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PREFAC

one fall day in 1982, Earle Newton and I met for lunch with Robin Farquhar,
president of C.C.E.A. (Commonwealth Councili for Educational Administrators); to
discuss . an idea we had. .. At the time; I was. an Associate Professor of

Educational Administration at the University of Manitoba, struggling to create a

special proyram in Educational Administration for students from developing

areas. - FEarle .was Senior :Tecturer- in Educational Administration at the
University of the West Indies, on  leave. for the year. to research at the

University of Manitoba and was Strbggllng to put together a research endevour in

the area of educational administration in developing areas. Both of s had done
international searches on the topic and both of us had reached the same
conclusion; we desperately needed some contemporary attention to the subject of

educatioral administration. in developing areas; and we needed this attention in

written form so it could be used for future instructional purnoses. Our

soiutron to thlS lacunae of 'thought pleces' on the toplc of Aeducatlonal

The . Barbados symp051um occured in much the same shape as. we proposed to Robln

that fall day in 1982. The symposium became a joint venture between CCEA and
CARSEA,; the Barbados based Caribbean Society for the Study of Educational
édmlnlstratlon, with substantial funding fraom the Commonwealth Foundation, the

Caribbean Community  (CARICOM) and_the Canadian International Development Agency

(CIDA). The theme/title for the symposium became "The Professional Preparation

and Development of Educational Administrators in Developing Areas: The

Carlbbean.V Farle assumed responsipility as co-ordinator of the symposium and
was supported by the Barbados based CARSEA group.

The symp051um had three major objectlves-

1. 1dent1fy and . dlscuss iSSues related to._ theory, _research and pract:se of

educational administration in developing areas generaliy and ' ‘e Commoriwealth

Caribbean specifically; as these issues apply to the professicnal preparation

and development of school admitiistrators in the Commonwealth Caribbearn.

2. provide a forwn for the ccllection and analy51s of 2 selection of pecrally

written resource materials addressing research, theory and prore5a10nal

preparation and development in educational administration ir developing
areas.

3. provide a foundation and direction for future educational research and

cooperative ventures_in this field between Cammonwealth Caribbean; Canadz and

other Cormonwealth nations:

Selected 'experts' were invited to present a discussion papsr on a topic. that we
chose for -theii.. It was intended that they would also react to each others

papers. We believe that the list of symposium. presenters is representative of

the best commonwealth scholars on the topic of educational administration in
developing areas. Their efforts for the symposium, presented here in written
form, represent a seminal collection of analyses that will be of use to
teachers, scholars and practltloners as they grapple with the complexities of

&ducation and administration in developing contexts.
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Due to space llmltatlon, the reactions to each paper are not reproduced in thls
document. Earle and I have copies of Leactlon papers and would be glad to
provide copies as reques:ed, at the cost of photocoay reproduction. Simiiarly;

additional copies of the symposium proceedings are wwailable at reproduction
cost from either of us.

The papers. have been reproduced as prezented at the symposium, with only minor
editorial changes as required for consrstency& However, the order of the papers

has been changed to reflect more closely the. organization of the symposium
aroumd three themes: Educa;;onal77r£m;n;strat19n in. Geno;alr Educatlonal
AdminiStration in Devélopirg Third vorld Areas; Edvicational Administration in
the Caribbean.

It is hoped that the issues raised in the Symposium papers will provide an
ongoing agenda and focus for local Jrcas such as CARSEA to orgahize their own
profassional discussions, professional development, research and >ther ventures
related to the training and deveiopmenc of aducat.»nalt administrators in Third
World locations.

David G. Marshall, Ph.D.

Dean.

Faculty of Education

Nipissing University College

North Bay, Qutario

Canada
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Mr: Chairman; Pro-Vice Chancellor; Vice-Dean, delegates; ladies and

gentienenf

It is indeed a pleasure for me to be here this morning to participate in
what I think is a rmost timely and important Conference _for education administrators
in the Carlbbean. _6n _behalf of the Government let me. j in in the welcome already

extended to our visitors.. I know. that the Heywoods Hollday Resort is a most alluring
spot - certa1nly for real relaxatlon - and occasionally for serious work too; it is

yours to enjoy to the fullest this week.

o The notion of_ the . "Caribbean at the Crossroads and its. xmpixcatlons for
education” is one that iras exercised and excited the minds of pollcy makers in this

region for a long time.

As far back as July 1979; in ZLondon; a_ g;oup _of Senior Commonwealth

Educatlon officials acknowiedged that _educational problems were no less urgent than

economic ones. They emphasized that the Eighth Commonwealth Education Conference of
Ministers should consider proposals for implementation rather than continue to dwell
on identification of issues. The Ministers at that Conference in Sri Lanka in 1981,

took _the _view that managers of = the education_ _system _should be_ sensitive _to

development,, pubilc economy, effectiveness and cost benefit. Subsequently, two
regional conferences for senior administrators have examlned the era of "Management
for Change" and proposals for a regional course in administration. An now happily,
thlS Conference 1s focu51ng attentlon on the toplc of "preparatlon for Management“'-

came under scrutlny at the recently concluded CARICOM Heads of Government meet1ng in
Barbados. _ The._ Communlque,ASSued at _the _end of that meeting recognized the fact that

the summit came at a tIme when the economic probiems besetting .the region were

reaching the point of genuine crisis. Polntlng the way. to p051t1ve action, the
consensus document (the Barbados Consensus) as it was called .underlined the need for
the promotion of "structural adjustment, accelerated. develop,ent and regional

integration among CARICOM_countries.” _The sharp awareness of. needsp 1mpixed that

important elements of the strategy for economic revitalization of the Caribbean, such
as stroeng, local  and reglonal management skllls, technology and entrepreneurship,
were lacking in the region. These matters were consSidered of crucial importance if

the territories in the Caribbean were to make the transiticn from "dependence on_a
few traditional lines of production;” to a diversified economic structure capable of

participating in a highly competitive world.

I have drawn heavily on thé CARICOM Communigueé and the Barbados
Consensus, if only because the problems which are seen to be in need of redress have

been thoroughly enunciated: _ . ____ Lo o

(i) the need for sound national economic management and sensible development

~ policies;
{1i) provision of adequate 1nfrastructU'e and supportlng services
(iii) the improvement of the guality of human resources_to. ;ncrease productivity and

produce a more egquitable distribution of wealth and income; and

{(1v) adequate . mobilization and avallablllty of capltal to qenerate all round
employment.

o f)
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In _the CarJ.bbean reg:Lon I think we are under no _illusion that _we _can

Survive .on . our . own. _that our. outlook for rapid development is gIamourous*
Individual Véouernments therefore in planning and implementing their development
policies, have to make crit 1cal choices, having regard to the reality of the
international economic,; socio-political environment and its adverse effects_which_are

keenly_ felt in_the . reglon. __We are all famiiiar with the. catalogue of impediments

associated with this sitwation, It includes the braindrain from developing to
developed countries, inflation and recession, unemployment problems and growing debt
repayment dlfflcultles. Also societal problems of drug abuse, increasing intolerance

in society; population challenges,”degratatlon of the patural dnvxronmenthwand the

heavy and sudden impact of mass communication; information and knowledge on countries

which are unprepared. But what occasions the greatest cause for . concern 1is that the
majority of persons intimately affected are young and Hhave passed through our formal

educational system.

of the West Ind1es,1n earllest t1mes., The main comfion features wh1ch he identified

then were basically the English Language _as the medium _ of _expression; a _common

heritage of servitude and. slavery,,the soo;o—economrc d1sadvantages of a one-crop

economy; a mixed cuiturai and ethnic herItage and contlnuous polltlcal ties with one
main European country. Uneven distribution of wealth was very evidernt, Along with
these common features were some differences of a physical, economic; cultural
religious and social nature. _ It is also significant that a review of education in

the early years._ maxnly through a series of -reports focussed as follows: o
(1) The Keenan Report of 1869 reinforced Ly the Mitchinson Report of 1895 stressed
the need for compulsory edication, upgrading of management of schools, need
for 'female education'; the 1insistence on good primary education, with

1ncreased supply of_ books _and. ;mprovement on the teachlng of readlng. The

struggle then as now was between economy and efficiency and the same

.. contestant always seemed to win. ) - )
(ii) The Marriot Mayhew Commission of 1931-32 reported aong other things on
secondary education. and_ vocational _training _in relation__to _the .economic;

industrial_and profescional conditicns and needs. In effect the report was
termed "modern”.

The problems identified raised somethlng of a dilemma for educaitonal

pOllcy makers in the cCaribbean.,  Looking back to_the early 1960's we saw a sense. of

complacency Aand, shared _the feeilng that all was well with education. In come

Caribbean countrIes ~during this same perlod we w1tnessed -a fair. degree of
experimentation in strateglc areas of curriculum, training, hlgher educatlon ana
social welfare. By the 1970's policy makers and _educational_ administrators

recognised the need to examine closely the gqualitative aspects of educatlon to ensure

that the output from the improved physical facilities was geared to meet the demands

and expectatxons of a modernising society. AlthOugh the provision of educatlon has
made;gret strldes since the reports referred to and especially within the last two
decades, the present socio-economic conditions make it incumbent on educational

planners_ to review their achievements. . Despite the fact that in many Caribbean

countries the largest percentage . of the national budget stlll goes to educatlon
technxcal and vocational training fac1llt1es are far from adequate espec1ally in the
various fields of applled science and technology where computed studies and business
studies now add new dimensions. Attention must be paid to the increasing need for

para-professionals at all levels and management skills are in scarce supply.

10
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Plannlng is the key instrumént in thé 1mplementatlon of ndueational

management tools capable of deallng thh the compiexxty of the tasks thch have to be

accompixshed? Traditional management is deflclent in two respects - that of its

tools and that of the style of th1nk1ng. In former t1mes systems of educatlon

education in an env1ronment which changes with unpreceden;ed speed. It is 1mperat1ve

that we 1identify our AijeCtIVBS and review tradltIonaI methods, technlques and

traInIng. The quailty of managemEnt upon Whlch the progress of education as a major
field of social activity depends heavily is of vital importance, All countries of
the Caribbean need to strengthen the departments responsible for _educational

management, = This hlghllghts, the 1importance and need  for _researcn because the

meroved quailty which 1is. essentlal can hardiy be achIeved without relevant stud1es

on the various aspects of management and exchange of 1nformatlon in order to keep
abreast of currernit  thinking., The plannér should be careflu not to overlook the
intér-relatedness of education with all sphere of society.

The 1ife§icea5ie role of the famxiy in education is crucial. -Almost all
cultures in the world recognise the family unit as the foremost and most influential
of educational agencies. It should provide the earliest tez2chings on social

relationships, roles, moral sense,; communlty awaren=ss and mutual rrspect. _At the

same time the constraints of modern economic conditions compei parents to devote more

time_ to work at the experse of looking after their children. Pparents should not

abdicate thexr responsxblllty within the educational svstem. In the 1life~long
process lead1ng to adulthood not ony teachers, parents, relatlves, the Church ana the

Parents _by_ example or . 1ndu1gence,,advocates of the 2urmlsSIve soclety, thoue who

profit from the sate of drugs that are destroylng the body and soul of our younc*

people - these too are educators.

