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" oN THE MANAGEMENT OF KNOWLEDGE ~ ' .
. f' 7‘ |
;i- : The praduct;gn, distribution and utlllsatlan Gf knawledqe 15 a kay :

2 : SR : .

:.?{ ;* feature of :Gntemparary s@clety (Applé, 1979 Bates, 1979 Machlupw l?&ﬁ}L}-
/i a - ’ Cm T os

7o )
R M@regver, the legltlmat;cn of dert ;n fornis cg'knewledge ﬁﬂd the defln;t;anrz

i

- af athers as dangera or - '*mply matters of erfroneous belléf are ,ndiéés

L}

;cf the relatlonshlp bétWeen social anﬂ eglstemalag cal. stzuctureg (Dauglas,/
Y : : { I /

‘1966 197D)., While many structures and 1egltlmaﬁﬁdhs age imgli&lt_lnaghé J
- . - P !

: |
Eamman SEﬂEE understandlngs of lndLVLﬂuals, fecent analysés have, argued I

t

. 4 -
= .,1 = . E N
24 .

that it is pQ551blE to 1dentlfy and make Expl;ilt the strang links bétWéEﬂ

L -
partlcular struttures Gf knawledge and particular sg:lal interests (Bourd ﬁ
J

and P agéeran, 1977; Bowles %na Gintis, 1976). Furthez, it has been argued

[

thatleducaticn'systéms serve not anlyAfa perpetuate but ‘also to «obs cure(éﬁaﬂ

‘!‘ ’ ’ L3

therefore, 1eq1ﬁ;mlse the -hidden sac‘al anf econémic interests of parﬁiéulari

groups (Baurdleu and Passeron, l977; ngleg and Gintis, 1976) .

5 . i ¢

What is emerging from the aebaté over these aséefticns is a growing

awareness of the 1inks between the reproduction of ecdnomic, social and

eplstemalmglcal structureg. 'So far, however, muth Jf the debate is open to
v the ¢riticism that’ relatlcnshlps prapased are over- detérmlned (Glréux, 1979),

arbltrary (Bred@éamd Fe;nberq, l979), or subject to an 1nesca§able ;dealoglcal

¥

relativism (Flew, 1976)i On the @ther hand, analyses of teacher‘a@m;nati@n of
. Los ' f
- : : Y s
L
the message sys tems of ﬁufr;culum gedaqsgy aﬁd evaluatlaﬂ, as they Dperate ot

in schools (Young; 1971; Esland, 1971; Woods and Hammersley, 19777 are
\ ' - ;ﬁ . T
._,/ v

thedry of class or social re¢ra§uction;(5harpﬁand Gréen 1975)..

[ERJ!:i' é;f . o ,£§; _ f; .,-E- | S;
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B i‘,, ‘ E'_ .While t&e:é ig ag%éémeﬁﬁ,ithéreféfe, thét,rélatians do exist between. )
VECGﬂEmiE; s@éial, épisﬁémalagical"and!Edugationa%istructures at both a
" general and ét arzléssrgam level, substantial pf@biemg-reﬁain in 1iﬁkiﬁg.
8 - 733 well as substantlatlng these d;fferent 1§v§15 6f alysis,(Apple;§l§7§);

/x o it is the c@ﬁtentian of this paper that a focus on the part played by.
. educational administrators in the management of knowledge within education
| systems , andiﬁhéir mediation of certain interests, can provide a key

5

element in the aﬁaly is of social, economic, cultural and epistemolégiéal

xi . . 1
repraduc tion. }

x LIS #

‘e
el

. ‘The 1mpartaﬁce of the study of the bureaucrat ; n and P:éféssignalisati@n

of education was, in fact, 'noted by ‘Bowles and Glntls as essential in the

analysis of the memns by which eiéfs dominati@n of educational structures
N ¥ : i v T '
is achieved. Their comment that 'histerical and.contemporary research into

{

these areas is, at best, £udiméntary‘ (Bowles and Gintis, 1976;236) maf need
] . | T
some slight modification, put rémains-larggly true for t@e s@cialégy:@f
J educééién, It }s as though; in £urning~éway from'é sbci@iégy of éov%rnmental
}‘ policy and pré:tice tawarésla seciology of the clgssromm (cfg Deméinei 198@);
! ﬁherééciélﬁgy of education has come to %akeifggfq anted ‘the admlnlstratlve
structures and practices wgiéhlcanstrain both. spheres of a;tian. -
- N . 3

ADMINISTRATION AS BUREAUCRATIC CDNTRDL , o - v .

- :
While it may be argued that mass educatlon is, l‘mpll&ilE y a [form of

" social control based upon the artlculatlcm of hlddeﬁ‘ lnter sts or hegemonised

*

s )
relations, educational adrnmlc;trfjclan is qulteglx,

«

~control (Bates, 1980a, 1980b). The préGCCupathﬁS of adml istrators, at
o - S
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i least, as represented in text ?ggks'éﬁd training programs,.are for éxamﬁle

. - with management, Qrganisa%ign, authéfityp mé%ivatioﬁ;:jgb satisfaction,

' leadership, de cision maklng, 1mpiementatlon.scammunlcatlaﬂg!ca—grdlnatlcn, -

. I
x :
. &

. supgrgisian, évaluatigni gfficiency?éné 3Eééuntabilityi The salutléns to

.

managem aﬁd tontrol Prtlémg are souqht thfaugh Systéms such as; p%l}a;minq» .

