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ABSTRACT
The burposé of this study was go develop poli;y recommendat{ons
which would support the development and maintenance of an adequate pool
of educational administrators for Alberta's basic edUCjiigp system. The

study was undertaken in order to make A;ailable to decision makers the

I

_benefits of a comprehensive policy analysis regarding appropriate
educational developmerdt opportunities, professional experience, and

formal criteria for the -appointment of educational administrators. Such

’

an analysis was seen to bg timely.because of the risk of imminent policy

‘action by reference groups which may have been based on assessments of

*

needs from narrow organisational pérspectives%ather than on broader
‘goals.

The research was guided by reference to a causal policy system

-

- model adapted by the author, *‘and relied on a rational model of the

policy development process. The analysis was based on data derived from

documents solicited from other provinces and states, an extensive review

of related literature, and two,rounds of interviews with individuals who

were representative of reference groups concerned with educational
. .

‘administrators-in Aiberta, The interiew data were importaﬁt both as
sources: of iqéight régarding issues and.alternétives, add also as.
indicato;s of ﬁhe political positibns and levels of coﬁmi;men&;tohissuesi"

foﬁithe part of‘fhe respective refefenééJgroups.,

:»The analysis process led to tﬁe identification of three godls

"\withugtténdant nééds éssgssmenf statements and'spepifiéd'objeétives
~ )

wﬁich were to be addressed by a set of five policy recommendations. The

recommendations were designed to meet the criteria of potential,



- [
effectiveness, acceptable efficiency, political feasibility, and. ethical

appropriateness. Detailed explanations and supporting information

S
.

* accompanied each recommendation.

The first policy recagimendation encouraged Alberta Education to

)

convene a forum within which_feferénce groups could cpordinaté.groféS*

sional preparatory ahd de?elopﬁent opportunities for‘educatibﬁal~admini-

strators. The discussion follpwing the, recommendation detailed specific

roles which'couI% be played by the respective referénce grbups in iféu
« : A

. i

implementationvf o

- Recommendation Two suggested that the three Alberta universities
working with educational admipistrators conduct programme reviews which

take into consideration the points of view of clients, professional

[N

associations, and interest groups.

.

g Rgcommendation Three prébosed that Alberta's conventional
universities gonduct surveys of their service areas in order to
determine the demand for formal ﬁrofessional_d%jelopment courses, - Tﬁe_

- survey<resu1ts would inform programme proposals vhi;h would be submitted

to Albérta Education aﬁd Advanced Education forhpoésfble fﬁndingﬁby*ﬁﬁe
.prdviﬁce. |

-~ Recommendation Four encouraged‘the'prodﬁction of a mondgraph

commi@siohed by Alberta Education whichrwould elaborate benefits to be

'_deriveg from employing educational administrators. with suitable prepr
pafa;ory profeS§sional experience, and recommend systematic approache
which could be taken by jurisdictions of various sizes to foster staff-

career -development,



Recommendation Five provided a comprehensive policy-driven

<

approach to recognizing the guéfifiéations of applicants for admini-

°

strative positions réquiring jutisddictions to consider the formal

educational'backgrognd; preparatory professional experience, and -ongoing

\

professional development of administratots.
. \ \

\
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CHAPTER I
OVERVIEW OF THE STUDY

Introduction

The present study arose from the awareness of the éuthor that
policy action affecting aspi;ing and incumbent educationél
administrators in Alberta was imminent. As detailed in the pages which
follow, such action was observable in several'quarters, with the
potential for effecting the most significant changes resting in the
hands of Alberta Education and the Minister of Education, who hasjthe
legal authority to prescribe criteria fog the appointment of educational
administrators. |

Literature relateé:EE the developmenf of policy (see,éhapter I1)
notes that the‘qualitonf policy decisions is commonly adversely
affected by‘the failure of decision ﬁakers to examine their éssumptions
abouf issues, by political bias, by the adoption of a narrow
organisatioﬂal f0cué, or by a lack of skilled personnei, time, or
financés to conduct a thorough prospéctive policy anal}sisw As a
practicing educational administrator, and a student of policy research,
the present author was keenly interested inlthé,topic of this stﬁdy and
has applied fhe rigour of social policy reseérch to clarify issues,
review related literaturé, anh consult with senior educational leaders
concerne& with the study and practicé of educational administration in

~Alberta, The product of this study is a. set of pelicy recommendations
: whicﬁ hopefully will serve to inform the decisions bffthésé policy
nmékers’inté;ested in the confinuing'imb;ovementpof educational admini-

. stration in 'this province. -



Purpose of the Study

The purpose of the study was to develop a set of policy

b
4

rgcommendations which have a high level of potential to provide for the
development and maintenance of an adequate pool of competent educational
-1

administrators for Alberta's basic education system, Such admini-

stratofs include assistant principals, principals, aésistant super-

intendents, and éuperintendents working within the Early ,Childhood

‘Services through the Gr;%é\IuéTQe levels. i

g~ ¢

.
LI

Background to the Study

The political and organisational gbntexti' In depicting the

.

per formance of political systems, Almond dhd Powell (1978:285) showed

their interpretation of the process whereby various demands and supports

(%)

.emanate from the political culture, are converted'through the policy

<

process, and interact with the preceding social environment and other .

éndogenous thanges to effect outcomes. This process is shown in:Figure
1.1, As an'exercise:in policy development, the present stu&y
endeavéured, in the terms‘of Almond and Powell's modél, to clarify the
nature of the demands and supports, provide ; forﬂm‘for interest
articulation, and gauge the content and force of aggregated interest.
According to Dunn, a main focus of the policy analyét early in

the policy anélysis or development process '

existence' .of a problematic situation" (Dunny 1981:107). During the

1984-1985" period much activity and interest was observable in Alberta
regardinnguch matters as the roles of educational qdministrétors, the
standard of their performance, and -aspects of their preservice and

inservice professional development. : ' .

.

'is the recognition or 'felt.

»
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Figure 1.1. "“The Performance of Political Systems (adapted

N from Almond and Powell, 1978.)

Alberta Education was actively reviewing its regulations

regarding the criteria for appointment of school and school system
administrators. The Alberta School Trustees Aséoéiation (A.S.T.A))
%ntrdduced plans for.the Qevelopment of the Centre for Edpcapional
Leadership in Alberta (C.E.L.A.), sponséred én academy for school
principals,~and»p1anned to ingrdducélan-assessmen; centre to aid schéol
.bboards in the selectioﬁ of‘suitable’principals. The Alberta Teachers
Assoc1at10n (A.T.AD) formally represents assistant pr1nc1pals

- principals and some central office’ admlnlstrators, and has tradltlonally

advocated increased respon51ba11cy for itself as a professional



g

e,

organisation with regard to the preparation and certification of its
membership. The A.T.A. also planned a suvmer training prégrammg for
princiéals. The Council on School Administration (C.S.A.), as the
AJRA. specialist council for gdministratons, has, for several years),

provided inservice training and conferences for.its members. The

" Conference of Alberta School Superintendents (C.A.S.S.) has acknowledged

its desire, as a professional association, to take an active interest in

regulations affecting its members, and to endeavour to promote their

professional development.
In addition to the activities and positions noted above,

significant developments
S : o

VL

were seen in that part of the academic

community interested in the development of educational administrators..

At present, preparation programmes are offered by both the University of

Alberta and the University of Calgary. The programme of the former was

under internal review, and the organisational structure of the latter

had recently been revised. Alberta's third conventional university, the
v

University of Lethb;idge, introduced in the fall of 1984, a Master of
Education programme that appedred to’haQe ﬂhe‘capacity to.serve the
préparatioh needs of educational administrators. _ ‘ | E

A final development in this province that prompted serious
cqpsideration of polifies related to thekpreparation and”Qork'of

edd¥cational administrators, was the recommendation by the Alberta

Committee on Tolerance and Understanding that all principals ahd

-

|

N
*

suflerintendents be subject to certification (Coﬁmittee on Tolerance and -

Understanding, Discussion Paber # 3, 1984:66)] The net effe;t-of all

~the activity regarding the practicgféf educational administration and

v

J
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the preparation, association and certification of educational admini-
sgrators seemed to represent a very fragmsfted approach to dealing with
what were considered by the author to be underiying issues.
| Although several organisations were seen. to be involved, their
individual actions and folicies tended to have effects limited in scope.
The one exéeption to this was Albe?ta Education which was in a position
to create‘policie& legislation or regulations thch could profoundly
affect all of the other groups and the practice af educational
administration across the province. Communication with senior officials
of Alberta Education revealed that they perceived a problematic
situation regarding the regulations governing the criteria for the
appointmeh% of'eaucatf%nal administrators in Alberta. Analysis of the
"felt existence" of this situation revealed questions which ;ddréssed
three issues.
1. What is apprépriat@ formal educational preparation and
development for eduqational administrators?
2. What is appropriate preliminary.profes;ional egperience for
educationdl administrators? |
3. What is an appropriate approach to recognising the formq;
‘preparétioﬂ, development, and professional experience pf
educational administrators? | ‘ ‘ ™
. f The training and certification of _educational bé}sonnel,
'Mitéhell wrote, haé réceived mucﬁ attention from pdlicy makers of late,
"but that éttention‘is not wéll—supported by reséa;ch"v(1984:150).

>

Although much of the activity described above was well-intentioned, some

\

may be viewgd as short-range or ad hoc in perspective, Mayer. and

>



Greenwood have suggested Fhat when such characteristics are present,
"the specification of objectives is usﬁallf derived from the assessment
of needs without reference to goals" (1980:10). Without approériate
reference to goals, pélicies may be inconsistent, ineffective,'pr
dysfunctional. Even if the policy development activitiés of each of the
organisations cited above were thorougﬂ and consistent with the
respective group's goals, it appeared that policy development proceéées

had been restricted to the individual organisations, with little attempt

made to coordinate policies with other -groups so as to pursue a broader

societal goal - the goal being the development and maintenance of an

adequate pool of competent educational administrators for Albgrta's

Ly
T

basic education system,. The rationale for the present study was to

apply an appropriate model of policy analysis that would span the
boundaries of the several interested grbhps so as to realize the purpose

indicated in the precedipg section..
Current regulations. Currently. in Alberta individuals aspiring
. : ' : . :

to educational administration positions (other than a.superintendency)

. N . . . .

need to hold or qualify for an Alberta teaching certificate. No,other
Yo _ VTS A

formal requirements for education or preliminary professional eﬁﬁ%giehca, .

A »

) L T Y
are stipulated. . According to The School Act, Regulation 221/73,§%meqde<.1 o

. & e

;LAJL 59/7‘;~the appointment of superintendents must be approved

Minister of Education. In order to secure approval, school boardsia;ef

5

V‘g\'“ . .

required to submit the name and comprehensive curriculum vitae'bf'thb -
‘nominee to the Minister. The nominee must have: -

1. a valid Alberta Teaching Certificate,



}

2. at least five years of teaching experience in Alberta or in a
" school system of equivalent standard,

3. a Bachelor of Education degree or equivalent from the University

»

of Alberta or from a university of equivalent standard, and .

4, one year of graduate study in a field Acceptable to the

. [y
minister, either at a university in Alberta or at a university
oA

of equivalent standard.

AdditionaH background'information pertainding to the regulations °
governing the criteria of appointment of educational administrators in
other Canadian proviﬁces-and some American states i§ detailed in Chapter
IfI. Dat; related to the current academic achievement levels of
Alberta’éxeducational administrators, and tﬁéﬂgniversities they cho§e‘to
attend are algo‘qqﬁed in that chapter. Chapter III cites as well,

overviews of the Educational Administration programmes available at each’

of Alberta's three conventional universities.

Significance of the Study

The significaﬁce of this study ‘is derived essenti:}}y frém the
fact that it bringé toﬂbéarvthe rigour of a ré¥ional approach to policy
analysis on a substantive and current quicy quesFion\\ A; noted in the
preceding section, policy action by Alberﬁa Education was seen'to bef
immihént., As such action was tb address the qhestidn of what were
suitabie criteria for the appointment of educatiohél adm&ni;grapors, the
ﬁhree fisueareéé,of formal prepératioh, preliminafy profgééional
experience, and means okaécognising<breparatibn ana éxperiénde,;wefé

raised. These policy issues could potentially affe¢t individual

educational administrators, local,schopl jurjsdictions, the three



conventional universities in Alberta, and professional associations and

reference groups as follows:

>

1.

Any provincdal policy which set minimum-levels of formal

education or prescribed courses in a specific field of study

i

for educational administrators would profoundly influence the

career development , educational patterns and possibly financial

priorities of those individuals,
Any significant increase in standards of pre-administrative

formal education or profesgsional experience could reduce the,

number of qualified{applicaﬂts from whom school jurisdictions

could select administrators. Such pol{cy action would also have
the effect of reducing the auténomy of jurisdictions in the
areas of personnel recruitment and selé&tioh by imposing new
standards. . o

Increased emphasis on formgl prepération for educational'admini—
stratdrs implies increased demand for certain types of courses
and progranunes>in Albérté's universities, Sﬁch demands could
strain the human and financial*resourcés of the'universities and
might exert strong pressufe‘én univergity student Sglection

procedures and admission critéria, course content, instructional

methodology, faculty assignments,‘and criteria of student

successs - , ‘ o4

P

T

Educational administrators fh_Albertaﬁhawé;@%aditidnally

balanced preservice preparation with inservice professional

'S

deVélopment activities spbnSdEedﬁﬁy their proféSsiohal

associations. Policy initiatives placing more emphasis on



formal preservice educaé%on could alter the in-service roles now

played by the profeééﬁonal assqciations.
- ;

Conceptual  Framework

) According to Mayer and Creenb%od, "The conceptual framework
defines the logcial boundaries for the investigation and serves as a
gnide whereby the anaiyst can judge what is relevant and what is
irrelevent to study" (1980:70). Mayer and Greenwood (1980:7) declared
that social plannfng and policy deveiopment hasltraditionally.been
unsystematic and over-reliant onvconventional wisdom or -the experience
of nractitionere. TQ correct the deficiencies implied by such an
approach, they advocated theé policylanalysts incorporate into their
activities the use of a "casual conceptual model". Central to suek a
medel is the depended%'variable which is the policy objective. -The
purpese'of the policy analyst is to generate one or more independent
variables whichAhave the potential to realize the po%icy objective.
Since this relationship is rarely so simple, however, the conceptual

'framewerk must be expanded to portray multivafiate, not just bivariate
anaIysis. The policy alternatines are subject to the effects of two
types of intervening variablesl the implementation precese and a set ef
"bnidging_vefiableS" which reflect conditions which must be realized
prior'to‘the achiévement of tne_policy objective.

’Tne'conceptual model ;lso ind?cateé the "ad junct variables"f .
whicn:are eenditione'whieh, although periphefal to the’main issue, can“
faciiitate the fealization of the'policy‘objeeeive, Alsevdepicteq'in
fhé~noael afe,ewo‘sets‘of "eonstraint variables" which detailitne

“environmental factors, and the'characteristice of the target
. | . o EE ‘ e ‘



. ! :
population. The constraint variables represent the intrusion of,reality
into the conceptual_world of the analyst.

Thé(gdnal type of variable that is included in the model is that
which represents the secondary effects of the policv. Two duch
variables are the "unintended consequences" which flow directly from the
chosen alternative course of action, and "latent consequences” which are
derived from the achievement of the policy objective. Although Mayer
and Cre%ﬂwood represented these se%s of consequences diagramatically
simply as flowing respectively from the independent varlables, the
researcher considers it nore appropriate to indicate their potential
effect on the constraint varlables by connecting them with broken lines,

A further modification to the original diagram is the connection .of the

10

constraint and adjunct variables to the independent variable. Thi's

change represents the interaction of the policy alternative with the
. ' c TR

/ ' : . o
policy environment over a period of time. Figure 1.2 depicts the full

conceptual model as applied to the present study.

The Policy Development Process

The conceptual model identifies the relationship of the several

variables that interact to produce policy effects. The model does not,

hN

‘however, indicate the means by which the independent variables, the
policy élternatives; can be generated This latter function was

;achleved through the use of a ratlonal pollcy development model also

descrlbed by Mayer and Greenwood (1980 9) The pollcy maklng process

o

model cons1sts of nine dlstlnct but 1nteract1ng stages., Flgure 1. 33

111ustrates the full model however, because of 1ts developmental focus;

~

the present prOJect addressed only stages one through 31x.‘

b,
T
~

o
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. Stages of the policy development process (as

o

. N
Figure 1.3

Mayer and Greenwood, 1980).

l. Determination of goals

12

adapted from

2.

Needs - T T T = =21 3. Specification

assessment |[&—————— of objectives

4. Design of alternative

courses of action

5. Estimation of consequences

- of alternative actions

6. Selection of courses

of action

l 7. loplemencation
s

Y

L9. Feedback ‘l

a ' l. B. Evaluation
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As noted 1in the "Backgroﬁnd to the Study" section, beiore
embarki;g on the formal methodology outlined by the model, Some
preliminary activity was appiqpfiate. First, the' literature cited in
Chapter 11 wés révieweq in order\kﬁracquaint the analyst with the

i
several pertinent concepts that prdvided the bases of subsequent
research activity. Further backgrounﬂ data were gathered regarding the
preparation programmes currently avai able in Alberta to practising and
aspiring educational administratqgs. The project was intended to
develop policy recommendations that had "a high level of potential” for
implementation. In that policy adoption and implementation are
activities requiring political will, and because politicans tend to base
thei} actions, at least in part, onfwhat is being done in other juris-
dictions, the researcher surveyed each Canadian province and several
American states to determine the nature of legislation or regulations
governing the preparation and credentialling of their respective
educ?tiohal administrators. Information was also gathered from Alberta

Education regarding the levels of education and the institutions

attended by practising administrators.

Stage Ong: Determinationbof Goals. As noted in the‘con;eptual
model, thevindependent variable (poliey alternative) éddrqssed three
iésues related to the criteria for the appointment df e&ucationé&
administratofs; the level and~néture of formal presérvice education
activities, thé kind and duration of presérvice work experiénce, and the
meéns by which such tfggning and experiencé shbuld be recognized.' With

Teference to the literature and to the preliminary data cited above,

‘semi-structured interviews were conducted -with individuals represent-

13
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ative of seven stakeholder groups; the Alberta Teachers' Association,
the Conference of Alberta School Superintendents, the Alberta School
Trustees' Association, the Department of Educational Administration of
the University of Alberta, the‘Department of Educational Policy and
Administrative Studies of the University of Calgary, the Faculty of
Educaﬁion of the University of Lethbridge, and Alberta Education. The
participation of three senior members who were recognised as having had
long association and who presently, or in the recent past, had served in
exeCutive or leadership roles within their respective organisations, was
solicited. Three such individuals from each organisation participaped

in the first round of interviews (with the exception of t}f Conference

of Alberta School Superintendents and the University of”Calgary, in

14

which cases travel and scheduling probl®ms made it necessary for the

interviews to be conducted with two senior members in each case). All

interviewees were assured personal anonymity but were advlsed that

interview data would be reported with organisations being identified.
The purpose of the activity related to‘Stage One was to identify

B

to espouse with reference to the three issues identified above. A set
of guide questions for the inéerview was’provided to,the respondents
several ‘days before the interview. It was understood that the
re§bondents’dould not be speaking on behalf of their organisations in a
formal sense, but would communicate positions‘which they believed their
organisation's members to holdlmore or less exﬁlicitly. The sgmj—

structured interviews were held on a group basis for each organisation

in order” to diminish, to the extent possible, idiosyncfatic input from
. \ :

the 'goals that the respondents understood their respective organisations



the participants. The researcher believed that interaction in the group
situation wouid bring to bear a degree of normative pressure which would
influence the interviewees to express opinions more in keeping with the
"official" positions of their respective organisations.

A coﬁy of the interview guide qhéstions appears in Apendix 1.

A detailed description of the procedures and results of the goal
identification, needs assessment, and specificationiof objectives stages

follows in Chapter IV,

15

Stage Two: Needs Assessment. Using the semi-structured inter-

'view technique, the respondents identified above were asked to identify
the needs that they understood their respective organisations to
perceive Qith regard to the thrée étated issues. Such needs reflected
thé-éspects of the espoused goals identified in stagé one that were not
being addressed by current policies and practices. The literature and

the content of the interviews were analyéed and needs- categorized so as

to group those which were complementary and to isolate those which were

not. It should be noted that needs assessment in this model refers to

» .
the condition to be changed rather that the strategy to be used or the

. ‘ o
programme to be provided, :

Stage Three: The Specification of Objectives. Mayer and

~ Greenwood deScribed the object of this stage as being

the setting of specific targets that can be expressed in
operational, usually quantitative terms, and can be reached
‘within the time perspective and resources of a glven policy or
plan. The spec1f1cat10n of objectives includes identifying
(1) the condition to be remedied or the state to be achieved,
(2) a finite population in which that condition exists, (3) a
. time frame in which change is to occur, and (4) the amount and’
direction of change sought in the conditions (1980:10).