Whatever technical skills and _advanced knowiedge are built into our
educattonal,system,”the future for our peopie wlii be dim unless the v1tal attriputes

of character deveiopment and de51rable work att1tudes are 1nculcated. We are not

our youth. 1f those who manage cducatxon _now do .-not exercise v1gIIance and adhere to

the finer attributes of. qnailty living, ourpeople W1ll inherit a devastating legacy

of low product1v1ty, wasted potential and personal discontent. Coupled with the

empha51s on -character development is the challenge for the educational system to

provide facilities for training in the difficult but realistic choice of a career. I

describe it as realistic since there must be guidance towards the careers for which

persons are best suited.:

and technology.,‘Le;sure _has _ to_be percelved in an educatIonal and cultural context;

_Yonger can it be treated as a haphazard activity. Earlv in the life of the

student there must be adequate plannlng in.- school programmes to cultivate and develop

fully a spirit of balance and harmony in life tnrough meaningful act1v1ty on the one

hand and wuseful leisure pursuits _on _the other.. Programmes of this kind will

certainly tend to mitigate the. growlng danger of dIsaffectlon and 1nd1ffezence among

some students who complain of the irrelevance of the present education system.

et
et
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fhat the rqpxd hanges brought about by the economic, techuologlcal and social

in the wider world, are affecting even the smallest islands_ among uss

progress
Therefore, one of thé main educatlonal challenges is to ensure that educational

programmes reflect that awareness and prepare our children to assume their roles as
responsible adultss

The leadershlp role in education 1nvolves such a variety of sk:iis tbat

unless there is concentration on a well-devised _programme of traxn:hg for rhat role,

1t will be _ 1mpo;51ble __to achieve any ‘apprec1abie measure ofrfefF1c1ency.

Administrators in education share with all managers an increasingly difficult task.

The conflrct of authoritarlan leadershlp of the past aad democratic leadership must

constantly be resolved. Mangers have to cope with lndlscxplmeF ixcence, tack of

comitment and 1in some cases_irresponsibility and novel employer-employee

relatlonshlps,,,in cth chahged environment. it is therefore incumbent on persons in

1n_our. ﬁéQﬂ"‘,;ch, our. plans for *he future wxll be the amalgam of our proaecclons

and. experxments. Adequate answers to our educational or Social problems do norw
reside within the boundaries of any on2 country; thére is therefore more than encugh
justification for a sSymposium Suchb as this.

.. _I_hope . that you will have a week of successful exchange of ideas and
arrive at a consensus which will make for the r- "isation of thé educatioral goals
and aspirations of our Caribbean people.

I now have much pleasure 1in decIarIug your Conference opé€n.

O

RIC

Aruitoxt provided by Eic:



I. EDUCATIONAL ADMINISTRATION IN GENERAL

13




EDUCATICON AND DEPENDENCE:
IMPLICATIONS FOR EDUCATIONAL ADMINISTRATION

IN LATIN AMERICA AND THE CARIBBEAN

by

Inter-american Society
for Educational Administration
Brazil




Abds‘ract

Using the phenomenon of dependence as the analytical vectcr, this pa :¢ examines
the reciprocal limitation between education and society 1in 1light of the
recipreocal limitation between dominant soc1ety and dependent society in the
context of international relations.  Different perspectives for the study of the

phenomenon of -dependence . are presented with partlcuiar empriasis. ot ~the
perspective of the domlnant and the dependent sucleties. ”ubsequently; it is
demonstrated how the phenomenon osf educational dependence in the specific
professional field of educational administration manifests itcelf in historical
terms; and its consequen:es are dxscussed., Firally, there ic a reflection upon

the roIe which comparativz educatxon can and should play in Latin America and in
dependentfcountrles in general through its conscious and concrete insertion into
the glcbal process of overcoming the situation of international dependence.

B 71

This paper starts from a fundamental premise and a defined analytical
perspective, implying a concrete intellectual commitment. It starts from the

premise that it is on*y posslble to examine the theme "education and dependence"
adequately w1th1n the context of . the global sociai process in whlch dependence
1s exerted and education 1is practlsed. This premise implies an understanding of
the pbwér of reciprocal iimitation between education and society in the context

of the power of reciprocal limitation between. dependent society .and dominant

soc1ety. Thls affxrmatxon suggests the ex1stence ot a cIose assocxatIon between

and regulates the relatlons among natlons, organlzatlons, social classes and

individuals. However, by using dependence as the analytical vector for the
comparative study of education. in. _the . internitional context; the concept of

dependence refers essentially to the structural relations among nations and to
its internal effects within nations.

The phenomenon of dependence can be analyzed in diverse manners, bath from the

perspective of dominant countries and from that of dependent countries. In this

paper, educational dependence is examlned from the perspective of the dependent
society eoncelved as the Hhistorical product of the dlalectlcal relatlonshlp
between domination and dependence. This perspective implies a critical and
aatochthonous intellectual stance; the basis upon whicn one assumes a. concrete
commitment. This commitment 1mp11es deflnltlon, expianatlon and the meetlng of
the economic, political and cultural needs and aspirations of the dependent
society. - In this essay,  the nations of Latin America and the Caribbean are
considered typical examples of dependent societies within the context of
international relations;

bt
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Using the phenomenon of dependence as the vector of analysis, the objective of
this paper 1s to examine the role of comparative education from the perspective

of the dependent society. The paper starts with an initial introduction to some
theories of dependence; their perspectlves and protagonlsts, hlghirghtlngrthe

orlgrnai contr:butlons to Latin America and the Carirpean. Based on this
Introductlon to the socioloqy of dependence, the paper goes on to address a
partial review of the literature dealing with the prcblem of dependence 1in
education Gith its effects upon the professional field = of educational

administration _Latin America and the Caribbean: It concludes with a

refiectlon upon the role which comparati- e educatIon can play in Latln America
and in dependent countries 1in general, through i1ts conscious and coricrete
insertion into *rhe global process of overcoming the cond1tlon of dependence.1

For more than a century, thé phenomenon of dependence has been a subject of
study of the social sciences._ It has attracted increasin¢ interest in both the

rich and poor natlons or the socialist bloc, the capItail r worid and countries
marked by mrxed economIes. As a consequence of the muit*pllcltv of interests
thatr hayei heen created, it has become difficult to formulate a universally
accepted definition of dependence. The fact is that definitions and concepts on
the topic vary widely and may sometimes be contradictory:. The hypcthesis of

Ianni,; for example, is illustrative as he expresses hImself as follows with

regard to double euphemism in the use of the concept of dependencve in Latin
America:

For the. Marxlsts, it wouid be seen as.a semantic

recourse to be utilized (in universities, publishing
companles, magazines and newspapears) in the discussion
and study of the problem of imperialism. For the ncn-

Marxists_the. concept of dependence would be a new and

couspicuous semantic alternative that is not

prothIted in the discussion and study of the external
"obstacles" or "marks" of the stagnation or d1stortlon
of the capitalist development of Latin America.Z2

For the purposes of this paper, the meanan of dependence will be restrlcted to
two perspectlves- the perspective of the dominant society and the perspective of
the dependent society. The former iS eurocentrist and North-American while the

latter has been most intensely developed in Latin America. With these two

opposing perspect;ves in mind; reference will be made to some of the important

contributions of specialized literature w1th the aim of facllitatlng the study
of the role of educatlon in the context of international relations among nations
and théir effects within dependent nations.
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The_Perspective of the Dominant. Society

are two. ma]or éﬁidellnes- that of tne Marxtsts and that of the ilberals. Though

confixctlng among themselves, both examine dependence in a unidirectional sense

from the perspective of the dotinarnt Society.

The f1rst _theoretical proposltlon on the phenomenon of dependence was formuiated

by Marx in his. economic analyslc h1story,rone >f the greatest contrlbutlons

of his poiItIcaI economy.3 In & . historical vision, the notion of dependence
was considered a methodological 1mp031t10n to forecast the structural crises of
the capitalist world. He denounced the contradictions and conflicts inherent in

the accumulation of capital at the cost of low. ches for labor rendered. This

conflict between capital and labor reflects an unequal system of relations

between the owners of capitar and workers, between appropriators and the
expropriated, whether they be countries, organizations, social classes or
individuals.

The. thesis of Marx; that capxtallst 1mperiallsm is the cause of dependence, was

echoed an lnterpreted many times in -he West and in Eastern Europe as in
Lenin's theory of 1mper1al1sm4 and thé reinterpretation of Luxemburg.> Thase
classical theories of imperialism wutilize the perspectlve of the dominant

society as their starting point to expialn the situnation of economic, polrrlcai

and. cultural deperdence in which the dependent countries find themselves. 1In

theilr critique of cap-talism as 7the cause of dependence among and within

nations, Marx and Engels, Lenin and Luxemburg, and their interpreters considexr
Marxism as the general theory of emancipation from the situation of dependence.

However, the _1deal of emancxpatxon espoused by Marxism has yet to take concrete

form Inr dependent countries. This lack of empirical evidence stands as a
chaiIenge to the validlty of Marxist theory as an analytical framework for

explaining dependence and as a praxeological proposal for overcoming the
condition of dependence in countries now characterized as dependent.

Nevertheiess, Marxlsm 1s not the only theoretlcal guldellne for the examination
of the phenomenon of dependence from the perspective of the dominant society.
The second theoretical guideline; in conflict with the Marxist orlentatlon, is

positivistic and evolutlonary in 1nsp1rat10n. Instead of seeklng its initial
theoretical elements. in Marx and Engeis, it resorts to Comete and Spencer 6

Instead of adoptrng revolutionary transformatlon as the strategy to be used in

overcoming the condition of dependence, it adopts peaceful evolutlon,,order and

progress. This liberal idealism of the Western world gave rise to many of the

theories of _the socxology of deveiopment, which has been in vogue in Europe

and the United States in the wake of World War II and inspired studies of the

dependent nations, then often designated as underdeveloped, developing; in the
process of development, backward, emerging, transitional; of the Third wWorlgd,

relatively less developed, and other simmilar classifications.
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There are innumerable . deveiopmental theorIes that attempt to descrlbe and

explain the situation of dependence while proposing strategies for overcoming
it. Although this could be amplified, ornly some of the theoretical efforts that
have been made will be referrsd to, such as: Rostow's theory of development
étégéé,7 the theory of entrepreneurial motivation at the core of underdeveioped

countries . advanced by. Mcelellannd 8 Riggs' transitional theory of the prismatic
society;? Eisenstadts's = evolutionary theory of differentiation and
integration, 19 Etzioni's theory of social 'ch"an'ge,11 and the theory of
modernization proposed by lerner.!'2 These are just a few of the many classical
theoretical contributions to the sociology of development used in Europe and the

United States as tools for the study of underdeveloped countries.

W1th1n Vthe framework of general théories of development, more spec1f1c
theoretical contributions were formulated for the. study of human organizations

and their administration. A case 1in_ point 1s . that of development

admlnxstrac1on, a theoretlcai contribution ccnceived 1n the United States after
World war II and applled to developlng countries 1irn the context of comparative
political theory.13 Another similar attempt, one characcerized by greater
explicative power; is the model of public administration advanced by Riggs as

part of his general theory of the prismatic socrety.14

In the couatext of the developmental moverent of the social sciences in Europe
and the United States after World War II; one should also cite the emphasis

given to governmental  planning and; consequently, to educational planning,

founded upon the prlnc1p1es of welfare economics and the economics of education.

As wlll be developed later, thls develoypmental orientation is evinced in the
prollferatlon of empirical studies and essays on the economic value of
eaucation, investment a d returns in the human being, the formatlon of human

capital; manpower tra'.ning and the preparation of human resources for

development and similar themes.

The concepts of the socioloyy of development reveal the evolutionary; neutral
and ahistoric character of _th: movement; which conceives . of the

underdevelopment/develooment process frcm the idealist perspective >f the

developed society. Accord:ng to th;s orientation, the situation of
dependence would be gradually attenuated as the underdeveloped societiss
would evolve through successive stages until reaching the situation. of

developed societies. The assumption of these theorles is that the stace of

development enjoyed by _ the developed societies is the standard state, the

ideal state of the developmental process.

States as eanalytical iastruments for the study of developlng nations are

everely challenged by the soc1ology recently advanced in dependent countr1es.