- A
ystems (PPES); pfoqram evaluation and review

pragtaﬁminu W;ﬂ budgecing

.téchnlgue athT)- management lnformat;gn Systéms (MIS) managgment by

: ijectlves (MBD) dpe:@ti@ns resea:chg produckivity research; éfstgmsv= B '
- L - B . - s CO .
rese ar:h and s;mulations studles (cf W e, 1979). The laﬁguage used is f s

' the éESéﬁEé of being asgocd techﬁcczat is to exert cantréli (1977:159) ,,
- . 2t "l o :' f . b | ’ ;

4 [y

The control EKEIElSEa by admlnlstrator is’'es ntlally bLFPQUCfafIE in

form: that is, it is related tc the rational nganisatiéﬁ af;institQtiégal

life around a“structure of rules, pDSltlQﬂS, relations and be?av1eurs,’

Weber's classic description Qf the nature Qf buréauczﬁcy 15g€%pr09r1ate here,

.=

as is his assertion of the nature.of bureaucracy as 'a precls;@n ‘instrument *
which can put itself at the disposal of quite varied interests in domination’

k-

(Weber in Gerth & Mills, 1946:231). Moreover, as Weber also noted, the ' .

structure of bureaucracy is admirably suited to, and has, in fact,

'frequently benefited the interests of capitalism' (Weber in Gerth & Mills,
i . t " -

1946:30) . o T L

" The association of bureaucracy, as a system of social relations based

upon principles of rational control, with the interests of capitalist} and

“ & 5 .. o ) TN
eorporate attempts to control the production process is well_dacumEﬁtE%/fFiﬁg“\

(Braverman, 1974; Edwards, 1979). The trans latian of this form of, contirol
of social relations into education is’ similarly documented (Callaghan.rléézg
Q o \ , . ' ' : )
[ERJ!: . : ' o bos )
: U )
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Kellner (1973), following Weber, argue that such consciousness is

valiance, 1973, 1974; Franklin, 1976).
% . : . N
Hawever, the stru:ture of bureaugracles is not only devat%§ to the"

= &

control Qf social relatlans but is also productive of certain forms of _

cognitive style, that of bu?eau::atic consciousness. Berger, Berger and

constitutelby (a) a sense of orderliness (related to tha’impésitian of

taxongmic hiEIathiéS)? COmPQnéntlallty (related to the divisions of
kngwledge and rasganSLb;llty); arbitrariness (thgough the creation of

structures and, boundaries); jgstice {defined in terms of its relation to

p:eﬂictabiiity){1abstraction (associated with the genéralisabilityrand
: -y y ‘ _ : ,
universality of fulés); morjlised anonymity (which defines relations with

clients) and passivity (which defines the clientsi role)i Eurééucratig

.structure and the associated) bureaucratic consciocusness has been argued ty

Wake (1979) to be closely related to specific patterns in the : :nagement
) i

"of knowledge. Relating Qarticularly to the management of knowledge in

| _
schools, Wake argues that the bureau:ratisatian of schools via processes

P

of administration brings about a particular structuring of knowledg%,

'the major demands placedvupan the structures of knowledge
by bureaucratised schools are: that the knowledge be
divided into components, or relatively discrete components;
that the units of knowledge be ordered in sequence; that
the knowledge be communicable from one person to another
using conventional media of communication; that success

in acquisition of part, if not most of, the knowledge, is
recordable "in quantlflable form; that the knowledge he
cbjectified in the sense of having an existence independent
of its human origins; that the knowledge is stratified
into various levels of status and’prestlge, that knowledge -
based on cancrete\experlence be treated as low status,, but
that knowledge expressed in:abstract or genaralised
primciples be regarded as having high status. "

==

(Wake, 1979:16)

iy
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~administrators to organise the production, dissemination and utilisation

onships between administrative, cognitive.

k]

In tiHs fashion; relat)
< .; - i- g’ R ) R | - B = ) .
and epistemological structures can be proposed, and the attempt of

=

2

* &

* ' A . : :
of knowledge in khe schosl can Be seen to be directly related to the .
imperétiveé of ﬁugeauerécy, where the: ° i

1 =

[
Tt S

- 'over-riding concern in selecting, structuring and .
T - presenting knowledge .#. is to facilitate the.
adminisgratianiéfVan'crganisatign;' \

(Wake, 1979:16) ¥

As iS'Eppérent from Lortie (¥975) and Welcott's (1977) analyses of
, . ( 1 ,

N ) ) T . B ) ) g 7 ‘ ) ) _\L. . i .
~the actual re%ét;@ns-between teachers and technocrats, the implementation

A

+is somewhat

of such a ragi@nalfﬁﬁreaucratig model gf knowledge in classrooms

i3

‘" problematic, and the success of such, attempts at the bu:eaucfati,ﬁfian of

= -
N L 2

khcwléégé in scgo;ls is an‘empirical matter to be detg:m;ned in ééﬁzrete
situati@néf’ Nonetheless, tﬁ% direction,of analysis is fairly clear aﬁd
: b : S
the theoretical 1ikelihagdf?fvliﬁks between admin&strative, cultufal and
g‘%pistémclegiéél relations ié thE school is established. B

£ i R

THE INCORPORATION OF PROFESSIONALISM

- ’ <

It has beéen argued abové that bureaucracy involves the contro}l; via . .

&

. = . . : ] = ,.. - 5 s = = . = A
rational planning 9f social relations, individual consciousness gnd

epistemology,and that these are integral components of the managément of
: ? S i :

.+ knowledge involved in current models of educational administratiﬁn- It is

O

ERIC
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i

" important to note, however, that such systems are g@esigned ﬂct}énly to
. L, v S
control the social relations, consciousness and epistemology.of' lower. level
_ A - M
, ) ! ,
workers (teachers and pupils, for instance), but also to control the .

P

. N Lo . - o, 5 ) i,‘
sgcial relations, CDﬁSZhGUSDESS and epistemology of experts. For, as .

\M‘ )
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'verifiablé {(i.e., scieritific) and ‘also practical. ~

L 6
' ) . ‘. . *s )
Webeflpéinféd Qﬁt: -
_" ) 'Bureau&:atlsatlﬁﬁ of admlnlstratlén is ﬂél;berately
L connected with the ... exlstlng grdupings of social
power: [whose concerns arel how,to exploit the special -
* knowledge of experts’ without hav;ng té abdltate 1n . .
. : thé;I favaur- e . = o
(Webér in Gerth & Mills, 1946:235)
Y ;
fInaeed the Expléltatlﬂﬁ Qf the sgez;al‘kncwle ige of experts is the
other, Erequénggy unacknowledged, face of bureagsracy:=thé face of
pr f ess lanallsm. . :Hf e i N :
F ‘

. - I . .
Professional statuseis typi&ally claimed on th

A . d

of talented m2n~who have undergane 1@ng perlcas cf-tra;nlng, ana who have,’
= i r =

through experience, devel&peﬂ both axpertise and}judgamenti The claim to

special form of consciousness, -one which is both objec

%

sccial :elati@ns on the basis of both cognitive-and EPiStEﬁQléé%éal ;laimsi

(cf.. Blgdsﬁéin; 1976; Laséh, 1977; Bates, 1980).

b

which rely on apgeals ‘o canons of Sc:e'tlfli practlﬁallty‘ pred;ctablllty
aﬁd QQﬁtféla Thus,'bath bureaucracy and prafegsicn contain various .

principles of control related to .social, cognitive and epistemological

structures. ' - :

-—

e
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THE SYMBIOSIS OF BUREAUCRATIC AND .