-



Sets of objectives were developed from syntheses of the content
of stages one and two. Although some statements of specific objectives
were elicited from resporidents during the course of the'ihterQiews
conducted for stage; one and two, the formulatipn of objectives and
their combination in compatible sets was primarily the task of the
policy analyst. The reason for this was to endeavour, at these early

' ' )
stages -in the policy development process, to encourage the respondents
to-address more general concepts and principles, and to avoid taking
premature stands on details. Wheré; howevef; organisations had
expreséed detailed policies with regard tb the issues under consider-

ation, their positions were noted. As with the two preceding stages,

objectives were expressed in complementary sets,

Stage Four: The Design of Alternative Courses of Action. Given

‘the diverse nature of the referent stakeholder groups, the wide range of
‘opinion expressed in the literature, and the variety of regulat£ons
enacted by other jurisdictions, it was desirable fPr the analyst to
posit -four alternative courses of action whe;eby the sets of objec%iié;
idgptified iﬁ'stage three could be made operafional. Although the
&esign pf,thé alternatives was eésentially a'creative‘prbcess, the
analyst suggested only alterﬁatives wﬁich appeared feasible. In this

context, feasible was taken to mean potentially effective, acceptably

efficient, potentially able to be implemented, and ethically sound.

16

Stage Five: Estimation 6f the Consequences of Alternative

_ Courses_of Action. This stage refers to an analysis of the probable
-effects, positive and negative, tovbe{defived from each identified
_alternativefcourse of action. Mayer and Greenwood (1980:11) recommended

P



that these effects be assessed both directly, irn term of the extent to
which the stated objectives are realized, and indirectly, in terms of
other desirable and undesirable consequences of implementation.
Although the*analyst anticipated some of thé effects, the primary data
were derivedffrom.a second round of interviews with the respondents who
~were consulted in Stages One anl Two. The respondgnts were provided

with detailed descriptions of the alternative courses of action, and

17

after several days were engaged in semi-structured group interviews. In

cantrast to the instructions issued for the first round of interviews,

interviewees were requested to respond to the policy alternatives from

two perspectives. First, on the basis of their personal experience,

they were asked to comment on the feasibility.of each alternative with
regard to its apparent efficiency, potential for effectiveness, and
political acceptability. ,Second, respondents were invited to identify

those aspects of the alternatives that they believed their respective

LY

organisations would support, those to which they would take neutral

positions and those_théy would likely oppose. Respondenté were also
asked to speculate on the degree of conviction and the nature of
_ } j

reaction or support that might be forthcoming from their organisations

 should an alternative be implemented.
L4

Apendix 2 contains a copy of the letter sent to‘respondents

along with the policy alternatives. A detailed'description of the

?rocedures and outcomes of Stages Five and ‘Six is presented below in

Chapter V. i

s - ¥

Stage Six: Selection of a Course of'Act§on. In keeping @ith

the analysis of the content of the second round of interviews and.

. -

~,
~~



consideration of pertinent concepts from the related literature, a set
of policy recommendations was developed. The form and content of the
policy recommendations were developed in” keeping with the criteria of
apparent efficiency, probable effectivenesn, political acceptability or

feasibility of implementation, and ethical appropriateness.-

Overview of the Research Process .

Dunn k1981:35) defined a mnjbr function of policy analysis.to be
the production‘andftfanéformation of policy-relevant information that
may be utilized in political settings to feéolve policy problems. Among
the first taskn of the analyst, therefore, is the eliciting of
sufficient basic information about' the policy issues in order\to

properly structure the policy problem. A thorough review of policy

literature led the researcher to the basic form of the conceptual model

. « l ’
illustrated in Figure 1.2, and informal consultation with administrators,

and academics coupled with consideration of the policy environment and
pertinent social values led to the definition of the formal policy
objective: the dévelopment of an adequate pool of compétent educational
administrators for basic education in Alberta. .
' SN i -

The professipnalfznd academic experience of the researcher
enabled him to speculate ias to what elements would be appropriate
information to be included in tHe other components of the conceptual

model governing the study, the constraint variables (environmental

factors and characteristics of the ta;get population), adjunct

v

.variables, unintended consequences, latent consequences, the implement~
ation process and bridging variables. Background knowledge, informal

 discussion with educational administrators and academics, and literature

&

18



review served to confirm that, at the outset of the study, only inform-
ation of a very'general nature could be cited for the independent

variable: alternative courses of action which would address the three

\

19

issue areas of: 1. What is appropriate formal preparation and -

development for educational administrators? 2. What is appropriate
preliminary professional experience for educational administra¥ors? and
3, Whatvis an appropriate approach to recogni;ing the formal
preparation, development and efoerience of educational administrators?

Before the policy problem could be stated concisely in terms of specific

! *

research questions, it was necessary to gain mord-detailed information

peftaining‘to the three issues which had been identified.

‘Because the policy environment was diffuee and involved several
stakeholdet groups which had not publicly articulated their positions on
the issues, the researcher chose to apply aspects of the model of the
policy making process outlined by Mayer and Greenwood (1980:9) as shown
in Figure 1.3. In order to derive data to inform the first two stages
of the procese, contact was made with each of the Aiberta Teacners'
Association, the Conference of Aloerta Schoo;.Superinténdents, the
Alberta School Trustees Assoc1at10n, "Alberta Educatlon, and Faculty of

Education personnel from the University of Alberta the Un1ver51ty of

Calgary and the‘Unive:sity of Lethbridge. With the exception of the

University of Alberta, whose representatives were nominated by members

of the researcher's supervisory committee, the requests for nominees

.

‘nature of the research prOJect was explalned and the contact peﬁson was

1nv1teg to part1c1pate personally or to nomlnate three 1nd1v1duals who

were directed to senior executiVe members of each organization. The



met the criteria of having been associated with fhe organization for
several years, being familiar with the values and goals commonly held
wifhin the organization, being awgre of the formal polic{es énd
positions of the organization, and who were in regular communication
with other organization members.
Contéét was made with nominated iﬁdividuals and appointments for
~interviews in the offices of the respective organisations were set.

Three persons were interviewed from each organization with the

20

exteptions of the Conference of Alberta Scheool Superintendents and the

University of Calgary; in which casés scheduling and travel prob]ems
made itlﬁecessary to interview two tespondenté in each case. Interviews
were conducted on a group basis for each orgaqization, and participants
were assured anonymity‘’although they were told that comments would be
. attributed to their‘respective organisations where appropriate.

As noted above, each interview was successfully tape-recorded.
The presence bf the ecuipment had no apparent inhibiting effect on thé
participants. The researcher made brief notes of tﬁe proceedinés during

the course of the interviews in order to provide cues for more compre-

N
/

hensive ﬁotes should the tape-recorder have maifunctioned.‘ As . no re-
cording»problems occurred, the interview noﬁes were not much used iﬁ
?hﬂmﬂazfzri_iiigff\gf_ifflysis. Each tape was labelled showing-the date,
orgénization, and participants. " .

| In order to anélyzeiihe cdhtent of the-interviews the researcher
'lisféned'to eaCh.tape recordingltwice‘in an uninﬁerruﬁted fashion so as
to devélop a sense'of'the dévelopment of tréiné §f'thought and to note

- comments which were made and subsequently modified or withdrawnﬂ; Each



f

interview was then replayed, comment by comment, while the researcher
copied into written form the concepts expressed. Where the inter-
viewées' comments were concise, they were copied verbatim, and when the
comments were extended; the researcher paraphrased them in.a concise
fashion. The location on the tape of each comment as indicated by the
tape counter was noted beside each written comment.

In keeping with Turner's advice (1981:230) a second set of
recorded data was then developed in order to facilitate the analysis,
softing and manipulation of the several conéepts.' This was accomplished
by the transcription of each of the writtén comments from the interview
concept lists dn to a séﬁarate index card. Inh order to allowrfor the
attribution of concepts and the possible tracing of concepts back to the
origiﬁal tape recérding, a coding system was devised which indicated the
round of the interview (1 or 2), the numerical code assigned'to each
organization (i through 7), and the éerial nﬁmber of the concéptlwithin
the-respective interviews; As each card was written, the concept code
number was recorded on each card as well as on the interview list, so as
to allqw.an auditor, should he wish,”to trace concepts back to their

5

sources. In all, well over 500 concept cards were developed'invthis

4 . ’ ' . ¢
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N : -
fashion from the first round of interviews. The details of how concepts .

were tategorized aré-reportea in Chapter IV,

The general phrpose'df gathering data through the first rOJnd of
linterv1ews, as noted dbove, was to increase the understanding of the
'researcher regardlng the many . concepts associated "with and 1mp11ed by

each of the three issues identified as-being germane to thelindependent

variable (the policy alternétives) of the study's conceptual framework.



Regarding. the execut;on of the research design of this study, the
information derived from this set of interviéws also allowed the
researcher to formulate the specific research quéstions which have been
stated within the "sub-objectives" section of Chafter I. Although, in
many research projects the researcher‘is‘e§pected to formulate sgch
questions before commencing the study, it is not uncommon ip qualitative

12 s i
studies for such questions to be developed after some data have been
gathered (Bogdan"and Biklen, 1982:47).

The modgl developed by Mayer and Greenwood illustrating the
policy-making process‘(}?8019) iqhelled stage five as "estimation of
consequences of alternative activities". This designation has been
modified in phe present study to beéomel"reactionskgo tﬁe policy alter-
natives." The rationale for this change 1is Fhat thepolicy alternatives
generated in Chapter IV were h&t designed fo be comggé%ensive or inte-
grated solutioﬁs to‘the policy problem. As a result, it was not approp-
riate simply tec consider the cohsequgé;es of their.impleméﬁﬁbﬁion.
Although #nterviewees in the second roung‘of’intervieﬁs were invited to
speculate‘oﬁ what the rgaétionstof tggiﬁNOFgéhiSations‘might be to the
specific altgrnativés, they were also asked to suggest modifications,
regroup concepts, or pbAsuggest new ideas. >Tgé purpose‘ofrthis exgrcise'
was to provide réspondénts with an opportunitylto view.the s£atéménts or

'the results of statements made iﬂ~the‘fir$t'§et of inte}views.v This
*fp;ocess élloyﬁgxfpgﬁ’fo.reflect on someiéf their resbective’opiniOns5aﬁd

to confirm,df;modify thém; and alsd-t0~reconsidef their statements in

- .
- .

. Juxtaposition to alternative views. The researcher expected this

//

.process to generate a clearer  understanding of the policy issues under
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consideration, and thus to provide a better basis from which to make’

final policy recommendations. e

As with the first stages of the policy makimg process, data were
gathered by means of group interviews with imdividuels who were
representatime of the seven reference groups associated with-the policy

issues; Alberta Education, the Alberta School Trustees' Association

(A.S.T.A.), the Alberta Teachers' Association (A.T.A.), the Conference

of Alberta School Superintendents (C;A.S.S.),lthe Department of

Educational Administration of the University of Alberta, the Faculty of
Education of the University of Calgary, and the Faculty of Education of
the University of Lethbridge.

Copies of the. policy alternatives derived from the first round

of interviews were sent with a covering- letter to each o?~the‘

individuals who had participated in the initial set of interviews (see
‘Appendix’2), and each was comtacted in order to set a convenient time
for the second romnd of group interviews. As the first round of
intervieys_had prevem effective in generating useful data, the
researcher preferred to retain the participation of the same'reSpondents
to the extent,possible. Fortunately, 18 of the or1g1na1 19 1nterv1ewees
were w1111ng to part1c1pate. One 1nd1v1dua1 representatlve of

L

C. ASSS., was on vacation during the 1nterv1ew perlod and so had to be

, replaced His replacement was a member of‘the C.AéLS.eprovincial'f

executive»who‘met the ériteria noted in the previous chépter‘and who had

”rbeen apprlsed of the nature of -the study at an executlve meetlng, by the

-researcher ear11er in the year,



a.  In order to provide sufficient time for respondents to review
the policy alternatives, two to three weeks were allowed between the
receipt of the reference material and the interviews. The interviews

were conducted in offices of the participants and with their permisgsion
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were tape-recorded. - As was the case with the previous interviews,

individuals were assured anonymity but were advised that remarks might

be attributed to the organization of which they were representative..

All interviews were successfully recorded. As with the first round of

inter#iews each tape recording was played through in its entirety in

)”"
order to establish the trains of thought wthh were expressed and then

the researcher transcribed the individual concepts of respondents,

noting the location of each concept on the tape as indicated by the tap&“
. ‘ S

fe
counter. Remarks, if concise, were transcribed verbatim, and those

which were not concise were paraphrased in the transcription. - The

N .

concepts were transferred to index cards which were individually -coded
to indicate the round of .interviews, the group represented, and the

O - . ' ) ' =
serial number of the card. The code numbers were ndoted on the initial

(

transcrlpts so as to allow an audltor -a means of trac1ng concepts ‘back

to the tape recordlng.‘

The foreg01ng review process famlllarlzed the researcher with .

the ideas expressed and suggested that responses could be approprlately

'grouped in the follow1ng categorles. 1.. un1vers1ty programmes, 2.

competency based unlver81ty programmes, 3.° -the’ adminlstratlve‘

1nternsh1p, 4 ainservice programmes"S; communlcatlon among reference

groups; 6. - profes31ona1 experlence, 7. cert1f1cat1on for adm1n1—:v'

strators' and 8. 1mprov1ng admlnlstratlve practlce through p011C1es.



25

Study Objective and Subobjectives

S The main “study objective was to develop policy recommendatioqs
which provide for the develobment and maintenance 5f an adequate pool of
educational adminisp&ators for the basic educeftion systéﬁ in Alberta.

2 fhe subobjeqtivgs were to answer the following qugstions using a
synthesis‘of ideas from pertiﬁeht literéture,lfﬁe insights of éenior\

ﬁ'educétors in Alberta who are associated yith edgcational admfnistration,.

~and the applicationxof policy analysis methéds: ‘
}; a. What, is appropriate educational préparation and developmert
for educatioﬁal admiﬁistrators?
1. ‘b. What are éppropriate roles for the ;niversit;es, prof es™
"i:l sional'assoéiatiops, employe;s, and gover;ment in p;bmoting
N - the educational pfeparation and deveiopment of educational
administrators?
C. How should thé roles of the respective reference groups beL
'coordinated?" -' . L
2. What‘preliﬁinéryvprofessioﬁdl experience is approbfiété kofA
l1nd1v1duals aspiring to varlous educatlonal administration

) roles? - - S £ &Q&

« 3. ~ What means bf'recpghizing the‘edUCétionaihprepar?tion'and
develdﬁment, and profeésional'éxperience 6fAeducationa1
ﬁdmlnlstrators is aﬁprog;iéte in light .of the obJectlve oﬁl

Py the present study? :

s v
P N

Delimif tlon, leltatlons, Assumptlons and Def1n1t10ns B

‘s : T

’ De11m1tat10n. Pollcy ana1y31s as an applled practnce must be,

conducted within a spec1f1c social,. geographlcal and t1me co‘Fext. The

s
v



present study addressed the objective identified above within present-

- day Alberta. The conclusions reached may have little application with

&

other groups, in other places, or in other times.

Limitations. A limitation of the study is that it relied on a

a

relatively smali number of respondents to represent the aggregated
interests and opinions of varioﬁs individuals who are member%‘of
stakeholder groups. A second limitatiom is that each stakeholder group
had not developed and expressed éos{tions\with regard to the several
issues to be considgred. This reqiired a degree of speculation on the.
part of the respondents. Some groups may have lacked cohesivéness and
consequently no single, clear position could be articulated by their
'feprésentativé respoﬁdents. A final limitation is that the study aske
respondents to anticipa%e the attitudes and. reattions of thefr
?éspective organizations to hypothetical policy alternatives. Such a
> ) A

task could not be undertaken with certainty.
* The risk of invalid data being receivédvfrom the respo dents
was, however, lessened by'the nbmina£ion ﬁfocedure used. ‘First, seniof
officials or members df ﬁhe respective'organisatioés were -contdcted and
asked to nominafe three individuals who were experiénc d in»fhe 
organisation and'Q%o were knowledgeable of the policiés, attitudes, and
vélqes of the orgénisation, Secohd,‘the‘interviews were cgnducted on a

'. ’ '- . . . "9 . ' :
group basis in the expectation that the respondents would/ interact with
each other so as to.btingvfo bear the normative inflpe ces character-
istic of their organisations.. In situations where respondents were

unable to reach consensus on an issue, the analyst endeavoured to
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‘ . . \ .
determine the extent to which that lack of consensus was representative

of phgvailing thought within the organisation.

'w Assumptions. A number of assumptions were implied by the design

of the study. bFirst, it was assumed that the'analyst.“through refefenée
to the literature and the data gatﬂered thfough interviéws, was ablé to
construct viable policy alternatives. .This téék alsé requ;red the
assuﬁptibn that histpreseht knowledge'abbut educational administration,
the operatidn of-schools,‘and‘the éolitics oflgducation, would serve as
an adequate ‘base from which to ﬁredict ﬁutgre needs. A‘secon; area of
’assumptiqp was that the selected interview‘respon&ents were represent-

i

ative of their organisations, that all significant stakeholder groups

were being consulted, and that representatives of each group were

willing to participate.

Definition of terms. The following terms used in this study are

defined as indicated.

1. 2n "atdequate pool" of competent educational'adminisprators would
represent albqfficient numbeg;of individuals possessing valid

teaching certificates, suitable levels of formal preparation,

"and minimum requisite, experience, to-afford a reasonable

_selection of candidates for vacant educational administration

‘positior! in Alberta.
2. "Competent" means Ppossessing the skills- required to administer

an educational. organisation, or some aspect thereof,

effectively. ’ B

principals, principals, assistant‘superintendenfs and

r v

[ . ' 4 . ’ N . .
3. "Educational administrators” are considered to-be assistant



§uperintendent§ or personnel with other designations above the
level of department head who exercise line authority over
teachers.

A.'"Coals" wiil be oefined,as they are io the Program Policy
Manual of Alberta Education: stétements which describe desired
ends in .general rerms over unspeoified periods. of tiﬁea
(1984:75).

5. "Educational preparotion aod development' inCludes a]l,olanoed
1earn1ng activities related to the profess1onal growth of the

: admlnlstrator. Such activitieés may_be part of a formal

'

un1vers1ty programme, short courses offered by prof9551ona1

/mt -
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assocraplons,igmployers; or othey agencies. The learnlng-

activities may address the géneral cbncercual development of the
. " aspiring or incumbent educational admimistrator, or may foéus on

the mastery of a technioal—level skill.

v

Organisation of the: Thesis. , - . : "

An overview 'of the dissertation is presented in Chapter 1. The
purpose of the study is stated, ‘and several asgecté of‘baékground

‘infofmatich»aré‘ resedted, including . the currefit interest being shown by
\\ , P { ng . : 8 y

!
"

several. reference grougf in the policy issues -under consideration, and

>

the regulations currently in effect in Alberta governing the appointment'

of. educat1ona1 adm1n15trators._°The slgn1f1cance of the study is

establlshed with refereoce to the scholarly a&p11cat10n of poilcy

. . \

\
{,analy51s technlques to the\?dentlfled issues as they affect 1nd1v1dua1'

aspiring on incumbeént’ -

a@mlnlstrators; school Jurlsdlctlons,

unjversities, amd professiond@ associations. The.chapter describes and

\
i

Vo
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explains the causal conceptual model which served as the conceptual

framework for the study, énd outlined the rational policy development

model with attendant methodology which was used to generate the,ﬁolicy‘

recommendations. The study objective states the form of the output of

‘the research process and the subobjectives present the specific research

questions which were addressed. * The delimitation, limitations,

v

assumptions and definitions. as they pertain to this--study are presented, .

“n

and a concluding section describing the organisation of the thesis is
,developed. ’

A review of literature related to this study is presented in

Chapter II. Literature which defines.-and explains public policy, and

poiicy analysis énd‘dévelépmént is explored, as are works which consider

notions of policy implementation and change. Works.which address

aspects of the research methodology used in this project are reviewed.

r

‘Literature dealing with the administrative ‘behaviour of school

superintendents, school principals and the characteristics of;admini—

strators in general is reéviewed, the organisational .context of

educational administration is described, and works concerning the
attributes of "effective" educational organisations' and administrators

A ‘ S 7 | . .
are considered. Chapter II concludes with a review of university-based

prépé}ation and development programmes for educatiQpal administrators as
. A — - o ‘ h
described “in the literature, with particular attention paid to

N

- Y

-

conyéntional prbgrammes; competency-based p;pgrannnes, and programmes
which represent a new synthesis of theoretical and applied eléments.-
Selected.aspects of the policy environment are detailed in

Chapter IIIt First, the entry level standards for education and profes-

L)
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sional ekperiencexfor educational administrators set by Canad tan
provinces‘and‘sone American states are detailed.  Second, data‘regarding
the levels of uniyersity education achieved by Alberta's educational
aduinistrators are presentedﬂand information regarding the universities
the administrators‘chOSe to‘attend is detailed. Last particulars about
the form, content, and enrolment of the Educat1onal Admlnlstratlon
'programhes~ofrered by Alberta's three conventional unlversléles is
presented. : |
Chapter IV comprises a detailed descriptlon,of the first round
of inferviews‘which-prouided.the empiricalfhase for the first four
stages of the pollcy development process 1llustrated above 1n Flguré

!
1.3. The 1nterv1ew contént {s analysed so as to support the determln—f

"

ation of pertlnent pollcy goals, the identification of .needs, the
specification of obJecplves, and the operatlonallzatlon of the

objectives in the form’ of preliminary policy alternatives.