In facc, the sociological literature produrced in the last decades in denéndent
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countries, particularly in_ Latin America; 1insists that the liberal theorres of
Europe and the_ United States do not adequately explain the pheromenon of

dependence. To a lesser degree, these theories do not propose feasible

solutions for overcoming the situation of cependence. As 1in the case of the
Marxist .cornceptions of 1mper1allsm, the functionalist theories »f the. ;6eibloqy

of dévelopmént are unable to focus equately upon the spec1f1c reallty ot

today's dependent soc1ety., The problem is centered on the un1d1rectlonal

perspective and upon the unIversallst methodology adopted by both orientations.
Since both conceive their theories, methods and concepts from the perspective of
the dominant Society, they are deficient and limited in their attemp’s to.offer

a comprehensive explanation of the specific historical dynamics of the dependent

soc1ety.1,5 Frark's condemnation of the soclologlsts who apply pattern variables

and other classrcal concepts carelessly in the study of developing rations is

The Perspective of the Dependent SocIety

Assocxated WIthrthe groWInq bellef trat the general social theorles and methods
elaborated in. Europe and the United States are inadequate in their attempts to

explain the situation of dependence of the dependent natlons, there_has. been. an

increasing awareness of the nece331ty to formulate new concepts for the social

sclences,; SO _as to_ enable them to explain the reality of the dependent countries

and to propose solutlons for overcoming the condition of dependence. This
process of conceptual formulation was made operational through the adoption of a

new analytlcal perspective . opp031te to the one adopted by. tradltlonal Marxist

and liberal sociology. This. 1nversron of the anaiytlcai perspective gave rise

to_a daring theoretical movement in the social sciences, i.e., the theory of

dependence: Schrader elaborates the theory as "the declaration of independence
of Latin American sociology.!7"

As conceived in_ Latin Amerxca, the theory of dependence is 1dent1f1ed with a

type of . economIc, socIoiogIcal and polltlcal structuralism, It is concerned

with the structural relations thdat are at the roots of 1nequa11t1es among
nations and within nations. The theory of dependence explains the :ondition of

dependence from the perspective of the dependent socxety.r It is concerned with

the causes and consequences of the pIay of economic and political torces in

which allt the countries of the world part1c1pate. It reveals those who have
Influenced 1nternationallsm while denouncing the interests created in both the

dominant and dependent countries. New_ concepts and new anaiytlcal categorles

are created to define the social structures and processes w1'h enhanced
explicative. power, as domincnt/dependent,w petropolls/satellte,

center/periphery, oppressor/oppressed, invader/invaded, and other similar
classifications.

It is .in this soc1olog1ca1 and economic context that it becomes possible to
examxne spec1f1c soclal phenomena such as that of educatlon, its theory and
practice, pclicy and administration. Education has always been considered a
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valuable instrument in tke international and nationatl game of poner, per forming

specific roles pbased on the interests being sarved. For this reascn, education
is 51multaneously concelved of as an instrument of domination and liberation,
production and reproduction, dissolution and construction, maintenance and
change. In summary, if in the opinion of some education is a source of order
and progress; for others it is an instrument of conflict and transfcrmation,'8

As wrll be deveioped later, the theory of dependence prov1des a useful framework
for the Study of the contrad1ctor' roles of education in modern society.

Today; there exists a considerable amount of literature on. the theory of

dependence in Latin kmerxca. The movement has exerted s1gn1f1cant influence in

intellectual c1rcIes, Unlversltlés, governmental and inter-governmentzl
organizations, speclflcally in the Economic Commission for Latin America (ECLA),
a specialized agency of the United Nations_ Organlzatlon. _In this context it is

especially ciarifying to examine the economic writings based npon the theory of

dependence of Prebish, who has had a decisive inteilectual 1nflue1ce on ECLA's
studies,'® In Brazil, the conception and development of the theory of
dependence is hlghllghted by Cardoso's soclologlcal contribution, 20 Furtado's
economic theor1es,21 Ribeiro's anthropolgical studies,;22 and the educationatl
contribution of Freire23 and Berger.24

Cardoso, the most influential thirnker of the movement, argués=-in his
penetrating publication co-authored with F-alécto,25::that in_ the capitalist

populatlonal reposxtory nas faltlen to &Latin AmerIca, charac*erIzed by the

exploitation of priﬁary goods and the _reserve of territorial resources. These

polltlcal and ,economlc development of, Latin American countries. Today;

Cardoso's concepts of "center and periphery" are widely used to define the

contrast between  rich and poor nations, industrialized and agricultural

countries, creditors and debtors, importers and exporters of primary goods
versus exporters and -importers of the dominant valueés and the manufactured
products of the world system. An analysis of Cardoso's latest publications

shows that his theory of dependence has an essent:aliy soclo-polltlcai approach

seeking = to emphasize “the stru:tural bonds between the situation of

underdevelopment and the hegemonic ceriters of the central économiss, without
attributing to the latter the full determination of the. dynamics  of

déVéldpﬁéht.*ze These concepts suggest that the dependent—soczety is not a

mirror 1mage of the dominant socIety or, in other words; it is not

unidirectionally determined from the outside in. Much to the contrary, the
dependent society has its own specific dynamics resultlng from the relationship
between the reclprocal determination of the peripheral society and the central

society. Hence, the dependent society and the dominant socIety are constructed

dialecticallys As such, the derendent society can be conceived of as a

historical product of the dialec¢ical relatlonshlp betweéen domination and
dependence
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Furtado?’ postulates that the incorporation of Latin America into the
international division of labor led it to adopt a develcpment model based upon
the export of primary products that did not require structural cnanges in

socIety. In his view, the nature of dependent aqriculture and of the
exploitation >f mineral and forestry products fostered the appearance of a rigid
ciass structure that not even governments I =z aOClallst line have been able to
vrodify. Thus, a social structure designed to miintian domination, dependence
ana inequality consolidated its positions

Based on the premise that s~cial theories are historically ccuditioned, Ribeiro
tries to démonsStrate that the eurocentrist theories that assume a character of
general validity; _such__as orthodox _Marxism and _idealist pe .tivism, _are

inceyable of adeguately expiaznxng the dependent realiry of the nacicns of Latin

America: Based upon his findings, Ribeiro proposes in his book, Processo
CLvrllzatorlo,?g a new culturally oriented theoretical paradlgm founded ‘upon the
concepts of "historical updating" and "evalutionary acceleration." This

addresses the sociological discussion of the reciprocal relationship between the
central society and the peripheral society in light of the theory of dependence.

In the past decades, and more specifically since 1374, new proposals have been
preSented within the United Nations Orgdanization under the banner of a "New
International Economic OQOrder." Its aim 1is Bfkékiﬁg out of the circle of

dependence among the central and perxpheral countries or at ieast mxnxmlzxng its

effects. This new international order calls for cheaper loans and technical
assistance rendered to poor nations, the reformulations of the International

Monetary Fund so as to allow countries in need to participate effectively in the
Organization, a more equitable system of international tracde; the eradication of

proverty and illiteracy, and the economic sovereignty of all the nations of the

Thé concepcibn of thé "Ném Intérnétibn&l chndmic Order" wéé deciSiVély

dependence. Up to the present, the concrete resutts of the proposal of the "New
International Economic Order" are dlsmal and the outlook for the near future is
not encouraging. The failure of bilateral and multilateral meetings and
conferences; and the repeatedly frustrated initiatives of inter-governmental

organizations in the search for a mor: just international order are a clear

demonstration that the underdeveloped world is far from overcoming the situation
of international dependenc

Alongside the numerous followers and interpreters of the theory of dependence

there are now many critics who questxon its descr1pt1ve and anaiytlcal

possibilities: In his valuable review of the literature, Lynch30 shows that
criticisms come as much from dependency theorists who are seeking to deepen
their knowledge as from those who have not taken a position in favor of the

theory.  He _concludes  that although the theory of dependence may not be

necessary as a new dogma it challenges that sense of satisfaction that one may
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feel in the face of traditional sociological tneory, instead of reduc*ng its
analy51s to .the 1nternai si

-uation of the organizartions or countrles, the theory
of dependence erxamines their relations with the wider society and the consegquent
effects of this reciprocal relatlonshlp. Urdoubtedly, this is one of the major
contributions of the theory of dependence to contemporary social science:

However, according to  latin  American . social science, its most important

contribution_is the inversion of the analytlcal perspective in relatlcn to the

dominant SOClOlOgy of European and North~American origin. Based on this
original contrlbdtlon--ln the framework of the effort to construct a more
autonomous sociology in Latin  Amecica--this paper will now examine the

phenomenon of dependence in educatlon.

The Theory of Dependence in Education

It was in the lQSOé .that the  theory of dependence began to be applled to

education; in opposxtlon to the developmental pedagogy fostered by such

educational economists as Schultz, Becker, C.nison, Hansen, Mincer, Harbison,
Meyers, Dav1s, Bowmau and Anderson.31 As can be deduced from their technical
reports and specialized publications; these and other authors had considerable

influence on the programs of technicail cooperatlon in the area of educatIonal

planning sponsored by the international development agencies of the

industriaiized nations and by inter-governmental organizations,

dependence, a fact. which. demonstrates that the phenomenon is penetratlng 1ntc

all corners of the globe: It 1s occurring indepernderntly of the soclal and

politicail organlzatlon and is of iriterest as much to the underdeveloped

countrles as to *he developéd. one 1nd1cator of the 1m”ortance of the problem

nZtional  and lnternatlonal meetlngs and conferences of educators. _ A good

example 1s the Vth World Congress of Comparative Education h=ld in Paris in
1984 an event at which the phenomernion of edicational dependence was chosen as
the central theme. Debeauvais emphasized the _importance of . the theme. for

comparative education; particularly in the dependent countrles, by reiatlng its

relevance "to the fact that international sxchanges in the field of education

have never been so intense and diverse."32 He concluded that with the
lnten51f1cation of these exchanges, analy51s " Shows up the inequality in the
relationships as far as education is concerned and the domination--econumic,

technological and political--of the <Third World by the industrialized
nétions."33

In the United States the most imPoOrtant current dependency thesrists in
education, sSuch as CarnoyY and Levin; Bowles and Gintis, Apple and Wexier, ati

follow a neo-Marxist line, albeit with their own specific interpretations and;

consequentiy,r different contr1bur1ons. ~Carncy and Levin examine the

relationships betWeen capitalism, educational levels and ~lass.”’% carnoy is
particularly emphatic in his denunciation of cultural 1mper1a11=m35,exerted by

educational enterprises in dependent. countries through joint action, whether

conscious or unconscious; of the domlnatlng ellte of dominant countries and the

dominating elite of dominated countries since, Zetween thesSe two grodps, there
is a communion of interestS. Bowles and Cintis examine the relationstip between

education and labor as a phéﬁbméhoh associated to the theory of reproduction, 36
Apple bases his work on. Gramsci' concept of heqemony in order to study the

relationship between economic and cu'~ural dominatior thus demonstrating that

22
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the school is an agent of ideological hegemony, "selective tradition® and
"cultural incorporation, “37 wexler is concerned with the phenomenon of power

and how the schcol contributes to 1ts distribution and to the preservation of

existent inejualities;38

The most complete and comprehensive review of the scholarly writings on the
problem of dependence in the context of educational sociology has heen produced
by Karabel and Halsey who examine specialized literature on the theme from two
opposing perspectives: that of <the. functionalists and that. of the

dIaiectlclans.39 The functlonailsts descrxbe and accept the phenomenon of

1nev1table in the context of the relatlons among natlons, organlzatlons, soc1al
classes and individuals. On the other hand, the dialecticians denounce the

phenomenon of dependence; rebel against it and become politically involved in

the process of overccming the situation of dependence.

In Europe, popular contributions have been made by vanguard social scientists,

such as 'Althusser, Bourdieu and Passeron .in France,46 Berstein and Young in

Engiand 41 and Gramsci._in itaiy.42 Ali of them are neo—Marxxst thinkers with

the exception of Berstein who inherited his creative intellectual system
originally from Durkhelm. VHoweverl he tooc, though he does not explicate this,
has been influenced by the thought of Marx and Mead. _ These authors have

important influence in university circles in all parts of tne world. There are

1nd1catxons, however, that their initial theories have less influence todav than
they had ten years ago, perhaps by the fact that havlng fulfllled the1r ‘goal of
denouncing and explicating the role of reproductlon and domination played by the
school, they have not forwarded, as yet, sufficiently concrete proposals for
overcoming historically intrenched situations.