£t

ERQFESSIGNAL CONTROL
: 1 - .
The claim of bureaucracies to forms of rational organisation and

A

planning, apd ;hé §1éims of prof

égsiéns to scientific knowledge and
exgiittise combine in the contemporary world into a single model of =~
% N ) = -

techno

T * .

logical :atianalityi(gf. Habermas, i%?S)i The amalgamation of

the ratienal planning model of bureaucracy with the scientific legitimation

éf’éncﬁ Plénhing th:éuéhvtheri;cgf;éféti@ﬁ'éfvprofeSsiéﬁal e;pértsiin§arthé'
processes of ratiénal planning is brought -about by a common appeal to'the ‘
lééié gf‘pésiﬁiéisﬁic science (Héﬁerﬁaé, 1975; Argﬁowité, ié??i- 1f ﬁhé
égiétem@légica} g;ounds for %ymbiasis are Ecmpeilinq, so also are the
integration of in£efests, f@rnbureauc;acies need the legitimating benificence
.7f : .

pféfessicnal expertise and, professionals are increasingly ‘dependent upon

bureaucracies, both-governmental and industrial, for guarantees of control

over éertifisati@ﬁ,_régistratién, entry and employment.

¥
5

Sy
The growth of bureaucracy.and of professionalism are not, therefore,
mutually antagonistic as some have claimed (cf. Corwin, 1965, 1970), but

rather mutually supportive, sharing complementary epistemological

N
®

assumptions (those of raticnélsglaﬂniﬂg and positivistic science)’,

complementary forms of social relations (based upon hierarchical differentiation

of exgertige)} and complementary forms of consciousness (based upon the
cbesience Eg;te;hnicalgratibnality) (Larsen, 1977; Bates, 1980).

1

i

O

E

RIC
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g" '_ i , .7 ,’ :;E<
EFFECTS DNACULTuéAL TRANSMISSION . . - R

“+ The symﬁigsis éf érofé%siénaiisﬁ ané Bufeéucfaév-agd\thé Eméféiﬁg
dominance Qf:tEEhﬁélégiGél ratiohality have gféfaund>implicéticns fof

o _ . , .

‘education aﬁd fgr'thé exploration affthe relationships between social,
'eccnamic; ;Pisteﬁélggical and educational structures, which constrain
the pmcésses of cultural transmission. - *

Increased technological ratioﬁafigy is,an_a§paré§§1y attractive

pfOpésition to legislators,- policy makers and administrators, for:-

'‘because education is still a }élatively high public -
priority, policy makers cannot simply maintain. or ‘
¥ :éﬁuté spending levels. Because they cannot législate

rlslng costs away, they must rationalise decisions to:
keep budgets from rls;ng‘. This need gives rise to '
T the demand for rational glann;ng systems, in the
‘ anticipation that the imposition of such systems will
reveal ways to control costs.'
\ : (Wise, 1977:47-48)
, N ' ; -
The ecano ic imper ,t ve of controlling costs led initially to a
Y ) H

,sgecificati@ﬁ of imputs (money, teachers, capital development) in the

hope that increases. in inputs would lead to the achievement of- particular

" economic and .. ‘al goals (€oombs, 1967). It became apparent during the
N 5 : . Ll - I
al%é@‘s, howe-. that such specification of inputs was not achieving the

¥*

desired goals; that:

'more educational ipvestment does not necessarily lead

to more eguality of opportunity, and that more equal .
educational opportunity does not necessarily lead to

more social mobility or social equality.'

) . . . - (Kogan, 1979:28)
I-' v . =

<

N
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7 ’iAzgla result, legislators haveigegun to prescribe expected outcomes, . : .
- such as'réééing level, functional literacy and citizenship skills =

(cf. Wise, 1977). Moreover, attempts are also being;made to prescribe

- .
= '

- process variables, such as individualised instruction, objectives based

education -and class size (Wise, 1979). | L

identical withithat of the logical, scientific, technological, industrial

models of systéms d?ntral. For lggislatarS, the bureaucratic model which
speéifies rationai relations between input, éampcnent%l Pfa;égséand'@utput“

i e . . - - ) .

is apparently irresistible. The effectsLén culturai tranémissi@n,afe

significant, for, the mgdglfemplays certain assumptions about éuitural

trahgmiséiani and attempts to canst:;in ;éache:s' and pupils' actions within

] ythe éﬁistem@légical, cognitive ;né g@élal limitg of that model. |

L
bl

The fundamental assumptions of the model can be identified as relating

to (a) the law like nature of scientific propositions, which specify
- . 3

: L. . ) ' i . s
clearly relations of cause and effect and, therefore, allow the possibility

=

of education, which separates fact from value and employs models of
instruction and inquiry which are functional, rather than historical or

social (Popkewitz, 1979; Bates, 1980; Giroux, 1980).

i .The net effect of such assumptions is the comstruction of an
administrative system devoted to the de-politicisation of teaching, learning

and cultural transmission (Habermas, 1973; Aronowitz, 1977;. Giroux, 1979, 1980).

ERIC | e -
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- Mﬁréééerf'if:tea ching' and learning are aefinéd withiﬁ‘thé context of such

- g cluded. o - L , : %§;
. ‘;; ;>55 o fiEThééfiESZ ven of schoel saclallsatlon that do not make
' : problematic’ relationships between the reproduction of an
. nEgUEl-SQElOEEEQnOﬁ;C order, practical and 'symbolic -

. A ideologies in school, and the canstru:tlan of personal ’

S oL opportunity and ;dentlty, not only circumvent the analysis
of education and ... society, but trlvlallse our notions -
of childhood scclallsatlon.

= + v
: .

' T - - (Anyon, 1979:39) : S

The imposition of certain legitimating ideologies of technical
ragjonality via processes of educational adminiftration directed.tawardsrm

%
3

greater efficien;? in the aggliéaﬁicn of resources does not, thérgf@re; o
lead ﬁé simply a phygiéal_imgéverishmeqf of schools, but also to the

obscuring of cetain interests, which ére,best 'served by such rationality.