A- description -of the sécond phase of data gathering and analysis -

R

; Qo ' ‘ - . .
is: presented in Chapter V. The reactions ‘of interviewees to.the

*

fprelininarygpoliéy alpernatives,deyeloped in the preceding ehapter Were.
analysed according toe the eqntent of the reSponses’and were revieued so
as to 61arifylthe political stanees communicated-by the individuals who s
vwere representatlve of the respectlve reference groups.
| A detalled ana1y81s of the political context in wh1ch poldcy
dec151ons are to be made pertalnlng to the three issues addressed by
this‘study,‘rhe educational develqpment, experienee,'and'recognluion of
vdualifleations'Of eduoarlonal‘admlnistrators, is presenged’in Chapter

Vl; Five poliéy recommendations~supported by discussion pased on a



synthesis of concepts drawn from the related literatire, the insights of.
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individuals representative of the seven reference groups, and the .

products of the policy analysis process are detailed!in order to fulfil
the stated purpose of the study.

Concluding éomménts are provided in Chapter VII which explaiﬁ
the extent to which the policy recommendations satisfy the conditions
set out iﬁ the study's conceptual model, and discuss the éfficacy of the

methodology used. A summary of the ra;idnéle for }ejecting the

introduction of a regime of special certification for educational.

administrators is then presented.  Comments on the usefulness of
incorporating reference to sociological paradigms in the policy analysis
process conclude the chapter.

For the convenience of the reader, all chapfér summaries have been

consolidated in the form of an executive summary of the thesis in -

- Appendix 3.



CHAPTER 11
REVIEW OF RELATED LITERATURE

Introduction

Literature reviews for policy development projects, such as the

present stuay, are especially demanding in that they require not only a

thorough discussion of the rationale and methodology associated with
policy ‘analysis, but also demand attention to the several .substantive

areas which are associated with the issues being addressed.. The pages

which follow deal with three main bodies of literature. First, a review
. : ; .
of policy-related literature is presented whikh focuses on: 1. arriving

at a suitable definition of policy; 2. identifying the characteristics

'

of policy analysis; and 3. considering the ihplications of policy
implementation and change. Secoﬂd, literature related to the practire
of Educational Administration.is coﬁs{déred under the following
headings: -1. the‘administrative behaviour of school superintendents; 2.

The administrative behaviour of school principals; 3. general

B3

cha;dtteriétics of administrators; 4. the organisational context of

Educational Administration, and 5& the attributes of "effective"
. s ¢ -
educational orgahisations and administrators. The final body of

literature to be discussed pertains to the preparation and professional*
: . . ' I !

development of educational administrators, and deals with: 1. the
. 3 .
-development of university-based Edqcational Administration progfaﬁmes;_

2. competency-based Educational Administration programmes; ‘and 3. the
views of various authors who have advocated a new synthesis of the

.

efforts of academics and practitioners."

32



Review of Policy - Related Literature

Definition of Policy

As the product of this study is a set of policy recommendations,
it is essential that public policy be clearly defined. As pointed out
by Guba:

analyses which emerge from different'zéfinitions differ

sufficiently among- themselves so that the analyst can predeter-

mine what a policy analysis will produce by the simple act of

choosing the guiding definition. The political and ethical

“implications of this possibllity are impressive (1984: 6&)
After citing gight different definitions of policy ranging fr%m,a
statement of. the policy maker's intents or goals through the effects of
the policy making'and implementing systems as experieﬂced by clients,
Guba noted that virtually any definition of policy must be admitted as
long as its proposer can make a rational case for its use (198&: 70)..

Altheugh Guba's examples of policy definitions are instructive,
they éo not explain the value bases or worid views that underlie their
development. (This task was addressed bvaitchell~who éonstructed'four
poliéy paradigms.' The paradigms w1th their respective characteristics
are llsted in Figure 2.1,

The following definitidns of policy are deriied froﬁ.the
respective paradigms: - ‘ S v ‘ i .

1. Structural. &Public policy iskwhatever gﬁvérnments choose to do
v‘,vor'not‘ todo" (Dye, 1978: 3). .
2;” Funétional. "A proposed coursé of actionﬂbf a person, grqﬁp, or

government within a given environment providingiobstacles and

opportunities which the policy was préposed‘to utilize and
. ) ! I
]



Generative
Metapher

Historical
Origin

Units of
Analysis

Dynamics
of Actions

Motive
Force,
(Basis of
Actions)

Stability

Principal

Principle
of Order

STRUCTURAL
Machine
Military
Tactics

Formal
Structures

Conflict

of
Interest

Interest
(Pyiority)

- Power
Balance

Discipline

FUNCFTONAL
Organism

Medieval
Church

Functional

Structures
Cooperative

Goal
Pursuit

Need

. EXCHANGE

Market Place
Bourgeoise
Economics

Rational
Agents

Bargaining

over Scarce
Valuables

Desire

(Prerequisite)(Utility)

System
Homeostasis

Hierarchy

Negotiated
Contracts

Incentives

Figure 2.1 Policy Paradigms -
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INTERACTION
Conversation

Renaissance
Culture

Purposive
Actors A
Creating
Symbolic
Cultures

Meaning
(Self
Significance)
Shared
Definition

of Situation

Bonding

avercome 1in an effort to reach a goal or realize an ob jective

or purpose" (Mitchell, 1984: 144).

3. Exchange. "A decision to act which is made in the name of a

particular social group, which has complek implications, and

which constitutes an intent to influence the group members by

the provision of sanctioné" (Mayer and Greehwood, 1980: 5).-

- 4, Interaction. "The conscious attempt of officials,

e

and interested publ

legislators,

-

ics to find constructive responSes to the

needs and pathglogies which they perceive in their surrounding

culture” (Mitchell, 1984: 145).
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Although each definition is legitimate, each reflects the subtle
butmsignificant diff;tences cited in Figure 2.1. It is, therefore,
important that the policy analyst choose’the definition to be used very
carefully. Guba wrote that, "what constitutes a better definition is of
course a matter of values ... Certgin definitions are likely to be more
consonant with the analyst's values than othersf (1984: 70), He also
insisted that "to be ethicél, the policy anaﬁ%ét is obliged to point out
the particular definition used in an analysig and to characterize its

e
consequences for the variety of stakeholding audiences concerned with/
_the anélysis" (1984: 70).

Bardes and Dubnick (1980: 105) pointed out that "whaf makes an
analyst 806d is not:ggg;éfficiency‘of his or hef application‘of a gi;en
technique to a pfaﬁi im, but rather tﬁe effectiveness and usefulnéss of”
the answer arrived at." Coﬁsequéntly, when executing the stages of
préblem structuring (Dunn, 1981: 107), the analyst should adopt a
definition of policy suited to the policy environment and stakeholdefs
(Dunn,1981: 47).

For several.reasons'whichvare deﬁailed below iﬁ sections
dealing with the policy iﬁpleﬁentatiqn and change‘litérature, as well‘as
in'the literatufe_dgéling with tﬁe roles of” educational gdministrators,

and the S%ganisatiohal nature of educational systems, consideration of

the.pdlicyeenvironmént an&‘§2akeholder groups induced the author to

v

-+ select the definition of policy identified by Mitchell as representative -
of the interaction paradigm as being the most appropriate for use in

- this study.



Characteristics of Pblicy Analysis

'

As the present study is an exercise in "ex ante" policy

analysis, it is important to understand the meaning, methods, and

limitations ef.policy analysis. Policy analysis has been variously

36

defined by several authors (House and Coleman, 1980: '184:; Bardes and -

Dubnick, 1980: 104; McRae, 1980: 131; and Dunn, 1981: 35). For the
purposes of this study,.the following definition by’Mayer and Greenwood
is used:

Policy analysis is a general term which refers to the multi-
faceted process of ascertaining, measuring, and evaluating the -
ends and means of a policy, as well as their inter-
relationship. Such analysis may involve the identification and
advocacy of particular ends to be sought by public policy, or
it may focus on specifying or designing particular programs to
meet those -ends. Then again, it may be more concerned with

evaluating the relatlonshlp bet ween. those means and those ends
(1980: 13). ,

o

Mayer ,and Greenwood described policy analysis as beiné

essentially an intellectual process which sﬁpports policy.making which-

is a political process. They d1st1ngulshed between policy analysts and

policy makers w1th the former belng dnyone‘ regardless of his or her

s

profe551onal background, who performs the analyt1ca1 functlon in pollcy

making" while the policy maker or decision maker 1is the person.

"empowered to make policy or adopt piansfon behalf of a collective"
(1980: 15=16). .
Pollcy analysts use a varlety of technlques ia'order to

o

structure pollcy problems,lnvestlgate their various d1men31ons and

5

- t
make recommendatlons.' Dror.developed an optlmal model" for policy

analysis which had the_following:charaCter1st1cs: ", it is

qualitative, not quantitative; 2. it has both rational and extra-
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rational componentgﬁﬁﬁ its basic rat1ona1e is to be economically
S,

rational; 4, it ﬁeals with metapollcymaklng, 5. it has much built- 1n.

Y

feedbacw'(1968. 154)

‘Bardes and'Dubnick‘(}980:, 1047 describeu the policy analyst as
one' who used problem solving\techniques which were rational processes
"leading to desired, explicitlf'stated goals." They saw the major task

of the analyst to be ''choosing (or even creating) the appropriate tools

i
3

or methods to be sppliedAin order to answer given questions raised by
‘problematic situations)” McRae (1980: 131) was more explicit when he

detailed the following four processes of polidy analysis: 1. defining

‘4

the problem in terms sufficiently grec1se to permit analysis; 2.
establishing a system of values to serve as crlterla of ch01ce among

alternatives; 3. comparing alternatlves\on the basis of predicted

\
\

_é?Jtcomes as judged using the system of vélues; ahﬁ\é. assessing the.
political feasibility of the alternatives. \\\ B \x
Dunn ndted several shortcomings ofvpoliég anelysis_as normally
practiSed withih organisations k1981: 1301, ahd,r Qmmended the use of
"assumptibnai analysis" techiniques which involves the: following

procedures in successive phases; 1. stakeholder idéntification;»2.

\z
' assumption’surfacing; 3. assumptlon challenglng, 4, assumption poollng,

"~ and 5 essumptlon synthe51s (1981 “131). ,A,methodology whlch
1ncorporates many of the features of assumpt10na1 analy31s is that

| advocated by Mayer and Grepnwood (1980J§%b which was’ detalled 1h\Chapter
T outlining the stages of the pollcy maklng process, and whlch‘guldedb

: aspects of thlS research study. In addltlon to the processes outllnedl

in this methodology. Mayer and Greenwood (1980 13-14) -identified the g

-

N 3
~ - . A
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criteria which should be used by analyst§f§pﬁjudge the adequacy of
o jh%,
policy recommendations: I
1. efficiency, which focuses on the relationsh#p between the cost
of resources employed to inplement a policy and the extent of

the benefits it Qelivers;

2. effectiveness, which focuses on the utility of the relationship

between the meanEQand the ends, that is, the substantive effects

that are achieved by the means employed; ) ) .

3. feasibility,‘which addresses the effect of the policy on the
pelitical constituency whose support is neces;ary for its | ,
- -Suc;essful'imnlenentetion;vand~ o o 3 1;////
4, ethics, which focuses more on.the goals and objectives of the
policy-than nnvits"outcomes, déaliné’with the relationehip of é‘
pattitular policy goal to the values, either epricitior'
implicit, ofvthe policy making~$ystem.
Althnugh setional téthniqnes of,analysis are imqutant to the
* process of policy analysis, House and\Colemah.(IQBQ' i87).and hitchell.o
: (1984 151) po@ntéﬂhéut thet‘personelg politicgl; and . cultural blases“

{

, Commonly influence,analysts"judgement.,ZSimilarly. Bardes and Dubnlck{

v

(1'980- 111), Hou se (1982- '168), and’ Mltchell (1984 135)‘notedvthat'

it is.common for pOlle analysts to conduct studles wthh are motivated_
- e ’
by the desire to 1end credence to some pre-determlned polltlcal stance.

[

Desplte the many rat10na1 anﬁlytlc methods that have beenT“i

'

>ndescr1bed in the 11terature Dror (1968 155) McRae (1980° 137),
Dunn (1981. 35). all emph331sed that the practlce of pollcy analy51s does; e

not permlt the use of unlversally applicable theorles or generallz-;‘

.)

SO o
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"ations. It is incumbent upon the analyst to select a methodoloéy and
techniques whi%? are appropriatgito the’situatiop peing studiedf
The issue addressed by the présent study and the multifaceted
" character of ofganisational inyolvement ih>theée issues, suggested the
appropriateness of the cqnceptual framework and gegeral methodology
» detailed in Chapter I. ip order to supplement their content,‘howevér,
othér works were consulted in order to refine specific tesearcb4neghods.
- The validity of relying on,intérviewees:és "surrogate obsgrvers“ and
“Lexpefts" who are representative oflgroups was discussed by Dexter
(1970:  9-11).  Regarding the processing and analysis of 3ptefview data,:
Bogdan and Biklern (1982: 162) notéd that "having a scheme is crucial;
the particular scheme you choose is nptf' In the preéént study, the
”researcheriused*a system of data sorting and analySis'using file cards
‘based -on procedures identified by Bogdan and Biklen (1982: 169) and by

'

Turner (}Y981: 230).

Pollcy Implementatlon and Changg.

Although ‘some pollcies may be formulated for symbol:c purposes
Qlth nq, intent that they be- 1mp1emented, the pOlle recommendatlons
.devetpped in the present. study are d§51gnedato~be acted upon. The
literatpté“dealing with policy is Consiétent‘in/advising analysts to
_v1ew‘the requ1rements of the 1mplementat10n prockss asq:p)antegral part

of the policy developmeht exerc1se (Quade, }975:_ 23 Pressman and

.'W1ldavsky‘ 1973: 1435, Sm;th 1973:  199; Fullan, 1982: 74). ‘
(The actlve ‘interest of p011t1c1ans or decision makers is-not
k]

enough to.ensu;e-the implemgntation of policies (Mitchell and

Estarnation, 1984:4). Pressman and Wildavsky observed thatmpoliticians
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often hinder the chances of im&(lementation by unrealfz}ically looking
1
for "large accomplishments from'small resources in a short time"
(1973:XVll), a notion reinforced.by Edwards and Sharkansky (1978:304).
:A wide raoge of views exists in the literature regarding the

complexity'of the policy implementation process. Among the simplest is
the "decisionistic model" described by Floden and Weiner which:

depicts governmental and socfal systems under the influénce of

evaluation, as highly adaptive. Information about government

performance, measured against widely shared goals for public

policy is quickly fed back into the policy making process where:

course correctlons are made (1978:10).
“A more complex ‘model was posLﬂed by Smlth '(1973:203) in which pollcy
1mplementat10n is portrayed as a forte generating tensions as well as
re11ev1ng them. Such tensions act between'and within the idealised
policy, the implementation organisation, the target group and enrivon-
mental factors. |

A number of' authors emphasized that the implementation process

should take into consideration not only the views of the polig; maker,
bdt aléo those of other actors. fullan (1982:82);staced:

3

:educat;onal change is a process of coming to gr1ps with the
- multiple realities of people who are the main participants in -
implementing change. The leader who presupposes what the
change should be and acts in ways which preclude others'
realltles is bound to fall
Support for thlS thought was offered by Quade (1975 262) who wrote that
"difficulties are likely to follow whenever a completely packaged
external solution is imposed, arrived at without participation of those

" affected by its conditions.” He added that the' policy maker should

- develop "a scheme for’informétion exchangerso that those wha must live



with or implement the actions which.follow can in some way participate
in determining what those actions will be" (1975:262).

Several authors offered ad&iée regarding aspects of implemént—
ation that policy makers should consider. Quade (1975:262) suggested
the fbllowing three actions: ‘

1. . investigate the internal consequences of implementation as well
as the external effecté;

2. be.concerned abou}.the‘organisation's in;ernal stability,
viability, cohesion and creativity; and,

3. be concerned with the-rela£10nship bet ween the personal needs
and objectives of individuals within the organisation, and the
organisagion's needs and objectives. )

Quade's advice was elaborated on by Votruba who‘identified four
basic approaches to organisational change; rational planring, social

’ ~N
interaction, human problem Solving, and political maneuvering. Quoting
Linquist, Votruba (1981:17) indicated that éffectivgchénge strategies
require attention to all four approaches; |

Votruba (1981:2L-24) went on to identify the several elements

needed for a potentially effective change strategy, They include;

! .
goals, organisation, leadership, linkage,:openness, capacity,

compatibility, rewards, synergy, and ownership. Leaders, in
implementing ‘change, need to be strong, articulate and adaptive in

discharging,the_four leadership roles of catalyst, solutiod—giver,

process helper, and resource linker (1981:26;27).

41
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Additional advice was offered to policy analysts by Rothman et

¢
al. whro cited four principles of intervention or action guidelines to.

successfully effect organisatioﬁal change:

1. promote an innovative service or program by demonstrating it
first with a smaller portion of the target populatlon then
expand to the larger group;
2. change the goals of an organisation by introducing new
groups into the organisation who support the goals, “or by
increasing the influence of those groups within the
organisation who support those goals;

“, 3. 1increase participation in organisations and .groups by

?Q$\ offering benefits associated with participation; and

4. increase effectiveness in role performance by
clarifying the role and obtaining agreement about it
among relevant superiors and influentials (1981:9-10).

The last two of these principles seem to have particular relevance for
this study. : \l
‘Basing their conclusions on a study of factérs‘which apparently
influenced the degree of implkementation Bf government mandé}ed chdnge in
university“settfngs,.Newcombe and Conrad (1981:559) idéﬁtifiéd four
stages of change; infusjon, preparatior and policy formétion,’trial and
transition, and policy execution. They' also described‘four categories
" of variabies wh}ch influence pqlicy implementation, the absence of‘any’
of which_grea;ly reduces the degree éf planned Change{ladminisgrative
leadership, fécilitative sub-structures, jnstitptiona% sub—systems,>énd‘
follow-up governmental intervention (1981:562- 563)
g To conclude this.review of pollcy implementation and éhange
reiatedlliterature,.it‘is useful to refer to the work of PopKewich in

+

order to establish a perspective on the nature and extent of change

implied in most policy initiatives. - Popkewich categoriied most change
processes asfpeing of a "center—to—periphér& type" (1984:131) or of a

"problem-solving" type (1984:141) tobted.in the paradigms of‘empirical-

’

B
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analytic science and symbolic science, respectively. He went on to
"explain that each &f these péradigms is rootgd in specific cdgnitive
interests which value order.and sﬁability in the socialvworld and noted
1that 'it- is an irony of change models that they are designed to
conserve" (1984: 151) Popkewich wrote that change processes seldom
challenge the basic values of organiégti;n members ‘and cénsequently the
scope of ehangé effectéd is not profound (1984:152).