In Latin America, Freire and Berger hold outstanding positions due to their work
on edvcational dependence. O©One of Freire's most important contributions is his
interpretation of the power of economic and cultural domination exerted by

education, partlcularly through curricuilar content and teachlng methodoiogy. In

his book{ "Pedagogy of the Oppresseo "43 pe analyses the curriculum as an
instrument of oppression of the poor, demonstrating how it prepares the poor to
live in an orderly fashion under the banner of dependence. Although Freire's

analytical scope is essentially restricted to the school in the local conrext;

one can derive from his mental structure the existence of an International

pedagogy of_the,oppressed,tnat forms a basls for naticnal and local pedagogies.
In other words, would it not be true that the dependent and peripheral nations
are oppressed by a Universalist pedagogy that is conceived ancd exported by the

hegemonic centers of the world on the basis of their -economic. and political

interests? = If this is true; would it not also be true that comparative

educatlon has contr1buted in the szt, and would now be running the risk of
contributing 1in the future, ~to the transfer of ideas, principles and
methodologies from the developed North to the unaétaevelbpéa South? . Therefore;

what philosophy should guide the study of comparatlve educattion so that, instead

of strengthenlng the circle of dependence, it may be able to foster cultural
autonomy in the context of the global process of overcoming the state of

dependence?
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Another Latin Amerlcan dependency scholar in education 1s Berger whose thes1s on

Education and Dependence; 44  has enriched the international bibliography.

Berger's .work 1is marked by an incisive investigation of the Brazilian
educationatl system vxth speclal emphasls on the relation between society and
education in the global context that characterizes the dependent society. He

examlnes the concrete condltlons of the natlonal develooment process, and after

deives into a stady of its p0331b111t1es of overcoming the global situation of

dependence.

Schrader describes_ the _international. lmportance of Berger's work when he
includes it among the theoretical efforts almed at "the emancipation of Latin
American socloiogy ItseIf;"45 in the name of the theory of dependence. In the

light of the theoretical preciseneéss and empirical methodology that mark

Berger's work, Schrader emphasizes its comparative. potentxai, stating that it

could well serve "as an _important point of departure for analyses of comparable

phenomena in other socxet:es, 1nclud1ng a country such as the Federal Republic

of Germany, a nation that considers itself as dominant but which, in fact, 1is
aiso dependent, to a certain extent.," n46

Cne of the most valuable characterxsttcs of Berger 5 nork is the stance he

assumes as a researcher who considers hlmself in methodologlcal terms to be

"ergaged 1n the situation of dependence"' as a "member of the dependent society
to be analyzed."47 This explicit and inténtional stance implies "a scientific
critical behavior at once emanclpated ~and emanclpac1ng“ on the part of the

soclal scientist committed to. overcomIng sclentxflc 1mper1a11sm" through an

nteiiectual attltude and. systematlc practice.48 This &ttitude emphasizes "the

unigueness of thef structures, processes and relations"49 of the dependent

society, as opposed to the European and North-American theorxes and concepts

conceived to explain social phenomena that are historically different.

Educat:onai Admznxstrat;on,anduDependence-

The Latin American Case

It 1is clar1fy1ng to. note that the phenomenon cf dependence is spec1r1cally

evident in a professional field of study, such as educational administration,

and in a specific region, such as Latin America. Thé critical examination of

these manifestations and how they became reality leads to a reflection upon the
concrete implications of the situation of = dependence for the practical
activities of educators, and partrcuiariy those ~who  are responsible for

educational admlnlstratlon. In practical terms, what 1s the uytility of the
rheory of dependence for educational policy~makers and administrators? Is its

usefulness limited to denouncing the situation ot dependence. and 1dent1f'1ng its

causes and manifestations? Or does it provxde the theoretical and praxeologica.

elements that can be used by administrators to perfect their professional

performance? Flnally, yhat is the role of comparative education in the
dependent countries? How can comparative education collaborate .in the

overcoming of the situation of dependence, providing education in the dependent

counctries with greater cuitural and political autonomy?
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The manifestations of the problem of deperndence in educational administration in
Latin America and the Caribbean are évident. It is ehough to examine fhe

evolution of Latin American educational administrative thought to conciude that

to a great extent, the history_of schooI admInlstratlon in Lat;nﬂAmerlca is a
hlstory of cultural dependence,SO The fact is that up to the 1930s references
made to administration during the course of Latin American educational history

used the juridical approach inherited from Roman administrative. law._ _ The

theoretlcal framework of tnis penetratlng approach 1n educational administration

in colonial Latin America, as in the social sciences in general, was 1mported
from cont1nental Europe. This cultural dependence cn Europeé is evident in th

essentially discursive, normative and legalistic publications on educaticn. and
educational administration in the general context. of the social and Jurldlcai

sciences .of _the t1me. It is important to note here tiat the initial

admInIstratlve orientation of the Commonwealth Carlbbean nations 1is dlfferent
from that of the countries of Spanish and Portuguesé origii, becauseé of their

political and 3ur1d1cal 1nher-tance., Cultural Pependence,,though is. at the

generai.

Beginning in 1930, Latin AmMérican educational administration adopted the
business approdch, founded upon a combination of the economic rationalism of the

Industrial Revolution and the pedagogical pragmatism of the New 3chool: The

most. xnfkuentlal wr1t1ngs in public and educational admlnlstratton in Latln
Amerxca date to the business stage. The pre11m1nar1es of the busineéss approach
sought whole theoretical elements in Europe and, later, in the United States of
America. For this reason, the administrative theory of that period is primarily

based on _the classic principles of . management advanced by Fayoi in France,

Gulick and Urwick in Engiano, Weber in Germany and Taylor and his associates in
the United States.51 It was in this context, for instarnce, tiat the first
essays on School administration in Brazil appeared in the 1930s, authored by

Te1xe1ra,52 a figure strongly influenced by the padagoglca’rpragmatxsm of James

and Dewey; by Querino Ribeiro;33 a disciple of Fayol; and Carneiro Leac,>% who

adopted a more eclectic orientation. It was also in that phase that the first
study of Lourenco Fl’ho55 one should emphasize that the1r contribution to Latin
American pedagogical studies was not restricted to the pragmatic approach. Much

to the contrary, their pedagogical thought transcends. the borders of the

classical schools, floWIng into the area of the sociological orientation of

modern pedagogy and administratiomn.

Beginning with World war II, the behavioral approach came to the fore in Latin

American_ educational administraticn.  This was a new theoretical current that

or1g11ated in the United States as an aspect of  the human relations movement
developed under the leadershlp of Follat and Mayo and, later, through the
1nfluent1al work of Barnard and Simon, 56 35 can be deduced from the texts
translated into Portuguese and. spanls“57, and from the publlcatlons of the

behavioral and functionalist scholars that invaded Latin American literature, on

educational adminis<ration.

'A%}
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Finally, the sociological approach, conceived during the last decades under the

rnmitzal ieadersth of Guerreirc Ramos, 59 represented an attempt to concerve <f
an administrative theory Wlth;n the llmlts of Latin American reallty. HoweVer,
with the passing of time, this epproach was unable to resist the strengtl. of the
literature from the industrialized countries of the RNorth. This can be deduced
from the invasion of a number of theoretical movements, such as denelobﬁent

adﬁiniqtration,so management by objectives,;5' acministrative ecology; 62
1nst1tutlonal development,53rcontlnqency theory,64 and many others. All the
models were <conceived 1in industrialized nations and transferred to Latin
America, often with no critical evaluation.

Thls br1ef hlstorlcai rev1ew reveals that educatlonal admlnlstratIVe theory in
Latin America is based on the academic currents of Europe and. the United States.
There 1is an increasing awareness of this fact and its perva51ve consedquences in
today's Latin American intellectual circles which are engaged in the conception

of theories and solutions from the rerspective and within the limits of Latin

American reatlty.ss

Consequences of Educaticnal Dependence

A major pedagogxcal consequence of educatxonai dependence in Lat1n Amerlca and
the Caribbean 1is the inbred formalism born of centuries of European

domination. 66

Durlng the colonial times Spa:n, Portugai Great Brltaln and Europe, in generaI,

imposed much of their culture, and economic and political systems on Latin
Amerlca and the Carlbbean. Thls was followed by a groWing Rmerican influencé.

polltlcal 1nst1tutlons, 1nclud1ng the educatlonal 1nstxtutlon, shows that many

exogenous norms. and,*nstxtutrons were a551m11ated by the Latin American society,

then 1in its formative stages, tiirough a mimetic process of conscious or

unconsclousradaptatlon. Many other importeéd institutions, however, were never

incorporated into the Latin American nationalities and, consequently, are not

entirely followed 1in real iife: Prescribed formulas are 1gnored withr the

simultaneous adoption of substitute codes and alternate institutions of an

autochthonous character.67

this pheonmenon, when he dxscusses the discrepancy between the "procIaImed

values and the real values in Brazilian educational institutions,”"®8 an
enunciation. that was tested empirically in the study of the process of
implementation of the Law of Directives and Bases of National Education of 1961

in the secondary schools of Rio Grande do Sul; Brazi1:®2 Bastos Siiva joins

Teixeira and endorses his cr1t1cxsm of 1mported European ideals and solutlons

for Bra21ixan education. He ShOWS that for a long time educatlon in Bra21l was
an extention of the expanding European-Western culture since the nation was
growing on the periphery of that civilizatior without belng able to break out of

its prlmltlve colonial conditions’9 _With greater or lesser intensity this

phenomenon is noted in all Latin American countries.

26



Q

ERIC

Aruitoxt provided by Eic:

In his 1lucid study of the strateglc aspect _of _the phenomenan of depen

Guerreiro_ Ramso._ states that . 1ndepende1tly of its limitations the histc

educational formalism. 1n Brazil made a valuable contributton to the reduct
social r:Lg:Ld:Lty.71 E However, noLw1thstand1ng the relatively positive val
the past educational formalism in Brazil and Latin America in. genera15 the
a grow1ng _awareness_that _the current stage of. development demands an. educa

system that is more suited to the Latin Amerlcan reallty and character1<

greater cultural and pOlltlcal autonomy. ‘This awareness is evidernt among
American educators no matter what their guiding principles may be. In 196

example, Sucupira complained cof the Brazilian case,_ stating that "up .t

present; we have been unable to structure an educatlonal system in our .own

and likeness"” and recommending that "we must adjust the Brazilian educat
process to the total national process”, 72 some years later, Teixeira state

tadly._ transplanted at that--grafted from

anachronistic eiements. the Bra zilian educatxonal
system is, perhaps, the most serious case of
maladjustment between thé réal nation::marChing

educatlonal 1nst1tutlons Inherlted from a period

of mimesis and soc1al imitation and devoid of
autonomy ard authenticity. 73

The cr1t1c1sm sharpens _when Saviani goes sao far as. to deny_even the exister

a. Brazilian educational system*74 As wItnessed by his ertIngs, Chac

though contestlng Sav1anl 5 thesis, is one:of the most insistent defenders

Brazilian educational theory. Similar manifestations can be found in all ¢

nations of Latin America. It is in this spirit of cominitment to reality

this _paper_ concludes with_a_reflectiou_on. the role of comparative educati

the perspective of Latin American ecucation.

Conclusion: Tihe Role of Comparative Educational Admirnistration

Th;shpaperp,uslng the phenomenon of dependence as the. analytIcal vector

examined the rec1proca1 11m1tatxon between educatlon and. society in the co
of :the reciprocal limitation between the dominant soc1ety and the depe
society. It has examined the different perspectives for the study._ of

phenomenon _of dependence, and more specifically. the_ perspectlve of the dom

soc1et{ and the .perspective of the dependent soc1ety. - It has analyzed ho

phenomenon oif educa'lonal dependence manifests. itself 1n space and time i
specific professional fleld of educational adm1n1stratlon and has discusse:

consequences. Finally, the paper made an_explicit option_ to examine_ educ

and_ dependﬂnce from the perspect:ve of the deperndent society of Latin Ame

ccnceived of as the historical product of the dialectical relatlonshlp be
domination and dependence.