Similarly, the model éncoﬁrages;the déepoliticising of cultural transmission,

the denial of the validityiof dertaigLQuesti@ns, and the trivialisation of

- socialisation. Once again, the rélatlDﬁEhlp between admlnlstratlve, pollt;L51

social, eplStEleOglEal and educatlonal :ateqorles is sustalned.

THE HISTORICAL SITUATION .

§

The pafticular nature of such relationships are, however, inevitably

the result of specific Camb}natiéns of interest and influence. at particular

points of time. Moreover, these patterns of influence are necessarily worked
out within particular socia¥ contexts. . Examples of guch situations cai be
. " N ¢ : -

féund in the influence of the technological rationality of administratjve - -

-

control ‘on each 'of the message systems of the school; curriculum, pedagogy

and evaluation (Bernstkin, 1975). Moreover, each exhibits clear characteristics
o .

ERIC "~ S

i vc SN

1d$a5 then,the questlanlng of current soc;al pai?t&qsfreganamlc relationsHips

Il
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of the eymbiosis of bureaucracy and profes sionalism, in that the examples

H

contain elements of both rational organisation and professional ® 4 :
8 &m : : p ,

- & .- ol i - L e e
emergence of educational administration as a profession, (b) the influence

Of Systéms theory on cyrriculum develgpment, (c) the professionalisation of

tea&he: training, ahd (d) the impact of adminiStrative rationality on
‘ - . Y
educational evaluation. : - . ) "
= ’ F3

The Professionalisation of Educational Administration

The professicnalisation of educational administration is historically

‘located in the emergence f a discrete category of positions within an:
: gory of p

evolving bu;eaucfacy of education during the late nineteenth century.

During this period: -
'the process of bureaucratisation within education was so
thorough and so rapid because of the enthusiasm of the.
o schoolmen them%elvesm who saw in the new crganlsatlanal s
N forms,, .the opening up af careers and a partial solution
' " to the pr@blem of regulating behav1aur within the*

G:cupatlon.

(Katz, 1971-1972).

' The result of this rapid bureaucratisation of education during the 1880's

in the United States was firstly the clear differentiation of school

‘superintendents from teachers, and secondly, a move to develop a distinct

¥ B A

trainihg program based ué@n-méth@ds borrowed from business and industry. a

Through these mechanisms the occupational aspirations of school
superintendents were rapiély translated into pro ofessio ﬁal aSplfatlQﬂa.

The- professional legitimation of occupational aspiratigﬁs was achieved

through appeal to the practicality ethic, through which the efficiency,,

‘legitimation. The following sections deal, therefore, with (a) the .




,
[
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ature -

rt .
m

effectivenegs and practicality of business was to become a major f

¥

: S N : 5 .
of schooling, and to an academic:ethic, to be legitimised throuqh the
proposed development of a science of educational admlnlstratloﬁ based upDn

‘educational applications -of theories of scientific management. Such
aspirations are clearly ghawn in the statements of the leaders of the

movement. - Cubberley (l?15), for instance, arqued that:

s ’ . 'the recent attempts to survey and measure school sys;emé
and 'to determine the eff?c1ency ‘of Instruction along
scientific lines have alike served t dewelog a' sc¢ientific
method for attacking administrative pr@blemg ... all of
these developments point, unmistakably, in the direction
of the evolution of a proféssion of school administration
.as distinct from the work of teaching, on the one hand, e o,

3;3 and politic§; on the other.'
. " (quoted in Callaghan, 1962:217)
The emergence of Taylor's th351s of scientific man§?ement was a -
! ’ 3
Godsend to the educational administrators, asrit matched, precisely both
the practicality ethic and the appeal to scientific respectibility.
£ . . . ;‘\
Despite the defeat of Taylorism' in the workplace (Edwards, 197%), the
principles of scientific management wefe enshrined rapidly and widely in
~education (Callaghan; 1962). Professors of educational. adml'lstfatlﬂﬂ
occupying then, as now, positions of marginal status in universities-

. sagght the le egitimating benefit of a scientific theory of .educational. -
administration. The possibility of such a theory of educatianaliadministrétﬁan
based uporn laws of organisation, psychology, sociology and economics lay before
them as the final academic crowning of their '¢laims to professional

1 5 o= o= s '

féSPEStablllty;
o - ’ . Tx . -

ERIC — i
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‘What actually happened was that the majority of professors and - _
f ‘- . ,(\ . P ) =

’ ' administrators became preoccupied with methods of céntfol and efficiency.

Their theories were essentially theories of control an% manaqement .

= IS

The pursuit of 'science was, and has largely continued to be, a matter of

rhetoric :athér than reality. Techniques of management and control were

3
what mattered with the result that:

L3

'there was more than an accidental parallel between the
teachers' management of pupils through sociometry and the
administrators' management of teachers through group

dyrnamics and human relations."

{Getzels, 1977:7)

'

A minority of academics continued the quest for a scientific theory

b
i

practitioners and trainers. Hoy, for instance, continues to argue that:i

. , . & Sr s
'educational administration as a discipline can best
preserve lts own uniqueness by re-affirming its
commitment to scientific research.' . ‘
7 e
‘ y _(1978:1)

=2 . .
v in educational administration

£ .

Others have recently argued that the aim of theor

'a set of assumptions

is the achievement of 'a : - from which presuppositions can be

deduced by mathematical .or logical reasoning' (Griffiths, 1977:18).

Y
- _ )
.The quest for a scientific theory of educational administration is,
in fact, collapsing under the weight of its own pretentions (Hal?in and Havyes,
1977; Griffiths, 1979; Bates, 1980). The major need for a scientific theory

:

has, however, been replaced by the need of governments for advice on the

construction of more adequate (i.e., rational and technocratic) systems of
control. Legitimatien.of professional status is now to be gained, not by
appeal to scientific status but through prestiguous association with

L

qcvarnmehtal attempts to construct more efficient steering mechanisms, and .