Review of Literature Related to the Practice
of Educational Administration

* - -
The Administrative Behaviour of School Superintendents

Studies of the administrative behaviour of  school super-
intendents are essentially of three types. ‘Some,llike that of Campbell
(1969) derived data’ from the responses of practltloners and those with
whom they interacted; others (Duignan, 1980; Larson et al, 1981 Pitner

 and Ogawa, 1981) reliéd'on the difect'obéervation'of sdperintehdentg by

”

researchers; last, some information is provided in publications about

the superintendency, written by scholars and consultants‘(Downéy; 1976;
Ingram and Miklos, 1977)., Reference to such works provides .insight into

the roles, tasks, and skills of superintendents, —._

Campbell surveyed all Alberta superintendents and chairmen of

Egbdcl boards inwgrder~tq detefmine the extent to which they,valued}
, SRRt ;

’/\ fi‘fty suggested competencies. The wide range of competem:les requ1red
7
by superlntendents is reflected in the f1ndings that 32 and 21 dlfferent

. »elements were 1dent1f1ed by 80 percent of the respectlve groups of

:‘_ respondents as being important (1969 126- 131)
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Duignan personally observed eight Alberta superintendente for 34
O
-working days in order to identify their activities, the time involved,
with Qhou they interacted, and the purpose underlying various contacts.
No attempt was made to identify competencies, however Duignan did state
the following proposikions about the superintendents' work (1980:3-4):
1. Unscheduled activities‘of‘short duration dominate the super-
iutendents' behaviour uatterns.‘
2. Verbal contact consumes almost 75 percent ef the. super-
intendents' time.
A3,. Information processing is a major reason for verbal contacts
by superintendents.
4, Much time is spent by superintendeuts with a few groups (central
office subordinates 30.7 percent, trustees 23.3 uercent).
5. The use of time by superinuendents was not planned and organized
carefully.‘ | |
6. Executive or admiuistrative duties dominate the suuerintendents'
use qf'tihe. ’ |
-Downey (1976) conducted an extensive survey of those associated
with education in Alberua, %evieued related litefature, arnd engaged in
interviews and site'visite'to,defermine’both the ideal and actual role
of the superintendents. DownelyfS reuort iuentif}ea @any of the areas of 
'_fole ambiguity and conflicting'exuectetione whicu'characberizeq the
early .years of the- 1ocally appointed superlntendency in Alberta.‘vb
As a follow up to the Downey Report (1976) Alberta Educatlonv

comm1851oned Ingram and Miklos to prepare a document which would prov1de

guidelines for.the employment of locally appointed:superintenden;s;

14



Among the guidelines, Ingram and Miklos (1977:79)- presented

v

following sample role description:

The Superintendent of Schools is the chief executive officer
of the School Board. He has general responsibility for
advising the Board on matters arising in all areas of Board
jurisdiction, for recommending appropriate policies to the
Board in these areas, and for implementing the policies adopted

-by the Board. In the execution of this general function, the

Superintendent of Schools shall give particular attention to

the following:
1. Determining present and future educational needs of the

45

the

school division and developlng short- and long-range plans for .

meeting those needs;
2. evaluating the operation of all aspects ‘of the educational

system and providing reports to the Board which will keep it
informed on school system functioning;

3. coordinating and integrating educational programs, physical
facilities, and financial and human resources w1th1n the school
division;

4. providing leadership and fosterlng conditions which will
ensure the improvement of the educational program, the
efficient use of resources, and the effective performance of
personnel;

5. designing and staffing an organlsatlon which will ensure
that educational and admlnlstratlve functions are carried out:
effectively;

6. developing spec1f1c procedures and regulations for the
implementation of Board policies; oy

7. carrying out such specific resporisibilities as- from time to

time may be delegated to him by the Board; o
8. acting on behalf of the Board when ,necessary in regard tg
matters not empowered to the Superintendent of Schools which

arise between board meetings with such actions to be submitted -

for ratification to the Board at its next meeting.

S

Ingram and MikloS“also distinguiShed:bethen the respective roles of

trustees and the superintendent by identifying 20 tasks and activities

relatlons functlons (1977:22- 23)

-under the headings of executiVe;imanagerial,,educational, and public

!

,In 198& the "Alberta School Trustees Assoc1at10n (A ST‘A ).

publlshed a monograph regardlng the superlntendency in response to the

1

dlscu551on paper»pertalnlng to revisions of the School_Act.

reviewing'thgﬁhistorical'development‘of"the locally appointed super—i

After

!



intendency, the monograph conceded that although most school boards and
superintendents work together successfully in the interests of cnildren,
a number of problems exist in individual situations (198&:7L The
report emphasized that "situation-specific factors are often at the core
of problems encountered by school systems" (1984:8) and that most
difficuities experienced by superintendents are best viewed as
"idiosyncratic" and "human problems'" (1984:9). Echoing the insights of
the Downey Report (1976) and the work of Ingram and Miklos (1977), the
A.S.T.A. (1984) report cited the following as typical areas of super-
intendent problemsf expectations. authority, conflict management,
performance appraisal, compensation, superintendent/secretary treasurer
‘reiations, and trust. ‘The report also emphasized the formal position of
the A.SJZA. that the local'appointment'of superintendents was seen as
desirable and that changes in 1egislation which placed additional
constraints on the board—superintendent relationship ;ould not bhe
welcome (1984:21).

An extensive study of supervisory officers (sdperintendents and
directors) in Ontario was conducted py-Pertlow-et al. (1§80)‘which
1dent1f1ed nine personal qua11t1es essential to success. Inpdescending

order of importance they are:'integrity/honesty, positive human

relations attitudes, common sense, 1eadersh1p, patience, sénse of

46

humour, dedication, 1nte111gence,‘and dlplomacy (1980 X). The same

: study 1dent1f1ed 17 important competencxes, the 10 most important of,.

Which are: communication skills, dec1$1on maklng skills, organlsational

Vskills, managerial/adminlstratlve skllls, political skills, knowledge of '’

- curriculum, and knhowledge of the law (1980.X-XI). ‘Parthy et al, also
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noted that the six criteria used by schoq%:boards in hiring supervisory
of ficers, in order of de¢scending importance, are: past experience,
possession of a supervisory of ficer's certificate, leadership skills,

! .
human relations skijlls, administrative/organisational skills, and

academic education. |

The studies by Larson et al. (1981), Pitner and Ogaw!ﬁleBl),
and Willower end Fraser (1980) eacc examined the rcles of super-
intendents in the United States, outlining their time ﬁse, interaction
patterns and satisfaction with their work. The findingé of these
studies generall§ supported Duignan's propositions cited above.. In
particular tﬁough, Larson et al. (1981) emphasized that superintendénts
" served as the information focal points of their'organisationg thus
explaining their ebility to influence others. They also noted that
- observed behaviour was varied and highly dependent on personal
characteristics and contextual factors. Pitner- ahd Ogawa emphasized the
cSe by superincendents of specific GommuniCQtion skills. in order to
manage shared meéningsvwichin their organisacions (1981:56). They also
pointed out thet despite che‘eXpressed‘interests of superintendents in
the rele 6f'instructionalwleadership; they'tended to be preoccupied by
the more bureeucratic functiqné.(1981:62).. Wiliower and Fraser (1950;3)
atcributed.chis apparent anomaly to "noscalgia" fpr‘tii superincendenc§

earlier career .work as teachers.

The Administrative Behaviour of School Principels
In 1979 the Department of Educational Administration of the
Universicy,of Alberta initiated ProjectﬁAéiK:(Administratl e Skills

and Knowledge) that endeavoured to establish an administragor training



programme based on the tasks considered by superintendents and
principals to be important to the pfinci’palship. Research indicated
that 24 tasks were seen to be important‘in thg area of curriculum and
instruction, 23 rélated to staff personnel, 26 related to pupil
‘}er;onnel, seven related to support- management, 13 related to resourcé
management, seven related to school—commun&ty interface, and 13 related
to systém—wide policies and operations. Préject.A.S.K.glso includgd
reference to the Quadrant Assessment Model for ddiagnosing admini-
strators'trainihg needs. The utility of this model was confirmed in a
study by Sanders (1980).

An observational sﬁudy by Martin and Willower (1981) identified
the following elements which characterize the work of principals: 1.
high volume, quick page{;Z. variety, brevity, fragmentation; '3.
prefz}ence for live éction; 4, verbal media preference; 5. emphasis on
in-school contacts; 6. a blend of rights and duties; 7. a "no;talgic"
attitude toward’instfuctional leadership; and, 8. deference to the
guthority of suberintendehts and the technigal expertise of tgachers.

,Morrif et al. (1981) coﬁduéted»a study whiéh compared the time
use of eleme;tary and'seéondary priﬁcipals and found that the former

' gréhp speﬂt 1ess time on interpersonal behaviour and more time engaged

in decisibnél activities than did thellattér group.

The SasgatcheWan Schpol‘Trusteeé;-Associatiéq (1985)
commissionedﬁa_study by Renihan which thoroughly e%amined the pfincipal—

ship in that province. The five volume report contains information

,'regarding the roles, tasks and 'skills seen by educators as important to

“principals, identifies the problems experienced by printipalé in the

48
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conduct of their work, criticizes the nature of preservice andyﬁnservice
professional development programmes, and prdvides an exhaust?ve review
of the iiterature regarding the principalship. Renihan,(1985: Vol.
2:23) identified 18 major areas of concern to principais nnder the
headings of working conditions, outside influences, relationships, and
task areas. ‘

The need for principals to function effectively.in a’dglitica]
environment was emphasized by Wllllams (1983:11- 15) who identified the

¢
negative organisational consequencee/wﬁqch stem from the actions of
politically naive principals. Williams attributed principals' political
" ineffectiveness to role d¢iscomfort, inadequate skills, and work overload
(1983:15). - | /

The role of the principal in the political and organisational
context was‘alsn explored by Allison who noted the loss of prestige of
the”p?incipalship in recent decades (1984:12). Allison attributed this
status change to three factors: 1. the increased'complexity of achool
operations; 2. incréased centralization ef authority in the bureaucracy
of school jurisdictions; and 3. the, increased specialization of roles in-

admlnlstratlon and teachlng whtth 1essens the author1ty of the

pr1nc1pals expertlse (1984 12).

General Characteristics of Administratbrs

_ v RN ,
The studles and artlcles c1bed in the two precedlng sectlons

\dealt‘w1th the superlntendency and the pr1nc1palsh1p respectively

There is, in addntlon, a body of 11terature whlch addresses admlnl—

stration in a non ro}e—specific manner which can illuminate the nature
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of the orgaﬁisatiohal'role of the educational administrator. A sampling
of this literature folIOwsf |

Boettinger (1980)'posited;that successful administration is not
simply a matter of‘practising an appropriate technology in a situation,
but is also an art. Ar;, he stated (1986:36),"15 the imposition of a
pattern, a vision of a whole, on many disparate parts so as'to create a
representation of [the administrator's] visioﬁ; art is the imposition of
order on chaos."

Part of the task of the administrator is to develop. visions
which "spring from contemplation df problems, events and possibilities"
(1980:41) and which are communicated with "audacity and self-cqnfiden;é"
(1983:43). The successful organisation re;uires ﬁot‘oniy cbmpeteht,
busiﬁess—like pfocedureé, but leaders who can "enlist the‘emotions of
others to sﬁare‘a vision as. their an" (1980: 46).

Katz (1980) identified three areas in which adminispratérs
requiré skills:

1. technical skills reiated to the technology of the énterp;ise;
. 2. humaﬁ skills‘whibh foster a suitéble organisational climate; and
3. conceptual skills which allow the_adminiéﬁrator to address
prqbléms;from a genéral management ﬁoint of’vieQ which cbnsidersh

.multible persﬁectives and'which ca;'éccept ;he subgoptimigaﬁion'

' characteristic of most decision méking situéfions.
o Bésing his obsérvaﬁiqns'on“seVeral’yearéfbf successfﬁl ékecutive-~

”practice; Livingstone (1980),identifiéd the following aépects of

— .

—

per formance as being important to administrators:

-e

o
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1. the developmént of problem-solving skills which extend beyond
Y ’ :
rational analysis to include coping ‘with human emotion;

’

2. the development of problem finding skills which imply the,

ability to "read meaning" into changes in the environment;
y ing 8

3. the development of opportunity finding skills which-are the mark

of the entrepreneur and which denote effectiveness more than

efficiency; and,

4. the developmént of a nééﬁrgl management style which reflects the
values and cﬁéracter of the administratgr. .

Livingstone (1980) also elaborated on the need for power, the needito
manage, 7nd'the capacity,for empathy which he saw as being cbmmon among
tﬁe most succesgful administrators.

Mintzberg's article (1976) providés an interesting perspective

/"’ .

as to why some individuals succeed as managers (édministragofé) while
others are mor e sﬁjtéd to technical-analytic roles. He discussed the
distinct but compleﬁbntary functions ofithé left and right hemiéphéres
of ;he,brain and hypothesiée&-that a pred;sposition to feiy on the
linea;. analytic prqéesées of: the left brqin/wouid équib a persog‘wéllj
to éerviceﬁinJa plaﬁnihg or technical‘fole in an brganisétion, whiié é~'
ppedisppsition to rely on the giobél; holistié‘facuifiés of‘#ﬁe r%ght
bfain»allowé maﬁagers to:cope‘Wiﬁh'tﬁe-aﬁbigu§ty'and:comﬁiexity
'%ssociateqrﬁith their;foies;v B |

3 kela;ing.thig hypoﬁhééis:té his dbserVatigns of tﬁe behaviour ggﬁﬁv

ekécuﬁivéﬁ;lﬁiﬁtzberg (147&:54) noted,that'ménagers Qéém tﬁ‘pfefef.tq B

'yuéé direct verba;‘media,wﬁicﬁibréyide :elatibnél aﬁd s}mu}taneouslg"
" methods éf”g;qﬁiring inforhation”féthé:‘phan'§rdéréd"and:sequeﬁqed’éheé.

i . .o
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N

A different but complementary approach to studying the cognitive

functioning of administrators was taken, by Silver (1975) who examined

the relationship between the levels of principals' conceptual abilitv
and their interpersonal environments and behsviours. She found that
principais vith more abstract conceptual structures were“more person-
oriented in their leadership styles (1975:62). Silver also indicated
that principals ,with more complex conceptual structures will interact
more frequently with staff members, have more professionally'oriented

staff members and have more varied functions performed in their schools.

Silver viewed such charcteristics‘as being desirable and identified .

"several competencies which were indicative of complex conceptual

development (1975:63-64).

[

The Organizational Context of Educational Administrétion'

'It is[impossible to develop a generaliaed organisational,
‘COntruct which- .may be applled to all schools. As Alllson noted in L

'quotlng Weber, an 1deal type is "an analyt1ca1 accentuatlon of reallty.

N\
~i that 1s a pure mental construct, the relatlonshlp of whlch to the

>’emp1r1cal reallty of the 1mmed1ate1y given is problematlcal in- everyﬁ

R

n1nd1v1dual case"(1983 21) Nevertheless AlllSOﬂ wrote that schools'
"have enough aspects in common to warrant the development of an 1mage,4“

»whlch would 1dent1fy and accentuate a selected number of generlce\

LA

hfeatures in order to capture the partlcular character of schools

' (1983 21)

o Co . L. N e . I

Alllson p01nted out that schools dlffer in several 1mportantf

'*.respects frop-other types of,organlsatlons;as follows; S
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1. the human service characteristics of schools--that is, the
4problemat1cal and ambiguous nature of their goals, . their
indeterminate technology, their reliance on professional .staff,
their lack of useful measures -of effectivness, and their
people-processing naturé which places great emphasis on staff-
pupil relatlonshlp&
2. the.domesticated status of public schools‘
3. the "deconcentrated" pattern of organisation in public.
school systems; -
4. the political vulperability of publ1c schaols; and,
5. an empha§is on autonomy rather than authority that

. contributes to the "structural looseness" or loose coupling
property (1983:21-22), -

‘Allison also described four asbects of schools which are problematic

-~ T . i .
} when their organisation’ is_being considered: 1. the status of students
{ \ i - . i R
\3ﬁ schools; 2. the leveleof the unit of analysis; 3. the ability of

pﬁhlic»schools to regéist change; and 4. the persistance of traditional

practices (1983 23 25)

Bearlng in mind the 11m1tat10ns and problems assoc1ated ‘with

identifyihg ideal types and generalizations about the organisation.of
1 : ’

schools “and school systems, the pages which follow endeavour to describe

the goals, characteristics and nature of public educational institutions

«

as cited~3§ several authors. . ‘ ‘ S~
"The Goals of Masic Education for A]berfa" (Govepnnent of

ﬂAlberta, Commlttee on Tolerance and Understandlng, 1984 21A) comprise
‘two sets of'goals, the "Goals of Schoollng and the !'Goals of

Education". The former comprises those goals for which schools have

primary reSponsibility: academic skills, thinking skills, personalf

li, growth oﬁ\gsgggﬂiiljfghwﬁfahdlng of c1tlzensh1p, and preparatlon for

.employment. The‘latter goals are v1ewed as a shared respon31b111ty of
. R, e~ .
* .
the community and address. the ethical, moral and cultural development of

students.

w3



54.

Goodlad (1984) synthesized a list of goal statements for Uni;ed
States school systems and produced a set, of 10 academic,rfive
vocational, 26 social, civic, agd~cu1tura1, énd 21 per%oné} development
goals which educational systems are e*pected to realize (1984:51-56).

’Idealized statements of educégional goals notwithsténding, as
the schéois are publicly funded and politicians see themselves as being
_accountable to the public for their efficient operation, political
vaiues super cede the educational; Brubaker‘and Nelson claimed that
schools have respondeﬂ to political expectationé by neglecting théir
brqu mandate in favour of a narrowly based érogramﬁe of studies that is
designed to produce ﬁsuccessful’students ahd incigient scholars"
(1974:42). |

Goodlad (1984:6i) also noted the narrowing focQs of school

. : s .

programmes, and pointed out that, "unfortunately the standard measures

we use to determine the quality of schools get at academics almost

i

" The politicians

exclﬁsively——and a narrow array of them at that.
responsible for school ‘systems prefer_bureaucratic‘operations that lend
_themselves to the metaQalues'of accountability, stabilityn‘ and’
predictability. Uﬁfdrtunately; the bureauqra;ic model doeé noialend
itself to éhe accompiishméut of the several non—académic goals of
education for'thé means of reaching§§uch'goals "are not pré—determinéd,
theboﬁjectivesttheméelves are not imd@miatelyvquahtifiable, ang}
causation between means and ends is‘obviously not knbwn" (Brubaker ané
Nelson, 1974:42). ” | \

The exglicit edQcatidnal goals of schools and the more implicit

political constraints imposed on their-operatidn affect both their
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curriculum and organizational structure, bringing about the organis-

ational hybrid known as the professional bureaucracy.

The professional bureaucracy, Mintzberg contended, "allows for

standardization and decentralization at the same time" (1979: 348) and:

relies for coordination on the standardization of skills and

its associated design parameter, training and indoctrination.

It hires duly trained and -indoctrinated specialists-

professionals- for the operating core, and then gives them

considerable control over their own work ... Control over his

own work means that the professional works relatively

independently of his colleagues, but closely with the clieats

he serves (1979:349), S
The relative independence of teachers from supervisien by principals is
also cited by Brubaker and Nelson (1974:56) and the findings of Willower
and Fraser (1981:77) as noted earlier. Weick labelled this relationship
"loose coupling", stating:

the_bwd“most commonly discussed coupling mechanisms are the

technical core of the organization and the authority of

office ... a compelling argument can be made that neither of

these coupling mechanisms is promipent in educational

organizations (1976:4).

The authority of office of'administfators in professional
bureaucracies is quite bounded. Mintzberg indicated that "managers in
' professional organizations ... administer méans td thé major activity
carried out by experts'" (1979: 360), and as explalned by Dornbusch and
Scott (1975), ‘cited by Hasenfeld (1983:17), teachers recognize the

authority of principals in the area of evaluation only if "it is

explicit, formal, and directly related to the evaluation of work) In

55

other words, teachers are willing to accept the authority of principals’

-

in limited areas but do not welcome gratuitous interventions in others,

made by virtue of the principals' superordinate status,
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Administrators in professional bureaucracies.according to
Mintzberg "serve key roles at the boundary of the organisation, between
the profeSsionals inside and interested pérties—;governments,client
associations, and so on——on the outside" (1979:362). Mintzbérg pointed
out, however, that despite the useful functions,perfo;med by the
administrator, he "keeps his power only as long as the professionals
perceive him to be serving their interests effectively" (1975:363), and,
although the administrator is "usually more powerful than individual
brofessionals ... that power can easily be overQhelmed by the collective

. y
power of the professionals" (1&79:363). Reinforcing the notion that
schools, being loosely coupled, will not display the\;tructurg of a
conventioﬁal bureéucracy; Haéenfeld stated, "a key cﬁaracteristic ;f
loosely qoupled.orgagisations is ~the emergence of multiple centres of

power rather. than a heirarchical authority étructure“ (1983:175).

As a form of organisatton, the ﬁrofessional bureddcracy carries

_with it implicit dysfunctions. Hasenfeld noted that "legal and rational

authorit& promotes efficiency" (1983:17), but as‘noéed above, such
aufhority tends not to be exercised in insﬁructioﬁal mat£ers.
Furthérmore; Hgsenfeld predicted, bécause_pf the loose coupling
characteristic within eduéafionaltsystems, when administrators are
requifed to conduct evaldationsw théy will;perform,"bureaucratjc
revier"‘which invoives.“mpnitoring those aspects‘of béhaviopr that are
bbéervable and‘méasuréble, regardless of their relevance and importancé
to the service’delivery processeTk1983:,170—171)ﬁ

i A sérious dysfunction 6f_the professional bureaucratic form of

.

organisation for schqols is the {mplicit lack of- thoughtful goal

v
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directed behaviour. As indicated earlier, statements of edqcational
goals tend to be wide ranging, and although the individual goals may not
be contradictory, they are competitive for time’gnd resources. Goodlad
A pointed out (1984:298) that teachers' classroom behaviour kends not to

be guided by balanced consideration of the pursuit of formai educational .
goals, but rgther they tend to teach in the same way that they
‘themselves were faughf, relatiyeiy»unﬁoved by societal pressure,
Qninfluenced by ;ﬁeir training.programmes, énd-unsupervised by their
principals.