Q

ERIC

Aruitoxt provided by Eic:

At the close of this intellectual effort, there remain a number of guestions for
further consideration. Where do we go from here? What are the practical
implications_of _this_effort for_comparative _education; more Spec1f1caiiy for

comparatlve educaticnal admxnlqtratxon in Latin Amerlca and the Caribbean? What
is. tne role of comparatlve educatlonal admln;stratlon in_ the rec1procal
relat;onsh;p between education and soc1ety in the context of the reciprocal
relationship between di'minant society and dependent society? what is the rolie

of intergovernmental organizations, of international technical cooperation and

of scientific and professional associations in the field of educational

administration?

The answers to these questlons are_a direct function_of the_ persPectlve adopted

which;_ ip. turn,. nasahlstonlcaiiy sxtuated roots. Positioned in space and time,

each _intellectual perspective Implles itg own thedretical frameworP and specific
methodbloglcal instruments. The fact 1is that, today there exists sufficient
evidence that the conception of social theories and méthodologies is determined
by specific historical conditions that do not . grant it universat vaildIty for

explaining.  phenomena and processes that occur in different historical and

geographicatl situations.’®

This evidence leads one to question seriously _the_ transplant, _transfer  or

unidirectional adaptation of theorxes,and methcdologies and . of educational forms

and .contents from the dominant society to the ,d6§enden society w1thout a

detailed study of the needs and aspirations of the dependent soc1ety from the
perspective of thea dependent society. It is in this context that having assumecd

a commitment with tn~ dependent society; cgmparatlve _educational administration

should _assume _ the role of medlator,r a4t once cr1t1ca1 and autochthonous,

emancipated and emanCIpatIng. This medlation, conceived of here as -a concrete
category :based on tihe Jerspective of the dependent sSociety, denies the
unidirectional or vertical determination of the dominant society over the

dependent society; in_the context of the assumption that they fimit one another
reciprocally _and gonstruct one another dxatectxcally In tnls process of

reciprocal limitation, one can only conceive of a place foir comparative
educatlonal admlnlstratlon in the dependent soc1ety 1f 1t 1s de51gned to play a

from the econom;g,mpglltlcal,and cuiturai oerﬂpectlve of the dependent society

itself; in the context of international relations.

On the part of institutions and specialists in the field of educational
administration, this perspective _implies_ a_ courageous . intellectual stance

coupled_with_a critical and ilberat*ng behav1our.: However, 51nce the power . of

education within the comniek of economic, political and cultural forces 1is qulte
restrlcted in its efforts to. overcome the sSituation of dependence, this
behav1our wlll only have a. real 1mpact Af 1t Y- flrmly engaged in the global

ThlS c1051ng reflectlon brlnqs us back to the 1n1t1al premlse of this paper: to
suggest that oUr intélléctual activity should be developed on the basis of a

defined perspective. This perspectlvea,lmplles,,a concrete commltment. A

commitment from which we cannot filee. et it then be a commitment with Latin

American and Caribbean education.
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bc1ent1f1c neutralltv and the 2hisStoric chardacter of social theorles. For a
discussion of this theme in education see Manfredo Berger;, Educacao e

Deperdencia, (Sao Paulc anad_Rio de Janeiro: Difel, 196C); .see also Noel F.
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INTRODUCTION

It could pe argued that there 1s no one best approach t¢ professional
preparatlon programmes 1in educational administration., Because each approach 1is
appropriate_for_some_ learners;_in some settings; and for_scme_content; it could

be further argued . that the matter is far too conplex for meanzngfui analys:s and
applIcatlon. : While this may in fact be the ,"ase, it would seetti to be an
abrogation of our responsibility as teachers of educational admlnletratlon to
simply accept such an argument without first maklng our own attempt tc unravel

the complexities involved.

ilthough there is a degree Gf;bonfllct over the most appropriate paradigm for
use in the area of education admlnlstratlon,1 the content of our subjectrappears
similar across courses offered by different institutions and teachers.2 What,
then, _are some of_the factors _that_ need_ to.  be taken _into con51deratlon in

assessing the effectiveness of professional development programmes 1in
educationcl administration?

In what follows; it is not _my intention to prov1de yet another "cook book"

how to_evaluate:. There is much written in this area that 1s readily acce551ble

(see. for example, Henderson3). It is my Intentlon to examlne the comblexltles
1nvolved;and in so doing to hlgh‘lght what. I ccnsider to be major aspects of

what needs to be ucsessed.

the learners, settlng and content,

1. THE LEARNER

What is Iearnt .can often be dlf*erent from what was intended by tne 1'eacher.
The learner w1ll respond not only to. planned content and activities but also to
the skills, strategies, meanings, and values 1mplled as the teacher tsaches., As
well;, the learners themselves will be different.

What are some characterlstlcs of the Iearner that wlII heip determlne dlfferent
responses to what is taught? AfThe first area examined for answers to this
guestion 1s that of stages of adult development. Particular emphasis 1s
then placed on the 1issve o° dependence. Finally; two trends in individual

learning, to master and to belong, are discussed.

1.1 Stages of Individual Development

A comprehens;ye review of andragovy (adult learning) anc 1ts

1mp11cat10ns for teacher training can be found elsewhere.4 For the
purpoees of thls paper, however, it is wortn repeatlng in chart form a

adulty personallty characteristics __an d;, Qn,wtné one hand,, student

learning (such as their motives for education, and the attitudes
towards the origin and use of knowledge), and, on the other hand,
teaching practices (such as approaches, student-teacher relationships
and evaluationj.

‘u\
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Four of Loevinger's® stages of ego development are used as a pbase for the adult
characteristics in Chart 1.® <These stages are "Self-protective Opportunistic"
{I'll do what I'm told to do c¢r whatever T can. get away with); “Conformxs*"

tI'll_do only what others do; what is expected of me, what is best for my caresr

advancement), “Conscxentxous" (1'11 do what is best for the organization or what
the job demands), and “Autonomous" {1I'll do what is best for my own development
but in so doing will respect others' autonomy and be aware of the need for
interdependence between people).

The data concernxng developmenta‘ stages can help us th1nk more clearly ‘about
both content. and process. They clarlf) thé larger motlves behlnd thé

adult students, _ Tney show us_the more. randamentai purposes tnat underiIe degree

aspirations, the pursuit of promotion or a career change, the desire to meet new

persons, read. more widely, explore new 1deas and 1nterests. They remlnd us that
the ex;stentlal .questions of meaning, purpose;, vocation; _and_ social

responsibility, dejendence, _human relationships which_ so many adolescents face

with difficulty, are re-confronted by many thirty, forty, and sixty-year-olds.

Wwith such information in our working knowledge we can more effectively
d1st1ngu1sh between those whoseé aim is simply professional training and those

people whose;,profess1onal concerns __involve_ . clarification. of. the —major

expectations of a job or the career patterns associated with it., We can better

recognise that the. thIrty—flve-year*old who comes. to educaticnal adm1n1stratlon
courses for clearly specified professional knowledge or competence, need ror

promotion or a new opportunity will define a programme and_ approach it very

dlfféréntly from _the. forty—f;ve«year-old who wonders whether a>l those Iong

nours, famliy sacrIfIces,, snortchanged human relationshlps and ;atrophled

interests are really worth it, Both of these teachers or educational
adm1n1strators wlll be dlfferént, as Students; from the twenty-five-year-old

With respect to programme evaiuation, there is the clear implication that
courses that. rely on various forms of student feedback should take into account
characteristics of respondents in _assessing the reasons behind the positive or

negative results, _ For_ example, is it "good" or "bad"that 25% of respondents

disliked your course because they say it was unstructured w1th not enough

lectures from those in charge and that students had too much to say, especially
in respect to evaluation?

It would _appear that  few . adults—~1nc1ud1ng educational administrators--

naturally progress through the developmental stages.  Movement frGm ofe
deveiopmental stage to the next occurs through c¢ycles of challenge and

response, codrnitive dissSonance, cultural discontinuity, _differentiation and

integration. It occurs when a _person. confronfs situations for which oid ways

are_ not_ adequate and.which require new ways of thinking and acting. The

experience may be upsetting and uncomfortable. After all, coping with
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disequilibrium, learnlng new skllls, 3551m11at1nq new knowledge, and reeoivxng
value conflicts does not always hapgen 51mply and smoothly. The principle
involved here is best illustrated in a learnlpg style based on "transformlng
rather than a learning style based on "forming.”

Past experience always enters in%o adult learning: Learning, therefore, focuses
on modifying transforming and reintegrating meanings, vaiues, srrareg;eé; énd
skills, rather than on forming and accumulating them as in childhood. _Tne
learnlng processes involved in transformations are different from those involved

‘n formartons.’

. Transformations require greater input of energy because the body invests
considerable enerjy in maintaining established pattérns, which must be
overcome first if a pattern is to be transformed.

. Transformations reguire w>re time than formations.

. Transformaticns require that establlshed meanings, values, skills, and
strategxes be raised to a ccnscious level and be thoroughly examined before
being altered.

. Transformations reqguire thét the related new be€haviour beé tested out in
"gsafe" situations before being put into use in daily life, in order to

reduce potential threat to the self

The task of those responsible for the education of educators seems to be the
creation __of ,,chal].enc_;_J .dissonance; discontinuity whicn fosters increased

differentiation: Tt 1is aleb necessary to help educational administrators es

sxudenrs,to learn efiezcive resconses, reroixe dissonarice and discontinuities so
that int integration can occur ut a higher level of developmen;. The dlfflculty is

achieving that optimal di- tance between where the student is and what the new
situations require so that the student 5 challenged but not "bowied aver;" so

that change is possible without provoking trauma, entrenchment, or fliight,

The developmental nature of the work on adult stages as well as the material
p-resented later in thia paper on shiges of group developmént pose a number of

questions for th: teacher of educational administration. Perhaps the most

important is: dc#3 the teacher have a responsibility to develop his or her
students hrough the ‘;ages? i chlnk he/she does and would therefore, in
assessing the Juaility ol a progranime, look for evidence that the approach took
such developrent into account, One quick way of measuring this would be <o
analyse how the program handled the issue of dependence.

Q
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Always Dependence?

The issue that permeates much of the topic under discussion in this paper

1s that <f student dependence:. Factors in the sett*ng of many courses 1in

educatIona“ administration make student dependence on the teacher in the
;nltlal stages of these courses almost inevitable. Of particular relevance
here is the issuée of student assessment.

Although most adults when enterlng a new 1earn1nq experlence do begln with

dependent-type behaviours they will, with a good prcgram, move first to
independent behav1qur and then to Vlnterdependent behaviour dur1ng the

course of the léarning activities. 17The progression can be facilitated by a
teacher who 1is prepared to provide;, for example, some structure and

direction at the beginning of the learning activities; to move then to

encouragIng individual activities; and finally to prov1de opp .rtunities for
;nterdependent activities within the group and for integrative }rocesses
for individuals.8

On_the other hand, if on the basis of his initial response in a class we
describe an adurt learner as using dependent behav1our, we may come to

th1nk of that destrlptlon as a fixed trait. We would then proceed to treat
the student as 1f he or she were a dependent person and not recogn?se that

the initial behaviour has changed as anxiety has diminished or as he or shc

has gained mastery of the learning content. At a later date the student
may come to resent belng treated as a dependent.f Oor thlsrlearner might
never move from the initial dependent behaviour and our teaching behaviour
would help hold him or her there and deny him or her room to develop
independently.?d

In brief, adult learning behaviours tend <to change as & result of
increasing familiarity with a learning program;,; content; or sSetting.
Simultaneously; teaching modes need also to change in response. The

predictabie . sequence of. teachIng stylos w:ll be from dIrectIng through

fac111tat1ng to collaboratlng. Does the course you are assessing have such
a developmental sequence?