El{lC' I -

s
v

[
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more raticonal and complete systemf of bureaucratic control.
. S
i,VThe‘k'assg ation Df educ FL
attempts to develop scieatific man
\ é, B X ) E\ ;
ssociati ! al 'z
ccnceptuallse the ﬂature 1
industrial terms (that sk_schaals are seen as factories,
students as raw materi_ ), it also supports modes of
= behaviour and goals; ¥ 2d on the need for a form of
. social cantrol ded‘catéd t@ieaalal hamcgenelty and graup
canf@rmlty :
ks
- " ;’1 N
’ ;Sccursg, é@ﬁstltutes a technolaglcal ratlonallty which is.
: A 5 .
B ) o . ¢ x ' ’ . L
: gel 3u;tlfy1ng by virtue of‘the social amnezia' it crgatesg Thus:
e WhllE the 1nterest5 behlnd ,the hlstar;c:al develogﬁ‘\e’ -
_of technotratic ratl@hallty are rather clear, it app
"that the historical roots of its more contemporary vg
-} ¥ - have been fargﬂ-ten ... this form of social amnesia e
Jj Ohly characterises technocratic rationality, it also
N -the :Dndlt;ons UﬂdEE whlch it sustains ditself. -
. . R A(Gir@ux; 1979:14)
4 ' 5 ’ . .
3.‘ A ~ 4
-k . E K]
: N -
w= " Tf/ the ‘historical d@vel@p@ent of technological rationality in
= = e ) s, ,'#:’ . PR g
gdu;atlan was closely aés&ciated with the occupational interests of an
. éﬁe:ging Dtggnfsati@nai pr@fessi@n_(Lars&n, 1977), then the effects of
e . . ] ) i
the~alllaﬂce of SQ;EWE f ic managémépt'with.fatianal planning and control
. o . Y L d . B .
ﬂ?{inAedhcgﬁiﬁnalisysteﬁs Shculd show up in the central message systems of
' the school; curriculum, pedagogy and evaluation. This, indeed, appears . -
Q 1 * A ’ ' ‘ o
]ERJ!:‘ ' ¥ ! & ’
s : - L .=
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Systems. Theory and Curriculgm Development . ’ Uy

The construction of the curriculum is clearly a matter of central

5 s VI‘. 5 5 5 ' .kb Iy - N
importance in the management of knowledge, and one which links the processes
-

of epistem@logical reproduction within the school with the:social and
B

.,,P

[

qukheim, for instance, wag very clear "about the\corféspandeh:e between the
i : a - , .
production of ‘technical and moral knowledge in schools with the social B
£ - ’

structures of the wider society (Durkheim,

1956) .- Pr SSES of sele Ctan,
. ‘\
Drgénisa;ion and transmissionyof knowledge in schools are central to the
- A
. . N N * E ) - B ‘,’~ . . N L ’
processes of cultural transmission and control (Bates,.1978,

r . .
H - . H

1978).

. 5 P ) . . ‘ . »
" Moreover, .these processes are highly political: . ' . . .

W - y S i o L . gl TR
S o . 'Curriculum design, the creating .of educative environments
C " - in which students are to dwell is inherently a political

e

and m@:al.groéessﬁj It ihvolves competing-idegplogicail, ce L
political and intensely personal conceptions of a valuable’
educational activity. Furthérméré, one of its primary
componients is the fact of 1nfluen21ng other ‘peopler - °
namely students.' : .
. (apple, 1979:111) : )
.The logic- of technological, aiminiétrative rationality is directed towards
the generalisatior and legitimation of universal solutions to,thesefﬁélitiial
. 2 . . ] . ) & '!,.
and personal issues through the institution of formal democratic principles
R . L L . ) con . . v _ ] . .
and procedures. The éffect of such a process is to effectively de-po oliticise
. ) . i ot

“the pr@cesseé of control. In general: .
f : ' T . . . ; r
'the arrangements of formal democratic institutions and
procedures permits administrative decisions 'to be made
largely independently of specific m@ti$esro§ the citizens.
This takes place through a leqitim’*atjaﬁ process that

\

.- elicits generalised motives - that lg,\dlffuqe mass v
- lovalty = but avoids partlclpatlan; | :
|
B 1
. i i
: I : ' (Habermas, 1976 36)
Q . : , s .
|

i

ERIC - s

P v | : S '
~ . ' . ¢ . g . -

ko
-



- . 3

Lo
]

. Moreover, &pe 1G§ic @f‘téchniéalf administrative réti@nality
dlrected tcwarde the daflnltlon of prablems aﬁd conflicts as technical

issues to be resolved by experts through management and adqustmént of the

:system. Indeed, theéidentificatién of the needs of Ecgie;y on whi:h

which determine the epistemological .structures ava
L : . = A
of the curriculum (Hearst, 1974)., and their integration into a common

. ’curriculum is to be based, the specification of Eig forms of kﬂawledée

ilable in the covstru:ti@g

culture :urr;culum, appropriate for all children in a given society

_(Lawton, 1973), are fega;ﬂed Ey administrators as matters for experts to
_ r . ; ; . » ; & A
S )

déciQE and for administrators to implement or supervise.  Such a model of
administrative curricular relationships is so much part of teachers'

thinking that it has become ;grt of their common-sense thought: .
: £ £ - =
‘our ceommon-sense thought in education ... tends to work
. in a direction gquite the DppDSltE from moral and political
_— -considerations. Instead, spheres of decision making are
' perceived as technlcal problems that only necessitate .
. instrumental Strateg;es and " “information praduced by
technical experts, hence, bath removing' the decisions from
the realm of political and ethical debate and covering the
relatianthp between, the status of technical knowledge. ‘and
economic and cultural f%PIDduCtan->'iq ¢

H

"

(Apple; 1979:111)

The most extreme form of such technologisation of curriculum is
i L]
o clearly that of the current dEVélDEméﬁf‘éf curriculum packages.’ The more

B

u,

ophisticated of such packages are, in fact, systems where the elements of

curriculum specification, pedagogical practice; diagnostic and-jfaluative

testing are integrated with each other into a comprehensive set;of

e

- o B K - , ;
prescriptions for ‘both teacher and pupil. Thus, the bufeapcratgg

¥
L N .
relationship between

Mo

epistemology referred to by Wake is insinuated into 'th

teacher and Pupil,r T o . ) .
l- i ' = . N ) : )
\)‘ ‘, . . ] B . - ) 2 » ‘a
ERIC . | S \i o
s . : o ) ' ) )
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The eméloyment of such packages, along with the adoption

‘of 1nd1v1dual learnlng programs, transforms the relationship between

¥ .
teachér andxgupili It does' this in quite particular ways.s Firstly, the
) ‘ ) - . . . R ‘
function of the teacher is translated from that of a knowledgeable person, .,

reggonsible for planning and encouraging the cognitive, social and ethical! .