Educational administrators aiso’t?hd to ignore CAfeful
cénsideration of educétional goals but rather pursue what Hodgkinson
(}978?179—185) saw as the metavalues which govern all formal organis-
ations; maintenance, growth, efficiency and effectiveness, honé of which
~directly addresses educéfional issues. Hodgkinéon termed sqch orgahis;

ations'”qgkal primatives" and Hills pointed out (1983:12) that such
*'»,:j."'z . : .
‘educational organisations typically fail to execute the fiduciary

responsibilities society expects them to discharge.

Attributes of "Effective" Educational Organisations and Administrators

-

Considerable. research has been conducted in recent years in

drdervto-idéntify.exemplarj schools and schooi sys;ehs, and to -analyse
theirhprganisatiqnal char;cteristics and fﬁe behaViourkof Lheir
adminiétrators. Sucﬁ sﬁcCessful_gzgég}égEions and‘indiv&duals are
typicélly labelled ih the literatﬁresas,”effective!’“ |

‘A réngeﬂof defihitionsqugeffecfivenesslis foﬁndvin;the.
.litera;ure including ?héé of Qoodlad (1984)‘whicﬁ'was based'on‘the

degree of satisfaction expressed by students, parents, teachers, and
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administrators, and the systems-based perspective of Yuchtman and
Seashore (1967) cited sy Ratsoy i1d83:2) which saw effectﬁveness as
being '"the ability of the organisation to maintain internal consistency,
to déyelop judicious resource distribution o;er,a variety of coping
-mechanisms, and to exploif'its environments in the acqﬁisitioﬁ of scarce
.resources,” Cameron and Whetton (1983:270-273) emphasized the cbmplexjty
of determihing orgaﬁisatiqnal effectiveﬁess andffttommtnded that

researchers bear in mind -the following seven questions when

investigating effectiveness:

’

1. From whose,perspeétive is effectiveness being judged?
. 2. On what domain of activity is the judgemenﬁ focused?

3. What level of analyéis is being used?

4. What is the purpose for judging effectiveness?

5. Whgg‘time frage is being employed?

6. IWhat4types of data are being used for judging effectiveness?

7. ‘Whatvis.fhe referent against whiéh effectiveness is to be

judged? ' ' Y )

The coﬁplexity of the ﬁotion of effectiveneéé notwithstandihg;

some schools are seen as being more effective than others and are viewed

%s possessing organisationai characteristics which distinguish them from
most othéf sChools; ;Lipﬁam (1981) iéentifiéd eight areas in whiéh»thé
4pérsonne1 pf’effectivé schools show behavioufal relationships not
Charécteristic of profeséional bureaucracies: i; dive;sit}-vé;sus
unifbrmity‘of géals;.Z. traditional versus non-fradi;ipnal values and
attitudes; 3. centr&ligation’vefsﬁs‘decenxralization in brganisatiqnal

. . PR ' N . ' .
"relationships; 4. directiveness versus supportiveness in leadership
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behaviourf 5. authoritaﬁive versus participative decision making
processes; 6. managerialrversus instructional.tasks to be cgmpleted; 7.
programmed versus édaptive_approaches to change£ and 8. interactawyg,
versus insularity in relations with the public. “

Goodlad's coﬁclusions s to what characterized effective schools
were largely consistant with\[ipham's conclusions. Goodlad obser ved

that although the instructiépai practices of individual teachers varied

: e »
little from classroom to classroom, the overall satisfaction of students

" and parents with the effectiveness of the teachers' work varied greatly -

from school to school (1984:276L' 'The implication was that the

character of individual schools greatly influences the ways in which the

instructiénal efforts of teachers are perceive&t

Commenting specifically on an attribute of'effective super-
intendéﬁts{ Fullan (1982:162) noted that "What distiﬁguishés effective
from ingffeﬁtive administrators is not whether they can obliterate:
canflict, but how the} anticipate it and deal with it as an inevitable
and natural part of cﬁange and stability."

The American As.s,bciat‘iqn of School Administrétors; (A.A."S‘.A'.) in

1983 adopted a report based on work led By-hoylé.which identified the

followsdng sevenicompetencies and attendant specifié skills as being

related to the performance of effective educational administrators .

(Hoyle, 1985:77-85): 1. school climate improvement; 2i1pblitica1 theory

and skills; 3. systematic school curriculum; 4. instructional management

system; 5, staff deQélopment and evaluation Systems;‘é; allotéting

resources; and.7. using research.

3
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A review of research on effective educational administrators
caused Greenfield (1982) to conclude that there was no one best approach
to “the principalship that had‘universal application. However, he noted

: _ / .
that individuals judged by their peers to be effective were seen to be
stronglf committed to certain values about schools”end children, were
proactive and willing to take initiative, and oid not allow tnemselves
to become preoccupled by routine organlsatlonal demands. -

MacPhail-Wilcox (1983 4 7) surveyed the llterdture and concluded
that effectije prineipals exercise leadership in the normative, task,
and relationship dimensions and cited several specific skills and
attributes. She concluded herearticle with the caution that assessments
of.effectiveness should be based on the full range of educational‘goals
of the jurisdiction and should not focus only on a ‘narrow set of

~academic achievement testHSCores (1953:8). |

@
. $

Review of Literature Related to .the Preparation and
Profe551onal Development of Educational Administrators

The. Development of Un1vers1ty - Based Educatlonal Adm1nlstrat10n
Programmes ‘ )

Educational Administration is a field of practice "designed to-

. enhance teach1ng and 1earn1ng (Campbell 1981:7). Because this field
Q)

of prectlceuhas tradltlonally been part of the teaching profession, the .

pattern.of increasing levels of training and specialization evident in
N . . . ! ) N . ;
the profeSsion as a whole:ds also observable among administrators.y

/

Durlng the early years of ﬁhe twentieth century, courses were developed
: Q

~at the Teachers College of Columbia Unlver51ty and- later at Stanford :

which’ were de51gned to help school prlncipals and super1ntendents to
\ .
develop skllls su1ted to the1r work roles. Campbell (1981 5) wrote,

w .S
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"the premise undeflying such courses was that prospective administrators
should be taught to do what practising administrators were already
doing." Although such courses may have enhanced the performance of some
aspects of ;heir work, Campbell found three basic flaws in the approach
(1981:6): | . - |

1. Dbasing training on existing practice assuymed a static fielé in a
stétic edvirohment;

2. the approach focused on the job and paid insufficient attention
to the characteristics and prediépositions of the administrator
and to the situationél variables associaped with‘each unique
work setting; andc

3. the job analysis approach tended to ignore developments in
related academic disciéiines.l = \ |
Perhaps because £He language and some concepts of the social

sciences were common features of the stqdy of the administration of
various organisatidns, education, bus;ness and govqrnment,vthé 1960's
‘witnessed the growth of a "generic" or "administréﬁion qua admini-
* . .
stration” trend within’departmeﬁts of Educational Administration. This
trend'was noted at the UniVerSity of Aiberta bz Swift (1970:45) who
repofGEd the belief of the then chairman, Dr. Reeves, that "the fund-
tamentals of " administration transcend educétibnf','Such thinkirg
;notwithstaﬂging, Mikios (1983:163)*identified two unintended outcémes“of
this'movemqni.‘ First, there was only a "limited effprt to Examine
crititaily"vxhe }elevance of such idea§ té educatidn, with.inappropriate
mddeis aﬁd'cfitefia“for.evaluatidn being adopted»from industry;.a point

reihforcedﬂby Hills (1983:12); ESecbnd,‘fhis movement tehded to
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encourage the participation of students from post-secondary, adult, and
nursing education in a field which’prior to 1970 had been occupied
almost exclusively by practising basic education administratorS'(Swift,
1970:71-81). |

buriﬁg'the 1960's and 1970's, .some prominent professors of
Educational Administratiqn such.as Culbertson, Farquhar, and Hodgkinson
advocated increqséd attention j[in university programmes to the study of
the humanities (literature, hlstory, philésophy, etc.). Their rationale
was that although the soc1a1 sciences could descr1bi, and to some
extent, exblain the acti?ities of gdgcational administrators, they did
4§Sf address the issues of what @ught to be the natu;e and purpose of
their roles. Miklos cited Faqquhar's conclusion that the study of the
humanities Qgthin Educational Adﬁinistration programmes never became
co@mon, with oniy four of 48 p}ogrammes surveyed reporting thé planned
- ) :

incorporation of such content (1983:162).
£ Ny '

Instructional methods characteristic of Educational Admini-

léétration courses reflect)a reliance on the;conventigmal 1ectufe—textbook
'aﬁd seminar approacﬁes typical.of many uﬁiversity p{dgrannnés;vaoup

. discussions, "in-basket" act%?iﬁie; and simulétions,are also used to
some‘exlent;(Mikloé,.1983:165). Field eXpefiences{hpfactiqa, énﬁ'
internships'aré'nét-cOmmbn feaﬁurgs of Cénédian Educational Admini-
stration ﬁrogrammes.f A 1577 survey of?the 29 Canadian universities
offerlng such programmes indicated that only about half of the students

were exposed to. field-based i§t1v1tles/‘ hat such activities occupled

1983:

o only approxlmately 10 percent, of their time ggiflos, 165). The



rather conservative approach to programme delivery was explained by
Miklos and Nixon as follows:

That these programs have an academic/research emphasis is
probably inevitable in that they are offered in university
settings where professional faculties must always "compete"
for academic respectability and where the expectation of
clients is for programs which utilize their academic
backgrounds and aptitudes (1978:24).

- The principal focus of most courses in conventional Educational
‘Administration programmes is the acquisition of knowledge and the
development of understanding. Success in such programmes is defined in

terms of academic criteria, with the graduate degree attesting to

academic and research abilities. 'As observed by Miklos and Nixon

(1978:24), "There is little evidence as yet that -departments of

Educational Administration concern . ,themselves with the actual
~performance in administrative posts of those who graduate from their

programs.”

.)A_do;toral study by Seaton (1978) conducted at the UnivefSity of
‘Calgary relied on an extensive sample of principals, superlntendents,
3 Alberta Educatlon admlnlstrators, and faculty members of the Departments
" of Educational Admin;stration at the Unnversity of Albertq and the
University ef Calgary, to establish what component need items were being
met by the EducationallAdministration progremmes at the‘two
. uuiversities, end te clarify whether or not such programmee'were meeting
the needE(ﬁ administratdrs in the field;'Data were gathéred using'a
questionneire based‘dn.the ten inter{related programme componeuts‘eited
by Culbertson et. al. (19695181)

In drawlng conclus1ons from the results of his study, Seaton

noted that "there is little-.difference between the extent to “which

63
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progrsms at the University of Alberta and the University of Calgary aré
not mesFing the needs of field admisistraéprs" (1978:196). 'Among the
aspects;%f programmes significantly re jected by administratqrs,Aare
instructional approaches which emphasize fhe lecture-textbook approsrh
(1978:196). "Regarding "important priority need items not being met by
programs,” Seaton (1978:196—197) referred to the lack of field related
experisnces inrthé form of either internships or other experiences, and

the lack of integration of field experience with graduation require-
. 2

ments. In "addition, Seaton concluded that eaéh’university should
increase prograﬁme content related to curriculum'design_and fheofy,,the
humanities, and the develobment of competencies in public relations.

The responses of both pﬁéhCipals and sups}intendents supported
the follohing conclusions regarding in:ssfvice education (1978:126-127):

1. an increased number of in-service educational admini-

stration programs should be made available by universities;

2, there should be greater co-operation between universities

and other agencies in organizing in-service education .
© programs; N ! :

‘ 3. there should be systematic and integrated in-sérvice
programs—-in-service programs should focus upon common
_ problems of administrators; s &

4, planning should be based on dlstrlcts assessment of needs
and problems;

5. there is a need for relevancé and timeliness in the content
of in-service programS'-and

6. off-gampus in-service education opportunltles should be-
available thrssghout the province.

~

(\ The present sectlon has descrlbed the evolution: of content and
méthods characteristic of.what may be described as conVentionaI
Educational Administration progfsmses; ’Apothéf approach to the
preparation ofjedﬁcationél administrators, populgr in seyeral American

states is the competencyébased approach, a»description‘of which follows.
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Competency-~based Educatjonal Administration Programmes

Competencyibased programmesbare increasingly common in the
Unived States Qhere educational adminietratbrs are‘cypically reqired tc‘v
qualify for special state4issned certificates. The mest common purpose
cited for issuing administrato; certificates as cited by Howsam and

Morphet (1958), is to protect the interests of the public by using the

" authority of the state to restrict access to practice to those who have

demonstrated theirtability to perform important and complex functions at

an acceptable standard. Miklos (1983:167) quoted Lipham in identifying
the’foliowing stages required in competency-based programmes:

1. giving systematic attention to 1dent1fy1ng required under—
standings, skills and behaviours;

. 2, assigning priorities to the areas in which ?he skills are
required;
3. developing performance measures;:"

4, providing reality- centered, 1nd1v1dua112ed 1earn1ng
experiences; and
5. evaluating the outcomes of that learning.

McLeary and McIntyre identified 17 ‘instructional methods which may be
used with adult studenfs‘which~address stage'four of Liphem's approach
(1972:60-67). T

“Criticism of the competency-based approach was pro?ided by .

Campbell (1981:20) who inferred that five eséumptipns appear to underlie

-the apbroacn;

Y yWe can define these behaviours operationally.

‘Me can teach these behav1ours to prospectlve admini-
strators, : e

4. We can measure the presence of these behav1ours in adm1n1—

strators.’
5. These behaviours, whén employed by admlnlstrators, w1ll
enhance organ1sat1on perfo?mance. ‘ :

N

/X3 We know what administrative behav1ours should be.
2 .
§ A/,
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Campbell suggested that it would be arrogant of university departments

to claim to be able to satisfy these five assumptions, claiming -that
Ay - . B

their fulfilment would reflect the qualities and skills hrdqght'h&

graduate students to the programme rather than the effectiveness of the

programme itself (1981:20). Campbell (1981:20) as well as Allison and
‘Renihan (1977:36) also raised the>question: "To wh&t extent does the
typical competency approach recognize that effective administration'is
as much a part of the situation as it is of thé\fersonT'
In summarizing the literature.on university—bas&@'Edocationol

‘Admlnlstratlon programmes, Musella® (1982 62). quoted Farquhar (1978)

We are still performing unsatlsfactorlly in terms of our

ability to prepare principals with the competenc1es they. _

require in the human and political domaln,agpr ability to

evaluate the effectiveness of our preparatr@n programmes, and &

our ab111ty to share-the responsibility for. trdining in - °
appropriate ways with non-university agencies.

The'preceding pages have tracedAthe oeVelopment‘oftbotn

-

'conventlonal academlcally—orlented programgﬁs and competency based.

~ programmes, TTm sectlon whlch follows rev1ews the mr1t1ng of several .

' authors regardlng what they v1ey»as deslrable q&@rse content for the,‘

preparation of ue_duc‘at_al administ‘rators. » St * n

'@5: :

A New Synthesis. | o

i

Lo
! .
.,

In concludlng his rev1ew of the evolutlon of umlver51ty based s

'preparatlon programmes, Campbell (1981 21) called for ‘a new synthe51s?

~in educatlonal admlnistrstlon and a new partnershlp between f1e1d and

campus . Such a partnershlp, as seen by Campbell would have professons__

focus thelr research on problems of practlce, however, other authors S

«

env1sion a more rad1ca1 form of partnership.‘

_—



' Vprimary role of whlch "1s to

1 »

_ o ; )
In the Alberta context, Anderson et al. asserted that

universities could not turn out "finished products” (1982:4) who were
fully cabable educators iﬁ need of no further development. They

recognized the roleS-toibe blayed by the provincial»governmenp,‘lqcal

. bl R ‘ )
jurisdictions, and the>y?ofession in_ fostering the on-going growth of

educators "especially in relation to those aspects of professional
_ competenece wliere maturation occurs throigh a process of reflection and

dialogue on the problems experienced on a day-by-day basis in the school
R " 4 ‘ E : '
setting" (1982:5). The authors posited a career development model which
would providevfdr cooperative activities ampng thé various agencies.

¥

\“ijédmbenting on appropriate content for educational admini-
; _ A \ o

strator preparafion prbgrémmes; Downey and Greenfield (1961:6) noted the

increasing eEmgfethy of the adninistrator's role and suggested that
‘ i \ .'.‘ . 4. ,l- ‘!' .: V4 . “

training be ﬁrovided in technicar—méﬁagerial, hdman-magagerial,

N

technical—educationai and speculatlye—cOnceptual skills (1961 1&)

» - \ March (1974 24) descrlbed educ&tgonal 1nst1tu§16ns as "organized

"

anarchies" that have problematit goals, ﬁnclear téchncl@giéé,'aﬁd fluid

organisational par;icipafion. Desp1{e thls, he endorsed %he elght
e Q' 7‘5'.
admlnlstratlve Sklll areas c1ted as 1mportanc by Mlntqberg, peer sk1lls,

' . N
\ .

'leadershlp skllls,‘confllct_resolutlon sk;lls, 1nformétlon processrng

skllls, ekllls in unStructured dec151on maklng, resource allocaﬁuom

H
A,

. g '
,:sk1lls, entrepreneurlal Skllls, and skllls of 1ntrospect10n. ‘March
’ o b e LY . : /.~ - e

1nqnsted ;hat the un1ver51ty is an 1nte11ectua1 instltutlon“ the

Jvrﬂe the 1nte11ectual base of new

skills; it is’ notgto prdvide,elA of the-tne;nlng" (1975:28).n He then,

g .
S o
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identified five areas of analytical skill which he believed were
legitimately within the province of the university:

1. The analysis of expertise. - The management of knowledge.
2, The analysis of coalitions. The managément of conflict.
3. The analysis of ambiguity. The management of goals,
4, The analysis of time. The management of attention.

-~ 5. The analysis of information. The management of inference.
(1974:28). ' — :

Part of March's rationale for believing that the university could not

accept the full responsibility for administrator training was that "much
T ' B
of the job of an educational administrator involves the mundane work of

\_ making a burearcracy work" which requires "elementary competence ...

effectiveness in executing a large number of little things" (1978:233).

Silver (1981:1) roindly criticized those who.would endeavour to
{ .

turn the study of Educational Administration into a theory-based
<

academic discipline. She insisted that the search for generalizable

theory in thds fdeld has been” notably unsuccessful and has served'only
"to reif; and myStify administration" (1981:1). Silver recommended the
adoption.of“a figorous procedure to address educational problems,
P\observé the effeets of practlce, and document their ultlmat?effectq onm |

-

student learning. Her premlse was ‘that, over tlme, a suff1c1ent buuy of

sucdeesful, standard treatments would be 1dent1f1ed that could serve as
’ : >

the basis for prebaratoryiStudy.

. - R P : /- . "'

: In a comprehensive-work prepared—for the‘University Council for

i
v Educat10na1 AdmlnlstratiOn (U(IE A) Culbertson et al. (1969 137- 339) - \"

1dent1f1ed the elements of practlce—based and d1sc1p1xne—based content \:

" v

rhat the? thought should be 1nc1uded in admlnlstrator preparatlon
_programmes. In the former area were ‘the followlng six elements:

: educdt%qhalﬁchangé; teacher‘militaney;‘inStructlon; admlnistrative
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leadership; finance, and critical social issues. In the latter, they

-~
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recommended between 15 and 25 semester hours of study in the social .

sciences, humanities, and behavioural ‘sciences.
Gousha. (1976:71) advocated that administrators be taught the art

of rhetorlc which he deflned in a classical sense. He suggesfed that
preparation programmes comprise: . N\

1. an interdisciplinary approach to a ]iberal arts education;
2. the development of analytical skills as posited by March (as
noted above);

3. managerial content as related to-the fleld of educatlon-

4, the study of rhetoric itself (critical listening, speaking,
writing and thinking); and

5. a component of supervised field experience to develop and
test thé students' human relations skills in a "disturbed
field" (1976:83). .

