorted communication critical theory points the
way-to escape technocratic domination and control through the reinstitation of reason:

Such a self-formative process is marked

by stages of reflection through wblcmbe dogmatrc character ol surpassed forms

of domination and ideologies are dispelled, the pressure of the institutional

framework is sublimated; and communicative actionis set free as communicative

action. The goal of this development is thereby anticipated; the_organisation

of society linked to decision-making processes on the bases of dlséussmn free

from domination.
(Habermas 1971b 55).
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Table 2 Overcoming Administrative Distortions of Communication

L I __Distortion Type _ oo
Practical Level Comprehensibility Smcemy I:égmmacy Truth
Facs o 15ca roveig recking dowrrig chacking
meaning intentions rotes and evidence
= contoxts
Response: ‘What '656: IS that meant™ ‘i don't need 4 check to
that mean?’ 10 accept that se0 f this is
. Lo really irve
Organisational making utiksing
decimons. independent/
patory —
irvoving all third party
afrected expartise
persons
Response: What is the ‘Chiock the
poaion of the data and
T N A ‘r! 7. y
rdgiona; board responses 10
and union on soe d thus
this? posttion is
really
comeci-
Powtical- demystification exposing democratining institution-
economic counter-skills unexpressed the state; Bhsing
Structons inierests pokticisng debae,
planning political
_ cribcisi
Aesponse: “In simple “Without ‘Democratising
language &1 potical inquiry:
this means is prossure, the politicising
that . . bursaucracy adminisiration
witl continue We have to
1o serve show what can
fivolt - - be done_hers.

] adapted from Forester 1980:281
Th1s sectlon has exammed howmucal socnal theory m.ghtbe related to the p[actgce

of educational administration. In particular, it has examined Habermas’ contribution

to this debate. From this position an attempt has been made to find a way of locking
at educational administration and identifying any ir-stances of domination; mampgmm

and deception as distorted communication by indicating their deviation from normai
or undistorted communication and their consequent contradictions.

Eoncluslon

In ¢ictoria the changeotgbvemment m 1982 h’as marked -a slnght but sngnmcant shm

away from a_centralised_management of top down control envisaged in the P.A.

Report (Education Bepanmem of Victoria, 1981) to a bottom-up democratic decision

making structure embodied in Labor Party policy. The rejection of the P.A, Report

meant /aiso a rejection of the scientific manageinent approach to educational admin-
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communications which reduced the power of parents, students and teachers and
Centralised it in. the Minister. Consequently,- the decision making processes were
unequal; non-representative and subject to Ministerial jurisdiction. - -

In contrast the presert Govemment_has_made. a move toward an- ideal com-
Munication structure. In this administrative structure -educational organisations-are
seen as democratic not autocratic. Decision making consequently becomes collab-
orative and public with maximum participation; independent of direct Ministerial control
and ‘ree of domination. This acknowledges that all members of the educational polity
have a right to share in the formulation of decisions which may have a profound sffect
on them. Such a process may involve senior administrators viewing their position from

a.different perspective; where all participants have a genuine symmetry. Now, as
Maddocksputsit. . =~ = = ) L o
the prir.cipal will be a facilitater and a mediator, expertin examining and claritying

issues, resolving problems through frank discussion with opposing parties: lead-
ing to negotiated decision-making on matters affecting the work of students.

teachers, parents and members of council. oot
S . (19823).
Thus ideal communication incorporating a democratic mode of decision-making

should involve all interested parties especially those who are immediately going to
be affected by any decisions. As these negotiations must necessarily invoive frank
and open discussion of the matters at hand, any decisions democratically arrived at

must be accepted by all participants.in_the decision making process to ensure their
SQ"StaCtOW and Speedy implementation. LTI TT T T T :
- Thiis paper has examined the effects of scientific management on both subsequent

managoment techniques and the administration of schools. i has argued that while

certain practices. have been discontinued, the ideology underpinning Taylorism stil
is the dominant force in administration today. Administrative practices are still con-
sidered in ‘neutral’; ‘objective’ terms requiring "scientific’ quantification for a technical
§°|gt'°n - - _ O T T TTUIIIT DDl D
- Such processes have been eamestly taken up by educational administrators during

the present poor economic: circumstances, Educationalists have looked to increasing

cost efficiency; accountablity and staff-rationalisation in an attempt to_achieve_the
desired economic outcomes. For many the main quest is to tie education more.closely
fo the practices and structures of the corporate sector regardless of the continuing
stratification and inequalities that exist. For these are techiical prmblems which ignore
the power reiationship; class structure and legitimating ideologies that form the covert
mechanisms of organisations. Hopetully, such factors will replace considerations of

efiiciency and best methods in a critical social theory of organisations which perhaps
incipiently has started to be implemented in Victoria.
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