devel@pmen of his pupils to that of a systéﬁs'manégegg The -form of
engagement with the pupils is shifted frém a personal to a technical level,

where the teacher's functien becomes that of systems manager. As a result
. 7‘ _ . - k3 . . ) : ‘". - . s
of this transformation, the teacher is, in terms of previously required
. 7

exggrtise-;p élaﬂning and designing cufriculgfst?atégigs for groupsvpf :

childrgn, deskilled (Apple, 198Q in press). Just as the control of:managers

in'industf§ was increased.by‘thé separation @% planning froﬁ_éxécﬁtion'iﬂ

the pr@d uctive process (Edwérds, 19795, so the separation of planning from
,é%ecuﬁioﬁ éf gge %urriaula? process remcvesicontrol of palitiéal, social and“

personal cangiderations from the teacher and locates them in the ’ » .
administrative structure :that determines the production and utilisation of
Y - v .

such materials. ' . : . -
\ , ; e N ‘ " R
‘> . 5. - Ed
Mbreaver, as Agplé qu@tES,”ﬁh;lé teachers are being deskilled in terms
. . o : , , g ) ) . 7 LU
of curriculum planning, design and instruction, they are simultaneously geing

%

reskilled in terms of_imgrbved”tezhniques of student control' {Apple, 1980

. \ N . . y,:v .
in press). Moreover, new techniques of instructional supervision, when

=ducation,

m

combined wifh competency based education, competency based teacher

= s ) : ® = : . L] ' 2
learner verification, behavioural ohjectives, and mastery learnlng techniques,

.
increase administrative control over not only the Eaﬁtent of ‘the Eurrlculum

®

but al;a the processes Df pedagogical 1nte action. By such techniques,
¢

tea:hgrs can now pe held accountable for the achievement of Efespécifiéd

anaatlmnal qn 118 .
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depoliticising and depersonalising, but also‘expands the ée&hanisms!af

' government (Edwards, 1279{. ’ 1' P

S |
'The simple accountability system "holds the teacher
'accountable' for achieving prespecified objectives,
but allows the teacher discretidn to defermine how {
theﬂe’abjEétiveé are to be achieved. he derivative s
,Systems build from the simple system an\,.in their
v elabaratlon,,ellmlnate the discretion of\ the teacher
to determ;ne how the pIESPEElfled objecti¥es are to

be attained. o ‘
4 .
) (Wise, 1977:46)
Thus, the imposition of technological rationality on curricula
structures not only transforms the content of the curriculum,

administrative contral bver both teacher and pupil behaviour in ways

m,.a,
»

'similar to the effects of control structures devised by industry and

2. - . ;
In order to maintain such systems of administrative gontr@@*overr

.currniculum and pedagogy, certain transformations in the role of dhe teacher

5! - ; . : R . 1

=t b mplemented. These are essentially achlevedlthféugh procesges of

. . ‘ ’ “‘ : )
prese vige and inservice COClall:aﬁlﬂﬂ and selection of teachers.

Mo

L

\ A v ' : o
On the Transformation of Teachers :

\\," : = * %

The transzrmatiDn of teachers depends upon the implementation of two

5,

strategies,.one practical, and the other ideological. The practical

\

- = . 5 )
strategy is one Whi;h relates both to the adminigtrative concern with the
= "a\ . . i . ) o
efficiency and effectiveness of rationally planned strategies,-and to the
,/ \\ \ \"""»‘ : o
rei&f\Ftufing of ﬁurtiéglum into iﬂtegrated systems of instruction and
_ \ _ .
Eqaigftién. This Etrategy is concerned with the ﬂevelopment of Eaftlc ular
skills \%ﬁ teachers. It 15\3 strategy which is, moreover, also based upon
- N b )
thezlcgic of technological, administrative rationality. Competency based

¥ .
“ _ v \ . '

18
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education displays the logic of thefstrategy most,clearly.
. . ¢ % . . : ';A

I

! . . : ) E ,
In competency based education, the competencies required of the

student are prespecified so that both teacher and student know precisely

what is to be achieved.  As a result oféthe implementation of competency

based irfstruction in schoolk, only teachers who have been trained in the

]

implementation Dfxguzh programs are Hired. Moreovéri.as,the school system-
. N , . ,

3

" increasingly adopts CBE procedures, both preservice and inservice teacher

education programs are required to be certified and their pr@dhcts‘tb,be%
. certified as competent CBE teachers. Theeggmgeﬁeﬁéies of teachers which
will allow them to develop the required comgetenéieé'in students are presumed

&

to have been identified and promoted through CBE prdcedures in college and

L
[Xn]

ystem of procedures is established.: As Wise (1977) points

. a generalisabile

out: . :ﬁb |
'by this process the range of teacher behaviour will.be

narrowed to the point at which the method: of achieving .
student objectives will be prescribed.’ The operation of
a‘AEBEral accountability system and its derivatives ...

have determined what an@ how the teachér is to teach.'

(Wise, 1977:47) *

The major effect of such procedures is to foc

-

s on methods of teaching,

leaving the purposes and content of what is taughtt%arge;y out of consideration.

- Moreover, the research upon which much teacher training is based is of a -
L o ’ ) .
similar character.

© e

'Thé technical definitions of edi&ational problems and

the procedural responses of reform in teacher education

is legitimated by much of the research.in the field.

Most research tends to view teaching as the most efficient
way to'provide new recruits with the specific behaviours
and attitudes of the people who practice teaching.'

(Popkewitz, Tabachnic & Ziechner, 1278)

s : -
- i -
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Psychological research, focussed on the manipulation of single

var blé

is appealed to in order to increase the achievement of.

- m

[

pecific outcomes. Sociological research is §p aled to in arder to
facilitate the socialisation of teachers ahd pupils into the workplace

- #

of the classroom. The result is that in both the teacher training
procedures and in teacher education research:

“"the conduct of schooling, the systems of status

k' - and privilege of the occupation, and the social and:
political implications of institutional arrangements
are obscured through a process of reification.
Teaching and teacher education are treated -

: administratively. °
(Popkewitz, 1979)
Such adm;n;stratlva treatment defines teaching as a technical process

in which the maj@r considerations are not content, volition and

]UEtlflcatan, but Effléléncy, effectiveness and communicability.

f
-

"Thus, the practical orientation towards method also obscures and takes
for granted definitions which are to be imposed ©n new recruits.