A preparation programme such as was advocated by Gousha would

[N
~

tend to develoup the leadership competencies identified by Bennis

(1984:17-18) as being common among 90 effective executives who were

recently the subjects of a study. The competencies are: 1. the

management of attention; 2. the mangément of meaning; 3. the management

of trust; and 4. the management ot sellf, In an earlier publication,’

Bennis indicated that-no set of traits{or characteristics has "any value

in predicting leadership pptentialrtieS" (1976:175), but implied that
appropriate béhaviours and-skills could be learned; Bennis eonSidered

a

the eight- skill areas cited by Mlntzberg (see above) to provlde a

¥

splendld llst" (1976 173) to gulde the preparatlon of admlnlstreturs.

s Yukl (1982 10) wrote that preparatlon programmes based ‘on

dlagnosed learnlng needs as established by formal assessment centres, can

@

[N

be effectlve.i Schmltt (1982) also fupported the use’of assessment

N
Y

8y
i
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centres and reported the result of research which confirmed the -

_—

predictive validity of certain centres.
Yukl (1982:10) suggested that.the vice-principalship could be
“used effectively as a fraining groynd for educational administrator; but
only .if the position were '"treated as more of an internship .with
regular, structured feedback, instructionlby the séhool prﬁpcjpnl, and
aid if necessary, by professional trainers f}om the district office or a
‘regional centre." Similar sentiments were éxpressed by Kelly régarding
the vice-principalship in Alberta (1984:13).

The use of field experiences in the -preparation of educational

-

administrators is somewhat akin to the development of practica in the

training ofvtéachers; pertinent details of which were analized by Miller

and Taylor (1984), ; . - ' '

® Usdan (1976:19) wrote, "University programs must be supplemented

to a-far greater extent by internship programs and“otherlfield—based

experiences which,reflect‘more realistically educational leadership
4 . ; _ ' .

situations."” Citing Bridges, Usdan (1976:22) indicated that over-

. reliance on formal university preparation for administrators may be’
dysfunctidnal in ﬁhat it de?elops trained incapacity, a grandiésq egd—_.,

\ .

/
!

ideal, umfeaiistic work paée, ?assive‘fofms of Co“flithYESqlﬁtj¢H;
1enieﬁt~perédphelvassessméhts,':eiuctanpg Lé‘delégaté,uﬁ;itfén butfﬁot'
verbal communication skills, .a tendencyképiﬁse7one:way ;Qmmpnicétion;u
and furthermqret'maY'ﬁe émbtid;ally éfipgling. . e |

AR TERTT _

‘Manasse‘(IQéA:&),ecboed many of Usdan's potions rega;ding the

limitations of traditional academic programﬁeé,in preparing edupapﬂbnal
admihistiftofs. ;She'did;!howgver, emphasize that it was in the
_ . _ ‘ . . ) ‘ S

R .
' . i
4 B i
. . '

<«



application of "cognitive skills" which include monitoring, the ability
to'recognize patterns; perceptual‘objectivity, and analytical ability,
that high performing administrators are distinguished from the average
performers (1984:7L As hoted by March (197&),the university is best
suited to develop such cogn1t1ve or analytlc skills,

In concludlng this section regardlng the desirability of
establishing a new synthesis of the study and the practice of
Educational Administration, it rs'appropriate to review some of the
literatureqrelated\to in—sérvice.education for admingstrators. Fullan
(1982:263) acknowledged that in-service professional deveiopment
activities have realized disappointing results in the past and~cited
seven reasons for such poor performance. Referring to studies by'quce
_and Showers (1981), Fullan did, however, indicate factors which can be
incorporated .in such programmes to make them effectlve (1982:286-287).
If the goal of increased and/or improved preéservice and-1n—serv1ce

profess1ona1 development programmes is - the 1mprovement oﬁithe learnlng

env1ronment through more effect1ve edu%atlonal adm1n1stratﬁon, such

. r

programmes must be capable of effectlng behav1oural change among adm1n1—
"straggrs. Fullan stated (1982 284 285) that such change‘could be

'encouraged by programmes wh1ch 1nc1ude ‘the follow1ng elements: they must

"

Q provide for demonstratlon,.theory, practlce, feedback and appllcatlon,

‘4. . - <
- \

’follow-up, ‘remedial act1v1t1es must be. avallable' programmes must
address speciflc aspects of change' and prov151on must-be made for

fﬁteractlon, both formal and 1nformal with _peers and others in order to- "
: K

pr%glde asslstance and encouragement. .Fullan's support-for the efflcacy

: o%gyell de51gned and executed in-service profe551ona1 development

E . . o . R

e
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activities was also endorsed by Andersomr et gl. (1982), Gemar (1976),

and Seaton (1978).

¥



CHAPTER T1II
ASPECTS OF THE‘POLICY ENVlRONMENT .
Introduction .
Dunn (198l:47) wrote, "A policy environment;lwhich“is the
specific dontext in which’events surrounding a policy issne occur,
_1nElue1ces and is in turn influenced by pollcy stakeholders and public

policies." Consequently, it is important for the policy analyst to

‘determine the nature of the policy env1ronment and to 1nfer the effects

of its various elements. As was noted in Chapter I, in the section.

describingithe policy development process, much of the data regarding

_the‘three”main issues addressed by this study were derived through two
: /

rounds of interviews with prominent individuals who were representative

of the stakeholder groupsl Such data, by.and large, pertained to- .

questions of a subjective.nature and, in many cases, evoked answers-

which the respective organisations had not'previously exprgSSed in an
explicit}fashidn. Other data, however, may be seen as more objective or

factual and may be viewed as belng-more a part of the policy env1ronment
than as attrlbutes of the pol1cy stakeholders. |

In this chapter, data pertalnlng to'three aspects of the pollcy
:‘EnvironmEnt are preSented F1rst the 1evels of tralnlng and experlence
set as entry level standards by each Canadlan prov1nce~and some Amerlcan
states- are dlscussed Second data %rawn from the computer records of

=A1berta Educatlon regardlng the levels of, un1ver31ty tra1n1ng of the

'ynlncumbenUS in’ the various levels of educatlonal adm1n15trat1on roles are

eexamlned andalnformatlon perta1n1ng to which’ unlver51t1es these adm1n1— ‘

= .. ~

”strators chose to attend is presented;--Last, information about°the e
R L e , ¢ - A ‘

3t

S

»
8
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form, content and enrolment of the educational administrator preparation

1
’

programmes offered by Alberta's three conventional universities is

presented.(;’/k/ , _ ,

Standards in Other Jurisdictions 1&5

Although each province sets its own standards and regulations
regarding triteria for the appointment of educational administrators,
the’interaction among politicians andisenior tivil servants in such
‘settings as the Council of Ministers of Education tends to heighten the
sen51t1v1ty of pollcy makers to the expectatlons and regulatlons in

effect in other parts of Canada. Furthermore, national news medla and

’
.

thepmobility«of Canadians)ﬁrom province to province also tend to foster ~

similar expectations acress the country. In order to determine the

standards in effect in the broad policy environment, letters were serit

to the departments of educat1on of each Canadian province and several
. 9 &

American states enqu1r1ng about their: respectlve expectat1ons and
5 .

practlces regardlng the cr1ter1a for the appolntment of eduratlona]

9

admlnlsﬁratorst Tables 3.1 through 3. 4 which. follow ‘indicate the
requlrements for cert1f1cates, and the requ151te formal preparatlon and

'experlence demanded by Canadlan provinces of assistant pr1nc1pals,
'principals, assistant syperintendents, and-superintendents,

'*respectiveli.l B

.

o The d1verse nature of the forms of regulatlons reported by the

” — -

j_sample of Amer1can states permltted the development of’ s1m11ar tables

: _;?for prlnc1pals and superlnt‘hdents only Thls 1nformat10n is presented

in Tables.‘3.5,jand -3.6, respec.t;ve_ly. 5
~.’ ‘ S i . . ) ’ ' ‘J" b -
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The implications of the various levels of formal preparation

the natire and period of professional experience, and the status of

certification programmes are discussed in response to the following

questions.

1.

Are there generally accepted standards of training for the
respective categories of educational administrators”

Four Canadian provinces, New Brunswiék, Prince denrd Isfand,
Quebec, and Ontario, specify levels of training for assistant
principals and principals. Similarly, oniy four; Newtoundland,
New Brhnswick, Quebec, and Ontario, def&ne miﬁimum éducationnl
levels for assistant sﬁperintendents. In contrn;t, seven
provinces, all but Nova Scotia, Prince Fdw;rd Istand, and
Manitoba, spécify minimum levels of forma]'prepnrarion for
superintendents. If generalizatiéns can_be made, it appears
that school-level admihistrators in Canédiaé pro;inCes are
expected to have cé%éle;eé four »r five years of university
preparation, while system-level administrators normally are

required to complete six years 'of study.

81

If the above conclusions regarding the length of formal

preparation appear tentative, the impression is reinforced when

one considers the lack of "standardization of the content nof

university’ programmes. Regulations, where they exist, tend to

~require years of study or 1eve1§’of degree, consequently

a .

permitting educators to study virtually any_diSciplinef Even

when Master of Education degrees are specified there is no

N
. -

assurance that .courses in Edu¢ationa1vAdhinistration will be the
. f N .

) - —_—



focué; Furthermore, it is not possible to define concisely the
content of such programmes, even in the universities of a
particular province. .

In contrast to thg lack of regulation preVa]en} in Canada
regarding the formal preparation of educational administrato;s,
the American stafes in the sample appear to be much more
brescriptive regarding the 'level and type of university
preparation. In the regulations of some states, e.g. Wisconsin

and Oregon, reference is made to "approved" university

programmes, suggesting that the states actively consulted with

82

the universities in determining programme structure, content,-

and/or methods. i

Are there generally accepted standards regarding the type and
amount of experience that educational administrators should have

before being appointed to particular roles?’

Most jurisdictions seem content to let the competition of the
employment market determiné appropriate levels and types of

experience for the respective, administrative roles. Only four

prbvinces, New Brunswick, Prince Edward Island, Quebec, and

e )

Ontario require school-level administrators to obtain between

tﬁfeé and, eight years of teachingAe&heriéﬁce, énd the same
number of proviﬁcgs réqpire assistant superintgndenté ﬁo have at
1eastlth;ee to seven years of ﬁéachiﬂgvéxberiencé. :Oﬁry
iwafodndland, New Brunéwick, and Quebeé réquire assistant

supérin{endents to have administrative experience.



b ' 83
L;{ﬁ% S ,
%3?}en provinces, however, have seen fit to mandate minimal .
a2 :

o = .

&g&@ﬁs of experience for ,superintendents. It is, though,

interesting to note that there is little consensus regarding the
° .
nature and amount of experience that is appropriate, as teaching

- ’
experience requirements range from two to seven vears and

administrative 'experience expectations range from zero to five
years. —
Although most states i the sample require some teaching
experience, usually three years, administrative oxperipn(o is
either not required or may be replaced by a supervised practicum

I3

or internship in a university programme.

- -
Which jurisdictions currently issue certificates to educational
administrators?

In Canada, only New Brunswick and Ontario issue certifirukos
based on formal train;né and experience to school-level admini-
strators. Manitoba issues certificates to practitioners in
reécognition of their sFandin s brincipals, but has no minimum
criteria aof training“oé expefience.

-Only Ontario, with the Supervisory Officgr's Certé¢ficate,
issues a credéntial to its system-level administrators.

All six of the American states included in the survey require

_both school and system level administrators to earn special

certificates.. .

To summarize, a review of the criteria for the appqintment7of
school and school system level administrators in Canada suggests

that most provinces have chosen not to issue certificates.

Q

\



- Furthermore, except for the position of superintendent, most
provinces do‘not prescribe minimum lévels of training or pre-
service experience; As such, Alberta's current level of
regulation (affecting only superintendents) éppears to reflect

the Canadian norm.
.

The Academic Achievement Levels of Alberta's Educational Administators

In addition to the broad policy context established by other
provinces and states, another important aspect of background data

pertains. to the current situation in Alberta regarding the population of

84

educational administrators. Information regarding the nature and extent -

2

of their preliminary professional experieﬁce was ?bt available.
However, the'computer records of -Alberta Educétion (based on September,
1984 data) did indicate the highest levels of formal education achieved
by incumbents of the various éJucational administrat}bn roles. These

data .are presented below in Table 3.7.

-
Table 3.7

©

The Highest Levels of University Achievement of Albertan
Educational Administrators as of September, 1984

TOTAL NO©
| NUMBER DEGREE BACHELOR DIPLOMA MASTER DOCTORATE
Superintendents 98 0(0%) 7 (7%)° 10(107) 65(66%) 16(16%)
Assistant Sup't. 113 0(07) 22(19%) 14(12%) 61(54%) 16(16%)
Principals 1486 27(2%) 636(43%)_302(20%) 502(34%) 19(1z)=7v :

Assistant Prin. 13(1%) 608(53%) 213(19%) 295(26%) 11(1%)

TOTAL

1
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Caution should be exercised in ﬁakipg comparisons between the
actual levels ;f fqrmaI education of Albertan educational administrqﬁors
" and levels prescribed as minimal by such provinces as Ontario‘a;d New
Brunswick as reportéd in Tables 3.1 and 3.2. The data noted in Tabte
3.7 refer to personnel in even the smal lést, one room”gchools wheneéé

. L]
those reported in the preceding tables provide for»e;gmprions for
schools of less than 125 students in Ontarfo, or schools with fewer fhnn
12 full-time teachers in New Brunswick.

Alberta Education's computer records aldo yielded -datg regarding
in which universities this province's educational administrators earned
their highegt degrees. Data are presented in Tables>3.8 through 3.12
indicatidé by role category the number ®f each 1eve1'of degree achieved

by educational administrators at each of the three regular Alberta

universities. "Other" designates universities outside of Alberta. -
g

.~ Table 3.8 | .

" Universities at Which Their Highest Degrees Were Farned by
Assistant Principals

Degree
University Bachelor's Diploma Mastér's" | Doﬁtorate
i . . - :
" Other 153 252 15 7% 133 452 .8 7?2
U. of Alberta 300 49% | 134 63% " 86 297 3.27%
U. of Calgary 130 21% 59 287 76 267 o
U, of Lethbridge 25 47 5 217 SR



Table 3.9

86 .

Universities at Which Their Highest Degrees Were Earned by

Principals

<
) Degree
University ’ Baghelof's Diploma _ Masﬁe;'s ‘Docéorate
Other 164 26X 27 9% 237 47% 16 847
Ul. of Alberta 319 50% 189 63% 162 32% 1 5%
U. of Calgary 111 172‘ 82 27% 193.212 2 117
U. of Lethbr.idge 42 7% 4 1% - - -
Table 3.10
Uﬁiversities at Which Their Highest Degrees Were,éérned by‘
Assistant Superintendents
Degree
University E Bachelor's Diploma Master's Doctorate
Other - 11 50% 2 147 22 367 10 637
U. of Alberta 7 327 8 57% 2 437 5 317
. of ‘Calgary ; 187 4 297 13 21+ 167
Uf of Lethbridge - - - - - - 2
Tablé 3.11
, - Universities at Which Their Highest Degrees Were Earﬁed/by
Superintendents :
& 7 _ Degree
Universitx - Bachelor's :,Digloma ‘Master's Doctorate
“Other . 3422 2 207 35 532 9 567
"U. of Alberta 2 297 6 60% "2 373 7 483
U. of Calgary 1 2 01 6 97 - -

U. of Lethbridge 1, 147 i - -



Table 3.12 1

Summary of Universities at Which Their Highest Degrees Were Earned by
All Adminisﬁyators

bt
Degree
University .Bachglor's Digfoma Master's Doctorate
Other 431 31% 45 8% 427 46T .. 43 69%
U. of Alberta . 628 467 337 637 298 327 16 265
U. of Calgary 266 182 147 27% b 198 212 3 57
U. of Lethbridge 68 - 5% 9 2% - - -

University Educational Administration Preparation Programmes in Alberta

The pages whi;h'iollow outline the programmes offered by the University

of Alberta, the University of Calgary, and the‘Univeréity.of Lethbridge,

respectvely, which are most closely assotiated with Fducational Admini-

stration. The information is based on programme descriptipn$ published
in the universities' 1984 calendars with additional enrolment and
historical ddta derived from interviews conducted by the author with Dr.

C. Bumbarger, Chairman of the Department of Fducational Administration
oﬁ'Ehe University of Alberta; ﬁr. F. Oliva; %ssociate De;;,of'the
Facﬁlty of Education, and ﬁr; R.‘Scﬁqell,AHgad of the Depértmeht of
'EQucaiiohal Pbiicy and Administration of the“Univer$ity of Calgarys; énd
Mr. A.. Loewen, Associate Dean of Education, Dr.‘E.~Falkenbprg;
VProféssof, and Dr.»R. Andérson, Prpfessor, of the University bf
Lethbridge. ' :

| Alth0ugh\cufrent enrolment infofma;ion is cited for each
programme, ‘the reader is advised to use §uch figures withlta;tion as 'a

significant number of administrators and aspiring administrators may be

87
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.administrator preparation programmes at a number of levels, and wit

. gtudents.

pursuing preparation programﬁgs offered by other university departments
such as the Department of FElementary Education, or the Department of

Secondary Education at the University of Alberta; or the Department of

= )
Curriculum and Instruction,' or the Department of Teacher Fducation and

88

Supervision at the University of Calgary. If the enrolment figures

a

cited do not represent all practising and aspiring educational admini-

strators now pursuing formal preparation programmes, the distortion is
~

modified in large part by the fact that not all the students counted are

associated with Alhberta's basic education system. Students from other
. yste

provinces, and countries, as well as those interested in post secondary

education are necessarily included in the enrolment data.

>

The University of Alberta. The Department of Fducational

Administration of the University of Alberta offered the first programme
dggigned for the preparation of educational‘bdministrators in Canada.
Graduates from its programmes have gone oh to provide leadership in

schools, jurisdictions, institutions of higher education, and gdvernment

departments in Canada and abroad. Since first accepting students in

1957, the Department of Educational Administration has developed

variety of requirements in order to accommodate the diver se needs

The Diploma programme is regarded as ;n"extgnsion o; the under-
graduate Bachelor of Education 3??(@9. The Diploma in Educational
Admigistration requires students to complete, with good academic
étanding eight coufses,at the senior undergraduate or graduate level,. ?f

which at least four must be ih Educational - Administration. The



)" »1
programme is expected to be comple%ed within four years. Approximately

140 stuMents were registered in Diploma courses in 1984-1985.

Two basic routes to the Master of Education (ﬂ.Ed-) degree are
avqi&able to students of Fducational Admigistratjon.. The thesis route
fequires students to successfully complete a minimum of 30 credit hours
‘of courses (normall§ 10 three credit courses)'intluding*three courses in
»adhinistration apd two courses in research methodology and statistics,
A thesis is to be researched and written, and a residence period of oﬁq
academic year must be served. The non-thesis route requires a minimum
of 42 credit hours of successful coursework (normally 14 three credit
courses). Students are encouraged to focus thqir studies on one or two
area; of concentration inclﬁding:.

1. Research and project administration
2. Personnel and superviéion.

. 7
3. Organizational design.

-

4. .Adaptive and planning functions.

5. Environment of edg;ation (poli;ical, social, 1ejk@, and inter-
.qultura})u

6. FEconomics and finance. ' e

7. Adule, Eontinuiﬁg, and post Sééondary education.

Students in the non-thesis route must complete a field-based

89

tr

research project equal in weight to one to two half cqurses, and must

)
fulfil a’fesidenge requirement of oné'acédemic year.
Twenty-six students are currently enrolled in the Master's
. }
programme on a. full-time, in-residence basis with approximately half of

. . » 4 .
the students in each of the thesis and non-thesis routes, Both routes

e



90

are intended to provide basic preparation for various administrative and -

supervisory positions in school systems, colleges, technical

institutions, departments of education, professional associations and

similar orflanisations.

Becéuse study leaves.are nét always readily available to admini-
strators and aspiring aaministrators in mid-career, the Department of
Educationél Administration has devised the Administrative Development
Programme (A.D.P.) in order to'allow M.Ed. candidates to satisfy the
residence réquirement without registering on a continuous full-time
basis., A.D.P. studentsrmust complete the samé amount of cbursework that
is required of students in the traditiénal M.Ed._programme (42 credit
hours plus a project weighted at six credit hours),  however, they
complete six or seven of their Courses‘on campus each Wedneéday
affernoon (noon through 17:30) September through April over two
consecutive years. Other courses may be taken during evening or inter-
‘sessiop periods. The areas of special emphasis in the A.D.P. are the

development of knowledge and skills in planning, organizing, directing,

. . . . 4 . .
- controlling and conducting policy research, programme <evelopment, and

14

evalgafion pro jects. During 1984-1985, 31 students were enrolled in

this progfamme. ‘The employers of A.D.P. students must agree to release

the students for the Wednesday afternoon sessions, be willingto release

them for up to eight’ working days during the two year period, and agree

to support the students in the conduct of the field-related pro ject.
: ) h

The M.Ed. degree may also be pursuéd gy students in the Grande

e

Prairie, Peace Rivér, Red Deer,_and'Fort McMurray regions through the

Extended Campus Programme. With the cooperation 6f employers, students

-
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may take, in these communities, courses’that satisfy some of the course-~
- B

'
‘

work requireﬁents and the project requirement. The Exténded.CampUS
Programme requires a two year commitment from the students éé well as
their willingness to complete courses during the interse sioﬁ offered
on-campus. No thesis is required,and fesidence requirements are
satisfied by the combina;ion of the work done in the designated off -
campus céntre, During £he 1984 -85 academic yéay, 9 students wéfe

enrolled in Grande Prairie, 17 in Red Deer, and 15 in‘qut-McMgrray.