One_of the problems_ fgr many programmes in ach1ev1ng deveiopment is that

behaviour involving mastery dominates expected outcomes.'0

To Master AND to Beélorg

Mastery as it 1s used here relates to feelings of adténémy, to

independent behaviour within society, and to a sense of personal
control over. the condltlons of one's life. Learnings related to this trend
intlude meanlngs, strategies, and skills required to function independently
and values which reflect 90s1t1ve feellngs about oneself as competent and

worthwhile: Such 1earn1ngs lead to a reduction of feelIngs of hel piessness

and . 1nrer10r1ty and assist in meetlng surv1val, achlevement and self-esteem
needs. - This type of learning responds best to béhavioural or task-related
feedback.!
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Belcnging behav10ur seems iess empnasxsed in educatlonal admlnlstratlon

programmes . Beionglng behav10ur here relates to reellngs of affectlcn, to
interdependent behaviour with other members of sSociety, and to a sense
of interpersonal involvement. Learnings related to this trend include
personal and shared meanings and. values; and the skills and strategies

necessary to function. interpersonally and cooperatively. Such learnings

tead to a reductlon of feelings of 1solat10n and alienation and assist in
meeting securlty,,belonglng, and affllratlon,needs. This type of learning
responds best to feeling-oriented feedback.'?2

The 1ack of empha51s on belongIng behav1our is somewhat surprising given
the nature of successful educational administration.

To be brief, the crux of my argument is that for more successful teaching

of educatlonai administration there 1s a need to give greater emphasxs to

implementation and that the most important aspect of effective
implementation 1is obta1n1nq cooperation among school people. This, in
turn, calls for a strong emphasis on developing understandings and skills
in_the interpersonal area. There are strong and pred1ctabie reasons why

effeetxve cooperation in schools is already poor in many schools?3 and will
contInue to be d1ff1cult to ach1eve.1? But suchi a situation does not
provide an excuse for the teacher of educational administration to igncre

the development of such a vital _area--an area clearly recognised as

important by both practising educators, 15 students of graduate educatlonal

adm:nlstratxon programmes,16 and research whlch demonstrates positive

leenitnese flndlngs, perhapn we teachers of educatlonal admlnlstratlon in
assessing the effectiveness of programmes need to take a closer look at the
balance in courses between mastery and belonging, that is between

understandings and skills focusing on incependence and interdependence.

THE SETTING

At least three apsects of the setting have implicatiOns for those teaching
educational administration. The first has to do with courses that include

evaluation of participant performrance and are thus prone to the

assist/assess dilemma. The second 1involves courses whose
participants come from separate crganizations and by so doing make the

likelihood of effective "back-home"” implementation more difficult. The

third revolves around the predominant use of group teaching which

xmplxes that the course is subject to the dynamics of the group itself
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"issist/Assess" Dilemma

Current forms of schooi-based student assessmenr, partIcuiarIy at tre end
of high school, have eanuntered the assist/assess dilemma. When teachers
are seen a:s= assesscrsS by their students their relationship with them
changes. But the game effect can be se2n in any relationship between a

superior and = subordinate; es:g:; principal and teacher; inspector and

prlnpraI, teacher of educat*onal adhxnlstratlon and studen;. Abraham
Maslow has hlghllghted this dilemma for the tertiary teacher in the
following way:

in my early years of teacnIng I certalniy looked at my
students and felt very close to them. I learned only
slowly that while I could keep my smiles and friendliness
and so on separated from the grades, i.e. I could
certainly love somebody who wasn't a very good sStudent

of psychoiogy, they rareiy could accept and understand
this. Normally, when I was fr ends with studentv they

felt I had betrayed them if they got bad grades.  They
thought of me as a hypocrite;, as a turncoat ... slowly

T bad . to g1ve up; until now, especially in large

ciasseq, I keep my distance and maintain Engilsh-style
relatlonshlps rather than getting very close and
buddy—llke.18

When the teacher is seen as an assessor by the scadents a negation of his
or her assisting role would seem to occur. Assistance is usually made more
dlfflcult by the typical response to the threat of being assessed, the
playing of the withdrawal game. This game involves putting as much social

distance as possible between Superior and subordinate, . scrupulously

avoiding any kind of genuine personal or expressive behavior. In short,
each tries to remain  as fac<less as possible. Having establlshed the
social distance ("English-style relationship"?) the next step i§ to try to
reduce uncertainty by providing as much structure and as many rules as
possibles

Underlying much of the possible anguish created by the assist/assess
dilemma and the 1ineffectiveness resulting from the playing of the
withdrawal game 1is the teacher's own attitudes téﬁards the

superxor/subordxnate relatlonshlp. Is 1t tending toward McGregor s Theory
X or Theory y219 Is it based on Mlles S§ concept of Human Relatlons or
Human Resources?20 We need to remember that students will respond not only
to planned content and activities but also to the skills, strategies and
values implied as the teacher teaches.

I would welcome suggestions on how to overcome the assess/assist dilemma.
Perhaps it is not a dilemma for you.
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S:uden:swfrcmfblfrerenr,organlzaxlons

Taking individuals out of educational organizations and into courses run by
teachers of educational administration is very like taking out one piece of

a Jlg-saw (that Is, the organxzatxon) and; if the course is -successful,

changing 1ts shape only To find that It wlll not fic when recuried to the
jig-saw. Not ony will the piece not fit but it then has to suffer the
anguish and frustration of being "knocked" back into a shape that resembles
the original and with which the remainder of the jig-saw can feel

comfortable. We Australians are very good at what is called "lopplng tail
popples"--brlnging the better members of a group back to the level of the

rest of the group!

To be Judged effectrve we wxlt need to decxde whecher a programme nas
squarely faced the onnt issues of respon31b111ty for and the most
effective approaches to back-home application of course materlal In
particular, 1s assignment work and culminating activities intimately and
systematically related to the student's practical context?

dilemma for the teaCher in the runnlng of classes. On the one hand there

is evidence to suggest that adults have extensive life experiences which
tend. to structure and Ixmxt _new 1earn1ngsn aduits tend to value their own

experience as a rich resource for further learning. On the other hand,

most -courses only have a llm;ted amount of time at their disposal.
Allowing course participants to keep the discussion down to what for them
is. the least threatering situation, but Wwhich I would term the "lowest

common denominator” in terms of effectiveness ("You listen quietly while I
recount what happens in my school and then ask elaboratlve-type questlons--
then I' ll do the same for you") can absorb an 1nord1nate amount of time,

Orne resolve of this dilemma is to make extensive. use. of teachlng approaches

that provide students with common frames of reference durIng class contact
time, e,g.rstructuredrexperlences, slmqlatlons, role plays, case studies,
and look for the major integration of past and current experiénces in
assignment work.

Given the strong emphasis in this article on the development of individuals
and groups, 1t is worth pointing out that the use of these "common frarmes
of reference" might need to be carefully planned to meet the current or
next stage development. The next section on stages of group development

pursues his idea further, but, for now, the foltowlng continuum of teaching
approaches (Chart 2) mlght prov1de a useful checklist not only for alerting
us to whether or not common framés of reference are used, but also to the
extent of their use and the thought put into their use over the sequence of
a programme;
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Group Téachinq

read assessors of programmes in th1§ SUbleCt to examine the awareness und
use of group development models and techriigues by teachers in running their

programmes .

Most task-oriented groups can pass tnrough a number of clearly identifiable
and sequential stages cf developiment., More importantly, much can be done
to asszist a group through to a4 more effective later stage of "Performing."
If left to their own devices some groups may r.ot progress beyond the early,;
less. productive stages of "Forming," "Storming," and "Norming." When

“FormIng" aroup members are pollte, they avold confllct, they are concerned

or "who

Tbe

Next;

pecklng order

power and organlzatlon.

concerns about status;

needs to be sorted out.

EﬁéEé is more cohes*on

IS good at wha

the pressures to conform to the group ("Normlng") may
At the fourth stage there is a supportlve
_are

to share. dowever,
detract from the task at hand.
group . Climate,. Concerns about
resolved so that both can occur a2long with the dominant need to solve
problems in a creative way ("Performlng") A final stage 1is "Mournlng
which can occur after any of the first four Stagés and as the group is
about to break up. It involvez <the breaking down of. group cohesion as

members. are more concernedﬁebout dxsengag;ng from the group and escabllshed
It 1s also the time

Incerdependence and . Independence

relationships and reasserting their individuality.2?!
at which most student feedback on courses is gathered!
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che most effective groaps, both in terms of task accomplishment and
efiééiive human relationships, are those at the "Performing” stage of
development, there would appéar to be some résponsibility on the part of
the teacher to develop his or her groups to this level. 1Is this evident in
the programme you are assessing?

But there is zpother reason why these stages of group development may bé
useful in assessing the effectiveness of programmes.. It could be_ argued

that the stages of group development closely parallel a necessary sequence,

or_hierarchy, in teaching the content of educational administration. The

necessary base of such . a hlerarchy is communication which in the main
involves resolving the issues of "Forming" and “Stormlng" and acts as a
prerequisite for the next stage--Decision-making. This second stage

involves resolving issues not. only of. "Stormlng" but also "Normlng €.G.

not only consensus but also groap thlnk. The tnlrd ar.2 final stage of
Action or 1mplementatlon involves "Normlng" and "Performing."
That is, these three functions--Communicaiton; ﬁeéisionrmaklng, Action--

are not oniy the foundation stones for effective administration but are
themselves, like the stages of group development, also developmental or
cumulative in nature. - There can be 1little effective action in schools
without effective decision-making and 1little effective decision-making
withcut effective communication.

If a programme is of a general and perhaps introductory nature then such a
hierarchy, Communication--Décision-making--Action; could beé used to make
some sort of assessment of both its comprehensiveness and the logic 1in
sequence of topics.

IHEfCONIENT

fit between learning objectlves and teachlng approaches and the "reality" of the

programme.
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5.1 Horses for Courses:

iE ;.;aaia ééém sensible to suggest that a 'g'o’o'd programme demonstrates some

by certain teacnlng strategles., For example, Burgoyne and Stuart,z‘ as a

result. of a review of the literature on learntng rheory and the des1gn of

management development pfogrammes, dlfFerentiated what they called eight
“schools of thought" about learning theory. These "schools of thoughe, "
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theIr summary metaphors and an example strateqy are described as:

- Conditioning (Telephoné Exchange) Programmed Learning

- Trait Modification {Tool Kit) Profiles

- Information Transfer (Library or Filing System) Telling

- Cybernetic (Complex Comptter) Simulations 7 ] 7 ]

= Cogriitive (Navigator with a Perscnal Map) Learning/Problem Centred
Discussion ) ]

- Experiential (Like Us) Structured Experlenceq, Encounter Groobs

- Social Influence {(Actor with Rights and Responsibilities) Role
Playlng

- Pragmatic (Learnlng is Common thée) Case Stud1 Project Work

Burgoyne and Stuart aiso deveioped a model of management sklils——skllis

which appeared to equate with successful managerial performance. In brlef
ten. skills or ledrning goals are 1identified: situartional facts,
professional knowledge, sensitivity to events, prokzlem-solving skills;
social skills; _ emoticonal <resiliance, proactivity; creativity;,; mentail
agiiicy, and balanced learning nabits.