'What is ignored are the ways in which teacher education
“imposes workstyles and patterns of communication,which
guide individuals as to how they are to reason and act
in the setting of schooling. The language, material
arqaﬁi:aﬁiaﬂ,'anﬂ social interactions of teacher education
establish principles of auth@rlty, power and rationality
~faf guldlng ocecupational conduct.' ke

(Popkewitz, 1979:2)

Thus, teacher education both pre-empts a te:hnicalrfatiaﬁal )

- ' definition of teaching, and legltlmlses that definition by appeal to a
3

reified set of behaviours and norms presented as inherent in the nature

!&‘

‘appeal to objectivity and science base

u

of teaching. Moreover,.the
. research findings on teaching:
'not only fails to reveal how knowledge is culturally
bound, it also serves to buttress normative and
intellectual support in teacher education programs
for the ethos of 'professionalism' [through which is
developed] a cult of experts and. professionals who
O

Aruitoxt provided by Eic:

become. avatars, trained to guard as well as transmit



the sacred kﬂéﬁleﬂge and language to-prospective
‘educators, who in turn, make their expertise |
avallable to members 'of the, public.' ‘ : .

i

(Giroux, 1980:19-20)

The effects of the professionalisation of teacher education within

of the technical rationality of administrative caﬁtfcl is not .

egsarily the expressed goal @f incfeaéed ¢omp%tence but can be directly

tied [to the symbiosis of the DCCUEat%Gnal interests of teachers with the

'admidistrative interests of bureaucratic control. . Within the. context of

an organisational profession, as Lasch (1977), Bledstein (1976), Edelman.

(1977), Erickson (1979) and Bates (1980) have pbinted out: - -
'the growth of professionalism in edutation has done
little to benefit the public and a great deal to - .
serve the narrow interests of educators themselvesy,

& The latter interests inélude--iﬁcréa'ed hierarchical -
differentiatioff in the. tea:hlng PfOfESSlOﬂ, a growing

standardlsatlon of E:h@@l pract;ce and_an increasing %
'certified’

: ; -, : 2o - ..
. . - ¢

Zf - anwLedge. . : v L
1 : . ) o
) ' (Giroux, 1980:20)

2 i I s
! Y B »

P dlctability and control and offers the accupatlaﬁal rewards of 1eg1tlmacy,
%;erarchy and security. In the process, the objectivisation and reification of

chooling occurs, which excludes questions of value, interest and domination

ntiating technological rationality in the service of admfinistrative

ERIC T

Aruitoxt provided by Eic:
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Cn Technical Evaluation

If the logic of technological rationality can be seen in the

administrative structuring of curriculum and pedagogy, it can also

_be seen in the development af'techniques of evaluation. 1In evaluation,

as elsewhere, the te;hﬁézégisatién of reason is evident. In particular, 7
- ‘ . T . ' . » 2,

three models of evaluation express this- process. They are identified by

Kemmis (1980) as the engineering, the organisational and the ecological |,

models of evaluation. The enginéeriﬁg model of evaluation is derived

from attempts to assist ‘curriculum builders to check on how well’thelr
. i

intentions have been fulfilled in educational performance' (Jenkihs et al.,

[
(™

1979:111). Explicitly, the model involves five stages, the third of which .

is concerned particularly with educational evaluation: 1) secure agreement,

on aims, (2) express these aims as objectives, (3) devise and provide

appropriate experiences, (4) assess the congruence of performance with

objectives, (5) vary the treatment until congruence is achieved (cf. Tyler;

1934, 1949; Jenkins et al., 1979).

This model is, once again, indicative of the lLimitation of fhought
~ : *
imposed by technological administrative rationality:

and evaluation represents a 'technologisation of reason':

it limits our thinking about these matters tO technical
aﬁdeprasedural dimensions, it routinises the qulﬁtessentlally
human process of educatlon, so that it beiomes more  subject
to technlcal management.’

.. thé’engineefiﬁg model of educational development

(Kemmis, 198019)

wl

~
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seek specific information related to the planned trajectory of their

4

this technologisation of evaluation

Here, the

. }"\_‘-,; . R . .
purpose is that of =nférmation management, whereby the institutional. managers

organisation. As in business (Edwards, 1979), access to such information
critical to educational management. As Wolcott points out, in his
& a
= : ~

i

i

discussjion of the impact of _the:school Qlanning(evaluation and communication
system (SPE%S); ‘ C . , ' o
Y 3 " . -
'SPECS' primary .technocratic &ppeal.was that it was a
data generating system; the data were to prav;de a
) basis for improving effectiveness (control) thraughaut
the educator ranks.'

"(Wolcott, 1977:159-16Q)

T

&

The model of organisational evaluation baéed'ugan data collecting

stems has Been powerful in school and school system .evaluation. The model

n
L

.
i

'one of ratlonal managément 'thelimage'supp’xteé'

by Cultural values of S:lentlflc fatlgﬂallty, economic
mission

... it is a mechanism for subordiﬂatlng those 1nvalved
to institutiocnal goals which are expressed at a
supra-individual rhetorical level.’

(Kemmis, 1980:10)

Once again, the objectification and reification of goals and interests

of technical ‘administrative control - a

‘m«

is directed towards the proces:

N - N § < Ll = 5 = = : N
function of which the teachers in Wolcott's study were well aware (Wolcott,
&

*

"1977).
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’ /
of natural interactions and gystems 1nfluenc§

=,

objectivity, neutrality and their serviece of, technical inferests. .As

, .
. Ea
&
The thiré model, the ecological model (Bronfénbrenner, 1976;
Brim, 1975) is an attempt to relate a variety of systems and aceognt N

for the ecological effect of different levels, goals, functions and
systems on each other. The image which underlies it is that by which

social 1 . fe can be seen to be 'not’ just a set of interacting :variables * .

but as organic, structured and functioning"(ﬁémmis,\198@:;2f;

the écological model is one further step in ‘the fe;flcatlén of systems

and the obscuring of mééﬁlﬂga;lntefésﬁa and ’ purp@se unéer the rhetoric

& =

These- three models of evaluation which are curf@ntly widely émpi@yed

in educational evaluation are alike in several respects; their .claims:to

= ¥ . L, =

g

Kemmis points out: T
*these approachég man;fg%t most clearly the tEChﬂDlelﬂatlDﬂ
* of reason, making critical self uﬂdersfa'dlﬂq sybordinate to
praqram goals, ‘bureaucratic organisatiocnal imperatives, or