The programme will continue over the next six years with the cooperation:

of the Departmeny of Elementary Education and th@yDepéftmenfuof

Educatidnal Foundations of the University of Alberta which will akso
. L v . ~ « . . ‘ . :

offer courses in thé designated off-campus centres..
The Doctor of Philosophy {(Ph. D.) in Eaugational Administratioh

. . ' . . o : N : : . 4
emphasizes "the intensive development of conceptual, analytical and

e P

.research skills as preparation for. teaching and administrative positions

in various educational organisations." The areas of speci¥lization.

available to doctoral students” are similar to the seven areas identified

for the Master's degree. - » S e
) - .

-

Admission to the programme requires very good academic standing .

~in a completed Masters"programijy._as well as satisfactory references,

career experiences, and aptitude test scores.

The: Ph.D. programme demahdé a twovacademic yeér residence'

' o

period, the‘completi6n of a thesis, and at least 42 credét‘hoyrs of
. ' - . . . . . .' : T o - .
coursework (a minimum of 14 three credit courses -in¢luding five

compulsory core courses). In 1984—19$5,,22 students were enrolled on_a;

full-time basis in ﬁhe-first‘year'of;£hé‘Ph.D. progra&gp,; Qith‘anothér.'



22 students from‘previous years actively\working on their'theses.
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Thirty~two additional students are regf@tered as working on thelr theses

but do not have regular contact with the Department Of this 1ast.7-

group, approxlmately 24 may be expected do SUCcessfully complete the ,

degree requirements within the six year maJlmum period
t

ThegDepartment of Edacat1onal Admlnistratlon,_ln addltxon to. the S

programmes descrlbed above, also offers a Post—graduate D1ploma whlch is

j

tdesigned 'to enhance current JOb performan eior to prepare for changedd

‘adminlstrative respon51b111t1es ‘ Stud nts in’ this programme are

required to rmve completed a sultable Masters degree,and‘must?':

successfully follow a personalized study plan. whi ch includés-tné"

S
g

oompletion,of eight graduate 1eve1 courses. Not much demand exlsts for g“

R

this programme as is ev1denced by the-fact that only tuo Qtudents are

e

currently enrolled

The Unlversity of Alberta calendar also 115ts the degree ofjlii

Doctor of Educatlon (EdI)) It should be noted however that 0n1\ ona?f”?

-

student in the h1story of the Department of Educatlonal Adminlstrationfgjf

has ever pursued.thls degree and there seems to be 11ttle demand for

'v

1

majority reglsters w1th the Department

stration. This latter Department was ormed.lnﬁ




‘merger.oftwhap were formeriy the Departmeqf of Educational/AQpin -

N . . ’ . / ’ ;
stration and the Départmept of-Educational Foundations. C

The Department of qucat10na1 Pollcy and Adminmstratmon offers a

'
.

ProfeSSJOnal Diploma Programme in conjunction with the Facult)‘of
Educatlon, as well as Master of Educat1on Master of Arts, and Doctor of
) Phllosophy programmes in accordahce with the regulations of the Faculty
of Craduate Studies. -

The ProfeSS1oua1 Dlploma Programae durlng the 198A 1985 term had
an en;olment of 170 students In order to- qual1fy‘for the Dlploma
stﬁdents are requ1red to complefe at least four‘fali c0ur5e equxvalentq
’:’vwith good academlc standlng, and may reglster—for spec1a11zat10n 1n .one
of the folIow1ng areas: | Tai _  ' A “ |
: ;5~'52 Adult and Communlty Educatlan i
' ia, Camparatlve and Internatlonal Edacatlon

History of Education 1n Canada

2

1

7,}fd Rellglous‘and Moral Educatlon




.9[’:

programming is afforded. by a.one full-course equivalent open option for

students.
’ -

The Master of Education (M.Fd.) programme in 1984-]1985 had an
A y . -
‘enrolment of 75 students, most of whom are completing their degrees on

a part-time basis. No formalAresidence periovd' is required for the M.Fd..

»

degree, but students are required to. maintain good acedemiGVStanding on

'

their seven full-course equivalent programme. The programme must be

'completed withih a six year time limit, and students are required,. upon
the completion of coursework, to pass ,a comprehensive examination

- comprising both written and oral components. ,
. . . ! ‘3 . “ . L

Students are enoouraged to select one of the following areas of

speciallzatlon 1nlwh1ch three full course equ:vhlents arehto be choqen
l.; Communlty, Adult Educatlon ’ A  ‘: 1 ,.
2. Comparatiye Eﬁocatiodio |
3. ‘Economic Reéoﬁr;es.Adm{nistration _ L
"q.‘iCQVernaﬁté Sf‘Bdu¢é£ioﬁ e -

. §.. History of Eddcation

P 6. Human Resources.Administration -t W T .

IR : o7 L , DR ’ T

re 7. Philosophy of Education _f

! . . . T . IR i i .

- 8. Programme DeveIopment/Evalua;ion. . C o

""i? - . . IU' v - ’ >
° 9, Sociology of Educatlon . . g

. . . N .o , -

© ﬂO,' P011cy Studxes.A B . o o T - s ’

® .

- '

As‘part of thes@’spec1al§zat10ns, courses are 1nc1uded from other ST

2° . < . ' 1 .

i departments of the Faculty of Educatlon and the Faculty of Arus..

»

TheePﬁéxer o? Arts 1n Educat1on CM.A) degree prograQ{e had_
fl\

enrolment of 48 students reglstered@w1th the Depa#%mapt of Educat1o
.;X"\;yl, _“ ¥ o : ,, y- }, N "A‘. o ‘»»v wvl . f'a

VA e . «
(RS . ‘ o . -
& '.zg; . ,’ . . i

v -
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- Policy and Administrative Studies. This thesis-based degree requires a
ope academic vear residence period and normally demands the successful
completion of four full-course equivalents, at least half of which would

. be drawn fiom‘theﬁsen of specializations listed above.

\

" The Do@torfof Philosophy (Ph. DJ.progrﬁmmé in 1984-198S%

\

. t

involved 19 Srudents~§¥rsuing their degrees, “This programme requires a
‘ . a Ao N .
,two academic year residedce period and the "demonstration of ability to
j , LT s 3
plan and carry out research of a high calibre leading to an advance in
3 . . / . .
knowledge in the student's major field of study, i.e., a defensidble
. . D N
/ . 5 o .
thesis. Although the programme must be completed within six years of

" initial registration, a great deal of flekibilitykis af forded by the

N
<

‘provisiOn that coursework requirements can be tailored to meet the
2 + R ‘ . : .
. - .
unique learning needs &f each student. (The Facdlty of Graduate Studies

requires students to tomplete only one half course, with additional

+ coursework determined by consultation between the student and his or her
o ’ ’

advisor.) ‘

.

The Department. of Educational Policy and Administrative Studies

.is active in supporting the Master of FEducatioh outreach programme at

. . . .
<Medicine Hat. Fourteen studenws in total in 1984-1985 were enrolled in

o

this programme of whom seven were pursuing courses jin administration.

’

©

- - L] .
Each year, two core courses are taught in Medicine Hat on a evyclical

basis, so that over a two year period a student. can take four courses

L%
o

in, his or her homé}community and- can arrange to round-out the programme
wiﬁhxsummgr courses -taught in Calgary. It should be noted that Diploma
and Master'sfleve}”coumses are also offered in Medicine Hat by';he

. . : A . )
‘Universifly of Lethbridge. In the-interest of efficiency, an informal

. v 1l
: > ’ . . 3



ya .
arrangement has been made by .the two Universitiesﬁﬁﬁgteby
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administration-related courses will be sponsored by the Universify of -

Calgary, and teaching-related courses will be sponsored by - the
University of Lethbridge.

No expansign of outreach activities to other centres is foreseen
due to the lack of quelified staff, library resources aﬁd programme
funds. Nevertheless, requests for administ;;tor preparation courses
have been received from interested individuals in the Brooks area. The
Department of Ed;cational Policy and Administrative Studies has been
involved in a limited fashion in providing in-service credit courses and
has offered ;t least one course (in Moral and Religious Education) via

teleconference facilities.

Although many of its courses are derived from Educational

)
Foundations as opposed to Administration, The Department of Fducational

Policy and Administrative Studies offers an extensive range of courses

with over 70 graduate level courses listed in the calendar. The

expressed aims of the Department are to pursue "the academic study of

education and the examination and analysis of policy and problem issues
af fecting the prof essional conduct of'educatioh as well as to prepare

"principals and educational personnel’in the skills and profess&onal

knowledge required for the administration of schools and school

systems.” These aims are pursued through the use of a diverse set of

classroom-based instructional activities.
In order to maintain its academic credibility, the Department of

Educational Policy and Administrative Studies is mindfui of the risks of

over-extending itself. Budget constraints at the University level mean

?



that any faculty positions vacated for any reason (death, retirement,
etc.), are subject to reassignment elsewhere in the University. Fven if
the Department is able to convince the lUniversity officials to renew a
position, it is likely‘té be re-allocated at a lower rank. These
practices q&t only threéten to lower the overall capacity of the
Department to sustain existing enrolment levels, but also, as junior
professors' salaries are significantly lower than those‘ggid to highlv
qualified administrators in the fieid, it becomes increuéingly difficult
to recruit faculty members with suitable training and experience. It is
therefore unlikely that the prepé:étion programmes for educational

administrators at the University of Calgary will expand without special

funding arrangements.

The University of Lethbridge.

"~ The University of Lethbridge offers diploma programmes in seven
areas of specialization including Education Administration. The 33
students enrolled are required to select and successfully complete 10 of

27 courses offered in this specialization. (It should be noted that

P

courses at the University of Lethbridge are a semester long as opposed
to being year-long courses). The range of courses offered in the
b

administration specialization is broad, spanning general principles of

school administration, the analysis of teaching, evaluation and the.

chrriculum,‘clinical éupervision, education, among others. Success in
the programﬁe depends on the maintenag%e of h{gh academic standipg and
the completipﬁ of the required ten courses within a five year period.

In the fall of 1984, the University of Lethbridge instituted a

Master of Education (M. Ed.) programme. Although the stated purposes of



this programme are to focus "on the interface between teacher and pupil
and the development of master teachers,” provision 1is, made for
"candidates preparing for careers supportive of the classroom teacher,”
a role definition that addresses part of the function of school

administrators.

The Master of Education programme requires students to complete

A
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within seven years, with good academic standing, the equivalent of 16

semester courses. No full-time residence period is required, but
students must complete a minimum of 10 courses at the University of
Lethbridge. At the outset ¢f their programmes, students must opt for a
thesis or non-thesis degree. | The thesis is considered equivalent to
‘ 1
four course credits. Students choosing the non—thesis‘route are
required to complete a project equal td either one or four course
credits. It is expected that both theses and projects will focus on
meaningful, field-based topics in keeping Qith the aims of the
programme. Of the 29 part-time students admitted to the progrggmé to

date, 20 have chosen the thesis route.

All students are required to take the following common core

'

courses:
1. Two courses in Curriculum Theory.
2. Two courses in Edhcationai Foundati6ns.
3. One course in the Analysis of Teaching.
4. One course in Instructional Supervision.
5. One Sfurse in Research Design and Methodology.

'6.._0ne'or four Eourse‘equivalents'devoted to the field-based

project or thesis.



&~

Optional courses, taken in addition to the cere must reflect
¢ . . :
both education and non-education subjects.
Even though the basic thrust of the programme is designed to
meet the needs of individuals in the basic education System, students

from other educational levels and endeavours havé been, and will

s

.continue to be, admitted. Such studegts include thpse-invplved in

nursing education as well as college-level instructors.

. ¢
Ctf-campus centres have been used for the instruction of admini-

stration-related courses for Diploma students in both Blairmore and

Pincher Creek, and, in September, 1985, the core courses of the Masgter

~of Education programme will be offered 4n Medicine Hat. Under this

latter programme, one course will be taught each'se@esFervover a three
year cycle. Although, -as noted above, there is an ﬁﬁdErstagding between
the University of Lethbridge and the University of Calgar§ witﬁ'Wegard
to courses offered in Medicine Hat, with the former providing teaching
relateJ courses and the latter courses more directly rélated to admini-
stration, it is possible that a number of practising or aspiring- school
administrators may prefer the more practice—oriented*Lephbridge

programme, Due to the limited faculty resources, it is unlikely that

99
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additional outreach programmes or centres will be established. However,

a number of faculty members are now involved in'training activities
related to electronicvdistancg deiivery methods, and so there may be

courses made available to additional off-campus students in the future.



CHAPTER IV

THE GENERATION OF PRELIMINARY POLICY ALTERNATIVES
Introduction
The task of the analyst in endeavouring to develop policy
recommendations is complex, but by following a systematic process such
as that outlined in Chapter I (Figure 1.3), useful besults can be
realized. This chapter details the first four stages of that policy
development process:
1. the determination of goals;
2. the assessment of needs;
3. the specification of objectives; and
4. the design of alternative courses of action.
Although the model from which thése stages were drawn indicates
" the steps through which the policy development process may advance, it
_does ;ot addréss either the nature of the social policy regearch
process, or the methodology and methods which ;he researcher mav use to

advance through the successive stages. Consequently, before detailing

the empirical data which provided the raw material for the policy

analysis process, the initial pages of this chapter are devoted to an

explanation of the-characteristics of social policy research and the
methodology of policy analysis.

The chapter first details several characteristics of social

policy research that have bearing on the present study. FEight important

. . ,
characteristics are cited and the effects of value assumptions are

discussed. Attention is then paid to the question of what constitutes

. B g .
appropriate research methodology with a particular focus on the use of

100 “
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interviews as primary sources of data. A discus;ion of the questions of
how the concepts of validity.agd reliability apply to "ex ante® . policy
analyses then follows. |

.The succeeding section notes the seven categories and 27
subcategorie§~which were developed in order to organize the data from
the first round of interviews. Selected sfgtements are then presented
which are representative of respondents' comments and which exbress the
range of opinien and major £rains of thoughf communicated during the
interviéw§.

i .

E;ch of the stages of the policy development model used in this
study (as illustraféd in Figure 1.3) is detailed. In the Determination
of Goals stage% three goals are derived from the interview data. The
Needs Assessment and the Specification of Objectives staées are
presented so as to complement the developed goals.

The final stage of the policy developme;t‘proces§ addressed in
this chapter is described in a section which explains the preliminary
policy alternatives which-were designed to restate, in an éberatiqnal

.form, the policy objectives. The preliminary policy alternatives, as

distributed to interview participants, are found in Appendix 2.
i
Characteristics of Social Policy Research

R

. Before elaborating on the formal stage$W6f the policy develdb—:
% :

ment process and -presenting the data derived from the first round ?f
‘interviews, it is iﬁportant to undersﬁandithe nature and charactefistdcs
aof social policy research. Mayer anaﬁGreenwood'defined policy research
as "empirical research.undertakén to verify propositions about some

asbett of the means - end relationship in policy making" (1980;42). The .

~ AY
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policy research process therefore endeavours to combine two elements.
The first consists of the social values of the decision makers and
stakeholders which have been expressed in the form of explicit goals.
The second con8ists of the factual information which determines the most
effective means for realizing the goals.

Although policy research is a relatively young science, Mayer
and Greenwood (1980:42) cited the wofks of Etzioni (1971), Gans (1971)
and Gouldner (1965) as referring to eight characteristics which are
associated with its pursuit: . .

1. Policy research is goal oriented. The policy analyst can

confidently discuss means only after ensuring that he or she
thoroughly understands what policy ends are to be sought.

. N )
Therefore, the policy analysis process flows from the identifi-

«

cation of goals. Such a process involves the analyst in the
structuring of the problem and thus causes the andlyst to have

* )
input in the selection of values to be operatiocnalized by the

Ll

goals. ¢ ..

\

2. Polic§ rgsearch has a system perspective. Alghéugh policy
decisions are generally made by a sub-group of a socialé%ystem,
thorough ﬁo1icy analysis endeavours to consider the effects of
the proposed polic; action on all elements affééted by the
policy. Such concern is consistent with democratic social

values.

3. Policy research is focused on action, in that it goes beyond the

identifiéationrof goals, needs and objectives, and posits
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approaches whereby these elements might be addressed. Such
activity implies a concern for aspects of policy implementation.

4. Policy research involves manipulable varjables. Because policy

.

regsearch is focused on action, it follows that the focus of
study will be situations where action alternatives may be
.implemented. 1In other words, with reference to the conceptual
framework for the present study as noted earlier in Figure 1.2, «a

ey

policy research is appropriate only if options exist regarding

v

i

the content of the independent variable. | -,

5. Policy research must be comprehensive. Again, as was shown in

the conceptual framework, the policy system is not a simple

cause-effect relationship, but involves latent and unexpected
4 ) -
.y"’ .
consequences which_stem from policy action. The policy

e

researcher must.endeavpurl to anticipate-such consgquences.

6. Policy research is multidisciglinary. It can deal Qith the

-

substantive 1ssne$ in a wide varlety of social fields. Mayer
:;ﬁq : 3 '
and Greenwood (1980'44) wrote: 3 . : o

: : R,
‘ 5bf ‘such research is its analytical approach and its , @;?}

system. perspectlve, not its substantive content. This Lot X
characteristic sets policy analysis apart from applied social &* p
science, which tends to formulate -both the policy problem (the e

substance of the means - ends relationship) and the research, ., 7
problem (the verification of that relationship) in terms of the: -~ |
analytical concepts and research techniques of a particular

discipline.

3

7. The products’of policy research are characterized by

uncertainty. ‘It is therefore incumbent upon the analyst to

T e

jdentify the limitations associated with any pnedictions or

conclusions.
&
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8. Policf research should reglect ethical éonsiderations. As the
efforts of policy analysts can affect the lives of many people,
it is important fbrwthe analyst to'behguided by conscionable
values. Policy research, as is discussed below, cannot B2 a
value—free enterprise. The analyst is therefore morally bound
to practice in an ethical fashion.

The case for policy research to be considéred as a science was
advanced By Zeckhauser and Schaefer (1968:27) whé developed a model
linking value assumptions and the scientific method.  They termed the
result "normative theory" from which, in their model, syllogismszare'
used to generaté ﬁ;iicy alternatives which may be implemented.. The
resulting policy outcomes may then be observed empirically and
evaluated.

Value assumptions are basic elementsvin the policy research
process. Initially,‘value assumptions eq&er into:thg.decision fo
conductra particular study, and subsequently influence the definition of
the policy problem and affect the research design. \A4s important és the

researcher's value assumptions are in the research design phases, the

N
~

rigour of the sc1entific1mechod demands that to the extent p0551b1e thg )
conduct of the study be value free (Mayer and Greenwood, 1980;96).
Although the researcher will exercise dlscretlon in accgpting.of
re jecting data, thé criterion used shoqld be their rélevahce to the
subject.of study, not whether the data are consistént with ihe
researcher's personal values and biasés; In describing the discretion
required of researchefs; Kaplan (1964:375) noted that "freedom from bias

;
means having an -open mind, not an empty one."

™
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. The Methodology of Policy Analysis

Unlike studies conducted within the behavioural or traditional
social sciences, policy science does not prescribe methodologies for

.analysts to use. As noted by Dror (1968:155):
once we leave the world of pure abstractions and begin to deal
with real conditions, we have to face the fact that the ‘
quantitative aspects of‘optimal‘pglicy making depend in each
case on the available inputs into, and on the stipulated
outputs from, each specific case, which means we cannot
construct a (policy analysis) model which is universal,
quantitative, optimal, and operational all at the same time.