From their study of fourteen management development _programres, 23 the

level of, .and_ areas in which; learnlng outcomes wlii be those "Intended"

(or "unintended") by programme organisers. Conclusions on the learning
theories that were found appropriate for different kinds of learnlng goals
are summarised in Chart 3 which follows.
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Sich a chart courd perhaps be used as a checklist in assessing the

effectiveness of our programmes. But perhaps alao,rwe will need to take
into account the fact that we do not live in a totally rational world. Az

Burgoyne and Stuart point out:

In a totaiiy rational worid choice would not ba problematics
A problem would be observed (for example, a need to develop

social skllls in managers), alternative means uf colving the
problem sugcested (for example; to do more of what we've done

in the past; I.e. five more lectures .on. communtcatlon,,bi;

alternatively, to adopt a different teaching strategy altogether)
and a ch01ce would be made (for °xample, the c¢ata ... suggest

in the real world, however, ail kinds of other cons:deratrons
need to be taken into account, apart from what is the

apparent "best® way of achlev1ng a goal. Take the last.
example., what might be some of the constraints to adopting an
experiential approach to sccial skill development? From talking

with some of the management teachers in our sample, it appears

tnat such constra1nts dare numerous and varied, Cons1deratlon must
be g;ven to precedent, institutional norms of behaviour and conduct
available resources and facilities, the exrectations of examining
bodies; students and their employers, éﬁa the reactions of the

teacher's peers and colleagues, *c name but a few. 24

If nothing else, the above material should help us quéstion strongly tue
effectiveness of programmes that rely on single learning modes.

Reality: Unidimensional?  Always Best?25

There is no doubt that the need for educational administrator training to

be grounded in prac -ical experlence and rzal life situations hags become a

loud and frequently aeard cry. "That sounds f1ne, but the reallty is ceay
"ees in reality things aren't like that...," "... but when I get backrtc

the real world... are famlllar studenr comméncs. The aésumpcion

reality are also those which maximise thé opportunrty for "s:gn:flcant"

learning, which 1is more readily transferable to behaviour in the
educational administrator's work situation.,

Is the link between reality and effective teachiny that simple and

straightforward? on further reflection, it could be maintained that
answers are requlred to at least three more speclflc questions., what 1g
meant by “hlgh reallty, 1s reality a uni-dimensional concept 1in the
learning situation, and does it follaw that high reality learning events
are always the most effect:ve? Let me briefly explore each of these

gquestions.
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It would appear that a )zarning event is perceived to be of high
reality following compar.son of the activities of the event with

those past, present and conceived future experiences which

the educational administrator bas, is, or w111 shortly be, accruing
in hls or her work role. Thus, reullty 1s a subjective property

Is realxty a un1-d1mens;onal cnnceptzlngieaznlng4511na;19n5+

Any learning event can be described in terms of its perceived,
Subjective reality along at least three dimensions-Zcontent;
process and environment.. For example, a. discovery de‘d
simulation aimed at developed. understandlng of Ieadershlp roles jﬁ Z

group where partiﬂxpants are regquired to build a tower of Lego
bricks may have low content reality, high process reality (in that
the decision maklng process required to _achieve an _un-real task

ight be very .similar to the decision-making proces<es the

admznxstratox experiences in his or her school or system), and low

env1ronment reallty (in that the luxurlous appointments of the

carpeted seminar rool compare unfavourably with the stark reality of
the school staff room).

But there are also at least three modes of learning each of which
gives a unique quality to the reality of learning activities:
reception of input (described, talked about reality), discovery
(experienced reality) and reflection (thought about,
contempiated reality).

Taking account of these dimensions and modés of leéarning wé can
cocnstruct a reality matrix, as shown below, and use this to closely
define the reality of a particular learning event.

Modes of Léarhiug

Described Experienced Contemplated

Process

Environment

o N
O
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Does the matrix work? Well, without the penefit of the modes of
learning dimensions of the matrix we might argue that a situation
such as a lecture on staff development given in a motel conference
room. to. a group of middle-level educational administrators. would. be

perceived as high on content reality but low on both process and
env1ronmenta;rrea11tyt In fact, it mlghtrbe ccncluded that most
lectures will have low process and environmental reality and
therefore transfer of learning will be poor..  There is, however;an
inconsistency in this analysis that the matrix can help to correct.

The content reality in the above example is based on the perceived
reality of what 1s Dbeing d&escribed, whereas process and
environmental . téélicy _are based on what 1is being experienced.

To. be ccnsistent we have to associate reality with the modes of
learning which are being used.

Process and environmental réélit§ could be high in the ekémpié being

used if, for exampie, the lecturer v1v1dly describes some human

interaction and transports us from our seat to actually reliving the
scene in a familiar school.

Does it follow that high reality learning events are always the

most efficient:

Are there certain situations where high reality éevents would appear
inappropriate and c¢ften dysfunctional? There may sometimes be good
cause to move away from reality in our teaching of educational

administration; For example, hIgh reaixty learnlng events would
appear to be inappropriate and often dysfunctlonal when there is a
need for growth rather than maintenance oriénted learning and

where there 1is sufficient threat invoked in a high reality
situation for it to be a barrier to learning:

Extreme high reality may lock the learrer into current and past
experienceé and curtail visions of a different future. Technigues
such as those 1nvolv1ng playlng of unfamiliar roles might allow an

educational admxnxstrator to consxder radical alternatlves,
behaviour, ideas, etc. A similar outcome might result from the use
of structured experiences, simulaticns, role reversal, using
unfamiliar case studies (e.g. from other countries), problem-solving
in small support groups, and personal or group growth activities.

Too hlnh a reality may also threaten an individual learner's
comfortable, reconciled views of himself or herself and his or her

administrative worke. A non-acceptlng ~and unsupportlve learning

ciimate might 1inhibit rather than encourage self-revelation and

change.
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We must be carertl not to automatlcaiiy equate low reallty with low

threat. It is gquite p0551ble to threaten learners in a icw reailty
event, if the learning process 1is Jtself threatenlng or unfam111ar to
the learner; e.g. many Sensitivity Training exeércises that focus orn
the individual's personallty or even videotaping seminar performance

for later playback and group cnalysis.

high reality when he or she resumes work. Thus while low reallty

designs would appear to be necessary in the earlier stages of a

oourse,rthere will eventually be a need to include consideration of
how to help learners back to high reallty.

as one of the aims of this Caribbean symposlum is to explore issues

related to the professxonai preparatqu and deveiopment of educational

admlnlstratloh in developing areas of the world, an 1mportant aspect
of reality relates to the relévance of "developed" country theory and
practice for develbpihg countries.

Klgaundu et al26 rev1eved 94 artIcles on organIzatlons in deveioplng

countries. They found articles that focussed on the technical and
organizational "core" of an organlzatlon, that is on a closed system,
were most likely to find no significant problems in the use of Western
theory in developing countries. . The  authors suggested that this

occurs because the artIcles concentrate on the techn:cal that is such
things as organization developmentkrbudgetlng and use of computers,
which require internal organizational expertise and little interaction
with the environment.

However, those articles that focussed on tuae oféahiiatxon s
relationship with its environment were more likely to find serious
difficulties in the use of Western ideas this nece551tat1hg major
adjustments _to ‘“conventional" ctheory. .. . Cuitural, economic and
poixtxcai/lnstltutlonal factors were all considered as aspects of the

"environment".
Some_ of the more specific reasons for weak fit dueé to the culture

factor were:

-  Deep personal insecurity dominated by formalism, ritualism, paper
fetish and Aamoral familialiSm ...

- Caste system,:rellglous taboos, dlfferlng concepts ot time, deep

rooted traditions of centralization and informality ...

- Trade practices,; friendship patterns, cultural norm$ and
expectations, patriotism ...

-  Extended-family concept and kinship relations, authority of the

elder, collective responsibility ...

a
.
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- Smoothing mode of conflict resolution; cioser emotional
1Nteractions ...

-  Corruption, elitism, and status related to personal and group

alignment rather than merit ...

pecxfIc economic factors 1ncluded abundant labour supply yet shortage

of skilled labour and pro‘eSSIonals, monopollstxc patterns, "1nfant
1ndustr1es, rapldgohange, and a combination of small s:ize, lack of
specialization and lack of conipetition.28

Developxng countries were seen to generally have hlghly centrai:zed
governments, large publlc sectors, and a small m1ddle class. Klgqundu
et al also suggests that political 1n£luence and corruption undermine
managerial actica and_ that this leads to management by crisis 1in
developing countries.2%

While so calicd developed countries cannot claim to be free of these
characteristics, Kiggundu et al's conclusion rémains relevant
(emphasis in originalj:

In general, each time the environment is Involved,
the theory developed for Western settings does rnot
apply, because it assumesS contingencies that may

not be valid for. déveloping countries, In taese
situations, utilization must be preceded by a
situational analysls to 1dent1fy the relevant
contirigencies and their interreiationships. To the
extent that contingencies for the utilization of
administration. science_in developing countries differ

from those 1n industrialized. countries, the transfer

of management knowledge and technoIOgy (e.g. management
developmernit, curriculum development, technical assistance)
should emphasize proc=2ss rather than content theories ...
and methods.30

CONCLUSION

Thls article has attempted to set down some. thoughts on factors to _consider

1n assess1ng the effectxveness of programmes 1in educational admlnlstratlon.
It has delved br1efly into three interrelated aspects: the learners and their
stages of individual development, their teéndency toward initial dependence—
and their needs to master and belong; the setting; particularly such factors

as assessment, the inclusion of students from different organIzatxons, and

group teachlng, the content with respect to how dlfferent learnlng objectlves
might be met by different teaching approaches and 1its reallty.

o
o
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It is concluded that teachers of educational administration have a
responsibility to develop their students to higher levels of individual and
group developmznt. In deve I,QP}nQ, E ,,13‘9{",151“‘1 1earners » however; care

needs to be taxen to base teachIng approaches on adult learnlng pr1nc1ples.

are involved with transformatlons, as ﬁpposed to formatlons, in their

learning. In contrast to formatlons, transformations requlre more time_ and

greater effort. They also requIre ;hat established meanlngs and values be

raised to conscrous level and that new behav1ours have a chanee to be tested
in "safe" situations before being adopted.

Avareness of adult _ learning principles should also result 1in changes in

teaching styles. as _the student deveiops. Partxcularly important are changes

in teaching approaches to ensure that the student does not remain dependent
on the reacher.ir A sequence of teaching styles is suggested ("d1rect1ng——
facilitating--collaborating") as a stimulus to further discussion.

Spendlng time in . deveiopxng educatIonaI admInIstratlon C¢asses through the

early and less productive stages of group development, that is "Forming--
Storm;ng—fNormlng, and into the "Perfcrmlng" stage will also have benefits
for the learners. Not only will benefits accrue in_ the area of mastery of

course content; but also students will gain greater understandtng and skills

in a most vital area of educational administration,; the interpersonai.

Developing understandings and skills in the interpersonal area, working with
and through other people should help the student ?g,,e§9§?tloﬂé;

administration to more effecctively cope._with a somewhat neglected area 1in the

teaching of the subject, the effective implementation of learnings in his
or her own educational settlng.

Group _ teachlng is, however; subject to much of the lxmxted course time bexng

wasted. 1in unproductxve student dlscussxons with Vthe "lowest common

denomInator predomxnatlnger Careful conslderatlon needs to be glven by the

w1th a common frame of reference,, for example; case studies; structured

experlenﬁes and role playlng.r It 1s suggested that soch approaches mlght be

used at different stages in a course dependitig on their inherent threat or
risk and the student's ablllty to cope with this threat or risk.

It is further concluded that, as students are 11ke1y to plck up as mﬁch

learning from the way. a course is tahght as from what 1s taught, it is

important for the teachers of educational adninistration to be very clearly

contxnued dependence of the student on the teacher, as weii as. in the

"assist/assess" dilemma and its concomltant "wIthdrawal game. Teachers of
educatlonal admxnlstratlon need to be careful that action by or demanded of
them atrtherearly states of a course doés not negate development to later

stages of individual and group development.
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It 1s. concluded that a fertlle fleld for further examlnatlon in the teacher

of educatIonai admlnxstratlon lies in the matchlng of course objectlves and
teachlng strategizs along the lines commenced by Burgoyne and Stuart.