. the 'life' of the program as understood from a non-
pProg R

i - participatory (non-empathetic) perspective.' '  * .
. B = {,.«‘ . = e LA
: S (Kemmis, 1380:12) oo

b

In evaluation as in curriculum and pgdaéogyl;thé administrative

Ason appears to influence the content,-organisation

iy
-
m
vl

ation o

rr_p

technologi

o

and the transmission of knowledge in schools, thus, once again, providing.

it

evidence of the influenceqf administrative imperatives on social, cultural,:

&

these are incor pmrataﬂ into schooling.
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CONTRADICTIONS

It may well appear from. the above arguments that the administrative

rationality of the organisational prdMjjg@ions incorporated into the

bureaucratic structure of education is not only a dominant but also an

overwhelming feature of'edﬂéationzsystems. It has, in fact, been the

: pﬁrp@se of this i;% t make a strang case for the study of such

admlnlstratlve influence on the 1nterrelated structures Df SGClal
cultural,egistemolagical anaréducational attivity; However, what is

Equally Clear is that there are both cantradlctlons and resistances to

[

L
the imposition of such administ:ative-raticnalityi. While it is not
intended to cover these contradictions and resistances in detail in this

paper, a brief sketch of some important elements 'is in order.

Firsély, és;ﬁaberﬁggg(197é),:follgwing gar#i points out, the
crisis of over—ErédgctiQn‘ché%actgfistic of ‘capitalist societies
threatens thé rationq;ity,of'the idealised relatioﬁs bétween schooling
and work. This crisis leads to contradictions where the system cannot
raﬁ;onally or gclltlca 1y meet the idealaglcal CGmmltments néeded to

maintain legitimacy. The result is the crisis f leg timation (Habermas,

1976). One example of this is the very efficiency of the education Sygteﬁ

in préduéing_techniéal knowledge (Apple, 1979), and an over-abundance of
highly educated workers (Braverman, 1974; Nabléjxl979; Asheneden and
Gallagher, 1980), which presents a crisis of articulation between the

education system and the productive systent (Kogan, 1979). As the rational

i

planning model is shown to be ineffective in dealing with this crisis,
the legitimating ideology of the meritocracy is challenged (Carnoy and

Levin, 1976; Bates, 1979; Husen, 1979). Moreover, in key areas of

NI
[ By
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- language of the o:qaﬁisatiénal_gr@fessiéns with its assumption of

~and Giroux, '1980).

¥

administrative theéry (EateskglgsD;VGriffiths, 1980; Erickson, 1979),

curriculum theory (Apple, 1980; Giroux, 1980; Whitty, 1980),

evaluation theory (MEDanéld, 1976; Kemmis, J;BSG)i the scientific

neutrality, itssaxicmétig systems based upon observable laws, is under
R - = ° : .

i =

attack as simply disguising the entrenchment of particular intefests - .
through pﬁoceﬂures_éf reification (see also Aronowitz, 1973; Bourdieu _
and Passeron, 1977; Grace, 1978; Greene, 1978; Apple, 1979; Mu]kavg 1979 .

Currently, this crisis is producing further c@ntraﬂictians through

and work (Callaghan, 1978; w}lliams, 1979; Eéélé;>l989)g and in the
rational%fation of inter-sectoral planning and co-ordination 5etween
government agencies and the economy (OECD, 1977)§ At the same time, tﬁe
limits of rationalisation are alsc being réalgsed (Kogan, 1§7§; Wise, 1979).
and rational planning models are becoming differentiated and less predictive
in the face of démana for fegi@nalisagian, 1@§a1isati§n:ah§ ?artiéipétién
(Archex, 1978; Kogan, 1979).

Within education; there aré strong pressures towards the greater

rationalisation of administration, curriculum, evaluation, teacher training

and finance. At the same time, there is an increasing recognition of

&

.the failure of such programs to alter the relative outcomes of the education

system s(Husen, 1979; Jencks, 1979; Halsey, Heath and Ridge, 1980), and a
growing recognition that demands for accountability within hyper-ratiopélised

systems cannot be met (Apple, 1980; Wise, 1977, 1979).

"
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Again, there.is a contradiction between the demallds for accauﬁtability:

channelled through the centralised legitimating systems and the.ability of

such systems ;é'megt locally and sectionally based demands (Habermas, 1976;

7Archér, 1978; Pusey; 1988); 'On the .other hand, th% élternative of .

decentralised control leads to substantial problems of articulation with

other sectorsfpfggover@mental activity (OECD, 1977; Kogan, 19?9), or with

w7

oy

the structure of work in the corporate economy (Braverman, 1974; Feinberg

and Rosemont, 1975; Bell, 1976; Edwards, 1979; williams, 1979; Ashenden

™~
and Gallagher, 1980).

EDUCATIONAL ADMINISTRATION AND THE CRISIS OF CONTROL

. . . % i :
Education is increasingly recognised as a system of cultural

- transmission and reproduction which serves to simultaneously maintain,

0

disguise and legitimate the interests éf“particui%r gfoups withiﬂsthe

social system. Studies of the perpetuation and legitimation of specific
forms of social relations via curriculum, evaluation and pedagogy are

developing -into a convincing picture of individual components of the process.

As- yet, however, studies tend to focus either on an overdetermined view of
the relations between schooling and economic structure or on a limited

account of teacher/pupil transactions. What is missing is any thorough
anaiysis of the processes and structures through which the Widef”SOCial
relations 5f préﬂuction and control are articulated with classroom practice,
The g;rgasa of this paper has been to suggest that thegstudy of

administrative structures, processes and ideologies from a critical

perspective might provide such a link. Moreover, the specific impact of

combined bureaucratic and professional strategies within administratiye

structures needs to be explored for its relation with specific social and

Q economic ihterests; its impact on various forms of curriculum, pedagogy’ .
iy .i ) - -
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and evaluation; its legitimation of certain forms .of episteéaiagy and -its
* . . b : N . . . . =7 . : )

- integration of social, :ultﬁrai and epistemological stfﬁétu:eé:within

=,

educational systems which determine the nature of cultural transmission via

1 ) i 2N . . -

schécliﬁg;’
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