Finally, 1t.is concluded that "reality" is not a unidimeasicral concept of
the learning situation and tnat high reality learning € ts «<re not. always
the most efficient. Any learning event needs to he ana1 ~d &iong at least
thcee dimensions--content, process and environment--and t ree learning modes
--described; experienced and contemplated. 1In addition; 12w reality learning

des;gns may be necessary in the early stages of a ccurse to help a student

break a maintenance orientation or cvercome the possibie threat inv.ked by a
hlgh reallty situation,

An analysis of the "reality” of theory and practice. from so :alled developed

countries  for. devexoplna countries suggested that. focussing on the technical

and organIzatlon core of an organization facllltatea a transter of learn;ng.
However, coricentrating on,the Oorganization's relatlonshlp with the cultural,
economic and political/institutional environment necessitates major
adjustments to developed country theory and practice. It was concluded that

utxllzatxon of developed country theory and practice must be preceded by a
situation analysis to identify the relevant contingencies and their
1nterrelation§hips; Emphasis should be on process ratheér than content
theoric.. <nd methods.

For convenlence, the majorIty of these conciu31ons could be formed 1nto a
checklist for assessing the ,effectlveness of profe551onal development
programmes in educational administration. Such a checklist is appended to
this paper.

Writing in a confessional vein, Reddin3! explains that as a change agent
(teacher of educational adfiinistration?) hé has been attached to different
organizations (classes?) as "servant, master, taptlve bzhavioural scientist,

visiving professor, tame seal, and resident magicianm.:" nme adds, "I sometimes
have tc¢ remind my cixents that I have not walked on water recently.
Sometxmes 1 have to remind myself. The two -points fiade by Reddin, the

overdependence of the student on the teacher and the over-confidence of the
teachers of educational adm:nistration in their own abilities and importance;

are indeed salutory ones. Jdoth issues have been emphasised in this paper;

the former expllcltly and the latter 1npllc.tly. In respect of the latter,
it is only wheri we expect of ourselves what we expect of our sStudents, that
is that performance comes to depend not only on intuitive skill or "art" bu<+
also on explainable technigues and procedures, that we will transform a craft

into a profession.
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CHECKLIST FOR ASSESSING. THE.EFFECTIVENESS
OF PROFESSIONAL DEVELOPMENT PROGRAMMES

IN EDUCATIONAL ADMINISTRATION

Do courses take into account characteristics of respondents in assessing
the reasons behinid feedback?
Does the approach used take responsibility for developing participants

through the stages of individual development?
Does it do this in Such a way that thé participant i§ challéngeéd but not

entrenchment or flight?

Does the programme corntain & seguence that results in a movement of
students from dependence to independence to interdependence e.g. by using
teaching styles in the seguence of directing through facilitating to
collaborating?

Is there a balance in the programme's é€xpeécted outccmés between mastery
and belonging behaviour?

Does the programme contain an awareness of or attempts to overcome the
assess/assist dilemmavz
Is there evidence showing the use of common frames of reference where

Is there evidence that these approaches take into account the stage of
development of the individual and group?

Does the programme demonstrate awareness and use of group development
models and technigues?

Have the participants in the programme achieved the "Performing" level of

If the programme is of a general and introductory nature does it cover
the three basic areas of Communication, Décision-making and Action?

Does it do this in such a way to recognise the sequential/hierarchical
nature of these areas?

Does the programme demonstrate awareness of different learning outcomes?
Does the programme demonstate awareness and use of different teaching
strategies?

v
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Does the programme attempt to_match learning outcomes with the most

Is there a realization in the programmé that "reality" is a
multi-diménsional concépt in learning skills?

Is chere an appropriate use of low-reality approaches e,g. when there is
a need for growth or where there is sufficient threat from high reality
for it to be a barrier to learning?

Is there consideration of how to help learners back to high reality?

Does the programme use theory and practice from developed countries and
if so does it

--restrict itself to the technical and organization core of

organizations?

--precede its use by a situational analysis to identify the relevant
contingencies and thelr interrelationships~
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“{o put away one's original thoughts in order to take up a book is the sin
agalnSt the Holy Ghost."

Schopenhauer

whlch f fxrst brought to. this essay- the process of transferrlng patterns of

thought, motivation and action from oile area or country to another.

As I began to write the essay, however;, I recalled that as ideas move from one

place to another they become different; sometimes. subtly, sometxmts profoundly:

they are transformed, not mereiy transferred: And it struck me that these
transformatlons are 31m11ar to those which have taken place over time in the
study of educational admifistration. Toynbee once characterlzed,c1v1llzatlon as
a "movement ... anéd not a condition; a voyage and not a harbor."2 §o it is with

the development of though< _and fields of study. The essence of understandinge

w1th improved practice, not the acqu151tlon of a determlnlstlc set of
characterlstlcs or a mere shift from one state to another. This became the
broader and more important meaning of the tern “development on which this essay

is built.

Development: A Conversation

Imaglne, i1f you wlll, the follow1ng conversation about Internatxonal development

and relations between persons from developed and developing countries.

A TrEVéllihq Acédémic Consultant: I've réélly énjoyed my stay in your country.

A Host Country Civil Servant: We have appreciated your visit. Thank you for
your help.

Academic: Really, in quiet moments I sometimes think that you worked with me
only because it was a coadition of Canadian aid.

Host: We talked about that ritual befture, didn't we?

Academic: Yes. In any case, I have learned more than I have taught ;..
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Academic: Do you know that your country really has a lot of potential: I must
say that, when I came here I did not know what to expect:. But I was pleasantly
surprised. So many people have advanced training. There are even dgraduates
from Oxtford and Cambridge!

Host: Yes.
Academic: But still, you seéem to have a long way to go. This could be a really
exciting place if people weren't so "laid back" and, quite frankly,
inefficient,;

Host: oOur last Canadian consultant said the same thing.

Academic: Are we right?

Host: Maybe you just see the world in the same way! ...
Academiz: = The thing that struck me most about your country is its
schizophrenia: On the job, people are extremely formal. It is always Mr. or
Mrs.. this and Dr. that. Off the job, those same pecple are very relaxéd and
sporitarieous with each other. It is as if théy are different people.

Host: I don't like the word schizophrenia; but I have seen what you are
describing.

Academic: Have you? Then why don't you dc something about it? This separation
is dysfunctional. People would like their work a l»t more and the government
would operate much more effectively if the gap were nc- so gr=at.

Hest: Perhaps.

Academic: Not perhaps! Everything I know confirms how wapcrtant this is:

Host: You North American academics are too close to : rgau.zaticns and their
managers. Ever since Roethlisbérger and Dixon found osut “hit a.ganizations
could be more productive with the support of inforwmal s:air groups. social
relations among workers have been manipulated to some orjénir (tiolal purpose.

You are. interested in studies of motivation and psycholojy heca'se (I a ccncern
) Qe

for productivity, not out of an interest in improvitg peopié’s l:vee<.
Academic: Now that is going too far; don't you think?

Host: No. Your crganizations, your bureaucracies, have becctne ycur lives. Not
here. Here our lives are really lived apart from organizations.

Academic: 0Oh?
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Host: . But there is more._. _Government bureaucra*“ has aiways had a negatlve

image for ﬁs. ThIS is because the only government organxzatlcns _were foreign

and then as colonials. Even though weé now dlrect those bureaucracies, we

continue to think of them in the same way. We dislike them. That is _why we are

so.formal--we refuse to get too involved with them, we separate ourselves from

them,; we make them unreal, and we mock them. What you call schizophrenia serves
us very well. 1t keeps us sarne,

Academic: I hear what you are sayinge. But I am not sure I really understand:
Host: Good. Now you and I are making procress ...

Host: But I sometimes wish I could say the same thlng about my _country., When

we achieved our. pol;t;cal,lndependence tweﬁty vears ago . .our hopes were hlgh and

we belreved we could achieve them: Now it is much harder to be so confident.
Academic: How would you like me to help?

Host: &Let us find our own way before I answer that question.

Perspective

The words, and the images and relationships behind the words, in this

conversation are central to the Qquestion, "Are theory and research in
educational administrdation transferable to developing countries?" This 1is
because the conversation illustrates: the historical and cultural location of
the_ key _assumptions. in_any view of organizations and their ﬁéﬁéééﬁéﬁf the

probiematxc nature of those assumptzons when they are con31dered for use in some
other locacion; and consequently, the problemaplc nature of the relationships
of people from dlfferent places, including relationships between people from
"developed"” and "less developed” or "developing" countries: All_ of this 1is

familiar _to _anyone.. who__ has. mexperxenced the pieasures, frus- ratxons and

intellectual growth that Can accompany working with people from other places.

What is less familiar and will bé the substance of this paper is that this

conversation is also a metaphor f.r the deveiopment of- theory and research in
educational administration. This ;3 beCad.e i1t shows theory and research in our

field in .a developmental perspﬁ:tlvpr 1llust:at;ng that more complex,
dlfferentlaced and <valid conceptici:, of ed.."ztional administration can only be
accomplished though a critical énély“'s of par current theories and. assumptions
and that dissonance or _uncertainty ‘: an imj:crcant stimulus to this analysis.3

The conversation also implies an emergIng se~ie of rela . vism which is necessary

for the further development of our fiel.

At the same time, I will argue thaT thl. se¢ se ~! relati- sm; however u ~ful and

important it has been, 1s not sufficies. .c che contiruing developuw:snt of
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educational administration as a field of study or practice. Simple or naive
relativism 13 not workable,; either intellectually or emotionally; .for_any. person

who is engaged. vlth practlcai affairs. tIfe, thought and work must be focussed
by:some ccmmitments,. -that is values Oor interests with wh1ch we 1dent1fy and
which are chosen within an awareness of relat1v1sm.4 Seen in this light, the
further developmasnt _ of educational administration. requlres ‘both a critical

anaiy51s of curr@nt theory and research and an examination of the commitments to
which they are attached. These will be ncrmat1ve -and eth1cal undertaklngs as

well as secial-sc1ent1f1c ones. The result, I hope, will be theory of a
different kind: partly empirical and partly moral; partly sympathetic and
partly  critical; and always concerned with the accomplishment, _through

deixberatlon, practlce and the just use of power, of the best traditions of the
culture in which it is located.

Educatlonal Admlantratlon as a Fleid of StudY' A Brxef History

Seen up close, as when one reads texts, journals, dissertations or abstract.
educational administration seems too diffuse or inchcate to be called progerly
field of study,,too full of opinion and sreculation to _be _termed. a,d‘sclpllne

There appears to be no_body of knowledge to define it; no common methodolo:

shapeilt. Yet from another and more d1stant vantage pclnt, which off:_. 2
somewhat QVe;generallzed but st1}; usefulf,perspectlve,r the many differ:nv
studies and approaches in the field seem held together by near unanimity on a
small number of common assumptions. Four of these are most importarnt.

One, educational organizatiocns are, potentially at least, socially useful: They
have become instruments of public policy and social Progréss, Howeéver these are
defined at various times and in different places.

™0, the study of educatlon adminiatration is best lccated w1th1n the tradltzcns

of the social sciences, These traditions were shaped by the Renaissance belief
in our capacity to control our environments through observatio:. and reason and
by  nineteenth century_liberalism's_views _of rational_government. . Comte _was

perhaps the first to env131on the soclologlst as the prlest of a new rational
order, but he was by no means the last. Lassweu.l put the case for the soclal
sciences, and for sc;entlflcally organized knowledge as a primary basis for
social a~<ion; this way:

In common with any branch of social and political science;
psychology bears an instrumental relationship to morals and
politics .... The spectacle of frustrated moral intention 1is

familiar in the ordinary experiences of :...life :..:.: _ _Moral

intentions caitl for more than self—knowledge.r They must be
1mplemented by rellable knowledge of the attitudes of other
people through time and of the factors that affect thém ....
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If our moral intention is to realize a democratic society, we
need a science of democracy to 1mplement the goal .,.. Our aim

iss_1s nothing less than to give hands and_feet to morality, to.

discern with ever 1ncreaSIHg accuracy the causes and contro