McRae (1980:137) aéreed, saying, "sociological generalizations do not
cumulate, they obsolesce". Dunn (1981:35) added:

policy analysis cannot be successfully practised within the
boundaries of traditional social science disciplines that
emphasize the development and testing of general descriptive
theories. These disciplines (economics, sociology, political
science, psychology) are often limited in sevéral ways:

complex policy. problems do not recognize traditional
disciplinary boundaries; geéneral theories are seldom applicable
to specific policy contexts; and such theories frequently fail
to provide information that permits policy makers to control or
manipulate policy processes

’ Although some data for the present study were derived through
document analysLs, the primary met hod used was the group 1nterv1ew._"
© Mayer and Greenwood (19801221) considered interviews to be a form of

respondent observation which they defined as any procedure by wh:ch?

the analyst elicits the observations of persons who have directh '

2

knowledge of the phenomenon under study °The same authors pointed out;,,-

that 1nterv1ews are typlcally conducted onuan indiv1dua1 basis in order:_'f,

“to e11m1nate any bias wh1ch one person 's reply might have. on
1another s". However, group interv1ewing may be appropriate when ther~>
~ data to be collected depend 6n group interaction (1980 222) As was"

.‘explained in the methodology overv1ewspresented 1n Chapter I1 the}a,

\
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researcher chose to use the group 1nterviaw approach in order to bringiﬁ
. e

to bear the normative influences. whlch preva11 wlthln the respect1ve

organisations. This was done in order- to ellcit oplnions wh1ch were

more representative. of the aggregated v1ews of the organlzatlon 5.
' s'?

membershlp than teflective of the 1nd1v1dual respondents Oplnlons

Group interviews, Mayer and Greenwood stated (1080 2l°)

requlre more sk111 than 1nd1v1dﬁal 1ntervieu1ng The analyst must notA“

only ask the questlons properly but also fac1litate gr0up 1ntexact10n 1n

order to generate a full range of replles ‘ In‘the contextﬂof ihe

I3

present study, the researcher’'s flfteen yearsfof experience as an

educational administrator, -~ during which time he conducted many inter-

views, the experience gained through recordlng 1nterv1ews in order to
A :
gather some of the background 1nformation reported in the prev1ous

chapter, and the fact that he was personally acqaalnted wlth some of the

respondents, all contr1buted to the establ1shment of a conduc1ve c11mate

and Jpproprlate interactions. e ’
AA‘ .

The Validity and Rellability of Policy Analy31s Studles

‘Mayer and Greenwood (1980 229) defined validlty as."the degree‘

106

o

.

to which the data collected by the technlque or 1nstrument correspond to

‘the indicators sought by the analyst"f The same authors defxned::

rellab1lity as the degree to whlch repeated appllcatlon of the samel

‘procedureS‘under the same conddtlons will yield the same data,f

Although many mlght assume that the analyst w1ll logically select data

- £

_collection ﬁrocedures which are high in both valldlty and reliab111ty;'
'_it should be recognlzed that procedures h1gh ln valldlty mlght be low 1n .

‘ reliabllity and vice - versa.. Mayer and Greenwood p01nted out (1980 230)7 o
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that interview. techniques rate relatively high on scales of validity,
quut soméwhat:lbwer‘dn 5cales of :eliability. The former quality is due

to,thenébility of the researcher to gauge the effects of questions and
‘to probé more geeblv"orfmodify;the tone of the interView according.to

R
thé res@arch needs Ragardlng re113b1‘1t\, as the interview process

1nvolves the 1nteraction of unlque ind1v1duaIQ, each thh changing moods .
“and attitudes, it is not surprising/tQat t he ljknlihood of the sane
interactions taking place dmong a group of people on different occasians

a ;o - ? .
is not strong. Certainly, if a different researcher were Lo try to

stage thé in;éfView, the chances of replication would be very slight.

1

‘.

Bogdan and Biklen regarded the ter@vrgl)azé}ity to be more

'épprbpriafé to ﬂiécuésiéns of quantitative studies than to QUalitative.y
e . . : .

They bo;nted out that qualitative researchers "tend to view reliability

as_alfit betweén‘whét they record as data and what agtuélly’occuts in

ihé setfing under étudy, ratﬁer than the 1iteral-consisténcy‘aérnss-

different observations" (1982:44}. In the present study, appropriate

interviewees participated‘in the ﬁrdcess and offered,dpiniéﬁé‘ffeel? énd o
candidly. Thg intervie&s Qeré.éuccessfuily tape—rgtordgd aﬁq‘conégpts
‘hgermane to the”stﬁdy wéré accuratelf Iranscribéd; “foﬁghigfegﬁeﬁt;_in
the sense expressed by Mayer and Greenwood, khe research pr5Ee$s'wé$
vélld and in the sense deflned by Bogdan and, Blklen, rellable o
Having dlscussed the»nature and characteristics of policyi,
'sc1ence and con51dered aspects of the methodology uged an this stndy,;i;
the remalnder of thls chapigr is devoted te a revieu of the stages offﬁ -

Y SNSARER
research wh1ch led to the Eevelopment of preliminary golicy alter-}:;:h“

'napgvesr AR - o s }.
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"fhe First Round of Interviews -
N 7

ED P

Following the transcriptionnand codiné'of the data from the

4
L3

*ir§t round of interviews, -the researcheg_ﬁevelbped conceptual

%%%&@egories into\which the cards were sorte8. &n some ‘cases, the
ggategorles corresponded to the questlons whlch served as the interview
éudﬁe (refer to Appendix 1), while in others the nature of responses
nequzred a modif§cat10n of the thoughts whlch prompted the questlons
It shouldrée notgg that the reSearcher's intention in framing the
questions for the intervi%w guide was teranse thg.respondents to’focus
onl;ne'three:issueéﬁghrehiwere central to the;srudy;rwithouéjpeing

’ ) . - ! N ) . . . ! R ’
. overly directive and so restrict the range of possible responses: The

wording of the questlons was ﬂested by- asklng three.of the researcher’s

)
“ o

peers each of whom ‘had - conslderable experlence as “educational adm1n1— "

strators, - to comment on the clarity and appropriateness of the

qﬂéstions; Coples of the 1nterview guide were also}prov1ded to memberq

of the researcher’s superv1sory committee, ﬁo-changes were recommended.
» . . o .

The pages wbich fo}lon'presenﬁ the interview con&$pts‘within the,
following caregorieé énd:éub-capegories. ' , . ‘ R
1 "Skills needed 'by}admi;n—istrators;. | ﬂ |
a. skiIIS'neéded py;principais; o | 3 f'
-/ b.fgékilis needed by all administratofsi

Yo *

c. thoughts about skills.

2. Areas of conceptual development helpful to administr;{ors;
‘a. conEepts important for superintendents;

t b. COncepts 1mportant for pr1nc1pals,

c. concepts important for all admlnlstrators,

-
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- d. concepts about concepts.

Roles of institutions and organisations in providiﬁg education

and training for educational administrators:

‘a. role of the Alberta Teachers' Association;
4

brole of the Conference.of-Alberta School Superintendents;

c: role of the Alberta School Trustees' Association (including
the Centre for Educational Leadership in Alberta, and the
Alberta Academy for Educationai l.eadership);

d. role of school jurisdictions;

e. role of Alberta Education;

f. the appropriate degree of government control;

gl role 6f universities; |

h. content of Educational Administration programmes;

. a
b
i. structure of Educational Administration programmes;
j. staffing of Educational Administration programmes; 4

k. relationship of pre-service and in-service preparation;
&

1. nature of-administration and educational administration;
and,

m. administrative internships.. -

o
<

Recognizing administrative rolé distinctions in preparation and’
traiﬁing programmes;.
a. expreésionénof;support for differentiation;
N )
b?; equgssions of opposition to differentiation.
The desirability of pre—administraéive teaching experience;

a. the desirability statements;

b. criteria for judging the adequacy of teaching experience.



o
a

6. Regarding preparatory administrative experience;
a. the desirability.of preparatory administrative experience;
b. criteria for judging the adequacy of preparatory admini-
~
strative experience.
7. Recognizing qualifications;

a. 1in support of certification;

b.‘ in opposition to special certification.

Many concepts expressed within each interview ref]écted
noticeable amoﬁnts of repetition and shades of meaning. As it would not
be practical or useful to'list every one of the over 500 concepts in its
reépective category, the writer chose to cite those concepts which
reflécted the range of the respondents' opinions and which reflected
partial or broad consensus where appropriate. The conceéts are reported
with their respectiye code numbers so as to allow possible tracing back
to the interview sou}ce. The reader is cautioned that reference to an
organization in a concept should not be taken aé“a glue to the source of
the concept as quite often direct referencesywere made to organisations
by mémbéqs of other groups.

1. Skills needed by administrators. Comments onr skills were

. categorized under three Headings, those needed by fincipals, those
npedea by all administrators, and thoughtg about Akills.

a. Skills needed by principals. Only two concepts were addressed
by respondents directly to the role of the principal:

i. Principals should know how to observé in classrooms and
conduct evaluations of teachers (1-7-2).

. . k)
ii. Principals require organisational skills for the effective
management of instruction and material resources (1-3-32).



b. Skills required by all administrators. Twenty-six comments were

8

made by interviewees related to' the skills gengrally important

to administrators in various educational roles:

ii.

iii.

iv.

i.

ii.

iii.

Basic information gathering, processing and communication
(reading, writing, speaking) skills made up one set of
comments (1-2-21, 1-4-11, 1-2-22, 1-6-28, 1-3-28).

The ability to motivate subordinates through the use of
human relations skills to pursue organisational goals were
cited in five responses (1-1-4, 1-4-8, 1-7-5, 1-4-9, 1-2-
48). '

Skills in the analysis of teaching and clinical superv1<10n
were seen to be important (1-1-5, 1-7-1, 1-4-31).

Administrators must have evaluation skills, especially.for
teacher and programme evaluations (1-4-12, 1-1-03, 1-4-13).

Ten skills were mentigned only once. The administrators
should be able tor facilitate the efforts of teachers (1-4-
10); manipulate people (1-4-14); manage complex political
situations (1-2-17); -develop and control .a budget (1<2-25):
solve problems (1-4-30); communicate a sense of mission for
the organization (1-4-7); facilitate the interaction of
diverse, competing groups (l-4-4); and communicate personal
trustworthiness and constancy (1-4-15). Last, it was noted

111

that in hiring administrators, school boards tend to value:

management and organizational skills over curricalum and
pedagogical skills (1-2-18).

c. Nine comments were made by respondents about skills in general:

Universities are not, by and large, good places in which to
practice technical-level skill development as the skills
needed by administrators are too numerous and the nature of
their practice is context-specific. University courses
stimulate discussion and thought about skills but do very
little to develop them (1-5-11, 1-5-14, 1=5-10).

Technical-level skills arélessential to success and profes-
sional growth but such skills must be developed

‘on the job (1-5-13, 1-3-30).

Technical - level skills are best developed throﬁgh practice

and hence should not be viewed as entry-level skills (1-5-.

12).
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f iv. Three skill areas essential for successful administrators
are technical skills, human relations skills, and the
ability to manage (1-1-8).

v. It should be noted that although some skills may be regarded
as low-level technical skills, they are still
rooted in broader wunderstanding and conceptional
development (i-3-29, 1-5-7).

Areas of conceptual development helpful to administrators. Comments

on concepts and areas of conceptual development important to admini-
strators)were categorised in four sets; concepts important for
superintendents, for principals, for administrétors in general, and
last, concepts about concepts themselves.
a. Concepts and conceptual development needed by superintendents
represenﬁed three areas:
1. Superintendents must understand long and short term
financial planning and management (1-4-29, 1-1-14, 1-7-33,
1-2-27).

ii. Supefintendents must understand the process of policy
development (1—4—29).<

iii. OSuperjntendents need to understand the operation of schools
as units (1-5-35).

b. Four areas of conceptual development were cited as being
eépecially important for principals: .

i. The principal must understand the role of the instructional®
leader in the school (1-2-64, 1-2-1). :

ii. The principal must synthesize background knowledge and’
communicate a vision of the school vis a vis the community,
(1-3-27). ' ' .

iii. Principals should be able to analyse and réspond to the
effects of pressure groups (1-3-31).

iv. Principals must understand when to act as agents of change
and when to stabilize the status quo (1-3-18).;
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A plethora of concepts was identified by respondents as being
basic to the success of educational administrators regardless of
their roles:

i. The most commonly mentioned concepts related to aspects of
organisations with reference made to: professionaljsm,
collegiality, the nature of administration, the human rela-
tions aspect of organisations, the nature of authority, in-
stitutions as social instruments, bureaucracy, the roles of
the administrator, and the obsolescence of authoritarian
models (1-3-25, .1-5-3, 1-2-2, 1-3-15, '1-2-8, 1-3-24, 1-3-16,
1-5-4, 1-3-17).

" ii. Administrators must have a thorough understanding of the
role of the educational leader (1-1-42, 1-2-36, 1-6-4, 1-4-
1, 1-4-17, 1-2-5, 1-1-6).

iii. In professional, collegial organisations, administrators
must understand the appropriateness of delegating. decision
making in appropriate fashions (1-3-12, 1-2-12, 1-3-13, 1-1-
7, 1-3-55, 1-7-11, 1-4-5, 1-2-6).

iv. Administrators should have well developed educatiﬁnal
philosophies which will enable them to stand on principle
and be confident leaders (1-4-16, 1-2-28, 1-4-2C.  1-2-15). '

v. Administrators should develop a sense of organisational
mission“that places a priority on educational goals over
management .goals (1-3-8, '1-3-14, 1-4-6).

vi. Administrators should\understandbthe nature of learning.
theory and have some knowledge of curriculum development (1-
5-5, 1-1-11, 1-3-26).

vii. Administrators must understand the principles of teacher
supervision and evaluation (1-7-4, '1-1-12, 1-7-35).

viii. Administrators must understand the socio-political relation-
ship of the school, school system, community, and broader
society (1-3-20, 1-3-21, 1-2-20).

ix. Understanding of planning processes is important for admini-
strators (1-1-1, 1-1-9, 1-6-6). ' ,
x. - One or two references were made to the following aspects of
‘conceptual development: educational finance, understanding
the ‘value of personal integrity and moral behavigyr, change
theory, the impact of technology, integrating technology and
~human resources, knowing the value“f staff development, the
-ability to control personal time use, being able to cope"

1

»
2
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with ambiguity, being environmentally aware, understanding
group interaction, understanding decision making, under-
standing policy development, understanding problem solving
strategies, and the conceptual development needed to
p}ocess vast amounts of information (1-1-13, 1-2-16, 1-4-2,
1-1-20, 1-6-27, 1-2-19, 1-2-24, 1-6-5, 1-3-19, 1-1-15, 1-3-
11, 1-2-26, 1-1-3,91-1-2). p '

d. Comments on concepts. In six of the seven group interviews,
respondents expressed opinions regarding the distinction between
concepts and skills. An overview of their remarks follows:

i. Educational administrators should develop "competencies"
which comprise knowledge, understanding and skills of .
application. Competence may be a more appropriate term than
conceptual development and skill development (155-15).

ii. Conceptual development provides reason and direction to
skill development and so cannot be separated cleanly from
skill development (1-6<1, 1-3-23, 1-2-14, 1-5-6, 1-2-46).

iii. Conceptual skill development takes place within the context
of courses which deal with specific subject matter.
Concepts in Educational Administration are drawn from
various social and behavioral sciences, "and from the
humanities, and are then applied to the development of
particular skills (1-5-8, “1-6- 2) , o

-

iv. Graduate courses should be pursued at various universities
so as to provide exposure to professors with differing ideas
(1-1-38).

v. Leadership authority of educational administrators should be
- derived from- professional competence rather than the title
of the office. ,Such leadership requires a conceptual base
as well as technical skills (1-3-10, 1-7-6). '

vi. Conceptual understanding is essential, but we must also
attend to the development of technical skills (1-7-8).

‘3. Roles of institutions and organisations in providing education a%ﬁ

<

-y

training for educational administrators.

.o

a. Role of the Alberta Teachers’ Associatlon (A.T.A)). Respéndents

made the following commentS"
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i. The A.T.A.'s role is more related to the interests of its
members, i.e. teachers, and so will not likely play a major
role in the pre-service education of administrators (1-5-

23).

ii. It is unlikely that a person interested in administration
would join a professional organisation which might offer
training until he or she is a practising administrator,
therefore limiting the role of such organisations (1-5-22).

iii. The A.T.A. should not be-much involved with coordinating
administrators' practica as the basic relationship would be
between* universities and jurisdictions. It could, however,
play an advisory role on any structure dealing with policy
and practice (1-1-32, 1-1-35).

iv. From 1963 to 1965 the Council on School Administration
of fered pre—service courses to aspiring principals. The
courses failed due to lack of financial support (1-3-34).

v. The Council on School Administration has organised short
courses to familiarize principals with the administration of
specific programmes (1-3-35).

.vi. The A.T.A. has organised a one week course in the sumner of
1985 for principals (1-3-36). ’

b. “Role of the Conference of Alberta School Superintendents
(C.A.S.S)). Interviewees made the following remarks about this
’organisatién's education and training role:

i. C.A.S5.S. does not have the resources to commit to a formal
preservice preparation programme (1-4-26).

ii. Practising administrators lack the time, interest, and
‘motivation to conduct formal preparation programmes at a
conceptual level., They are more concerned with "how to do
it" (1-6-18). :
iii. Programmes such as the National Academy for School
Executives (N.A.S.E,) offer short courses which perhaps
could be sponsored by C,A.S.S. (1-6-19).

iv. C.A.S.S. should play an advisory role in any move to change
regulations affecting its members and could also advise on
administrative practica (1-4-49, 1-1-34),

c. The role of the Alberta School Trustées'Association (A.S.T.A.),

the Center for Educational Leadership in Alberta (C.E.L.A.), and
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the Alberta Academy for Educational Lea dership (A.A.E.L.).” In
1984 ‘and 1985, the A.S;TTA. showed initiative in endeavouring to
organise C.E.L.A. and the ALALE.L. to improve the quality of
educational administration in Alber,ta. Comments of ";espondents

regarding the education and training roles of these organi-~

PR I
- sations were as follows:

i. Some specific, context-dependent skills can be taught
outside the university }n short courses by various organi-

sations including C.E.L.A. and A.A.BNLA1-6-16,.1-6-9).

ii. C.E.L.A. can play.a useful role in skill development for-
administrators especially if it is governed and managed by
practitioners (1-2-32, 1-4-27),

iii. The A.A.E.L. could ‘be expanded to serve all levels of
administrators (1-1-30, 1-1-31). . :

iv. The A.A.E.L. should complement the programmes at the univer-
sities (1-2-45).

v. The A.A.E.L. has the potential. to address‘the preparation of
educational leaders with both conceptual and skill develop-
ment (1-2-44),

vi. The role of the A.S.T.A. (and Alberta Education) is to
- provide guidance and support but not to be directly involved
in the provision of training (1-7-19).

d. The role of school juriSd'ctions. Respondents made the
following observations regarding ﬁhe role of school juris-
dictions in the training of educational adlﬁinistrators.

i. Administrative internships would requ1re close cooperation
between school jurisdictions and unlversn.tles (1 7-13, 1-7- v

20).

ii. Individual large Jurlsdictlons could train and identify a
pool of qualified aspiring administrators (1-4-28).

- iii. The operation of school systems would be improved if they
sought to’ prepare every teacher for a rgle in admini-
stration, reither through experience or other orientation (1-
5- 19) - .
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iv. Schools and school systems have an important function to
perform in the recruitment, selection, and orientation of
people to administration (1-5-24).

v. OSkill development should take place on the job and in in-
"service professional development activities (1-2-3). ’
vi. Boards are learning that skills can be taught and leerned
quickly and cheaply, but conceptual development takes a longs
period of time (1-2-23).

vii. It would probably be undesirable for large school juris-
dictiaons to formalize in-house training opportunities with
attendant certificates, etc., for aspiring administrators,
as there is a risk of a lack of attendant conceptual growth
to accompany technical-level skill development (1-5-25).

The role of Aibérta Education. Interviewees made the four

following comments regarding the role of Alberta Education in

the preparation of administrators:

'i. Alberta Education should be responsible for specific,  "how-
to" training for administrators (eg. requirements for the
Management and Finance Plan) (1-4-21).

.ii. Albertews Education provides field experience for four
graduate students as interns each year (1-1-28),

iii. Alberta Education can influence preparation programmes
indirectly by deciding which .courses are acceptable for
salary credit (1-7-22). " ‘

iv. Alberta Education (and the A.S.T.A.) should ‘not endeavour to
define preparation programme content and standards too
closely, but can play a consultative role (1-7-21).

v. It would be appropriate for Alberta Fducation to provide
‘funds to jurisdictions to pay for administrator preparation
(1-7-70).

The degree of provincial government control. An issue closely

related to the role of Alberta Education is the relative degree

-

of control that department should exercise in setting criteria

of appointment and standards for preparation. The question

I3

elicited 37 responses of which representative comments appear

N
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below which range from high to relatively low degrees of

control:

i. TIf the province were to reintroduce provincially appointed
superintendents, minimum appointment criteria could be set
(1-7-71). '

ii. The Minister of Education is responsible for public
education and is therefore entitled to set standards for all
levels of workers in education. It makes na sense to
emphasise the importance of teachers and the importance of
principals and superintendents and then not say anything
apout their licencing or certification (1-6-16, 1-6-51, "1-3-
.\5 ). -

iii. Tt may be appropriate to have some guidelines and possibly
interviews with superintendent nominees before boards can
finalize appointments (1-1-89, 1-1-90, 1-2-63).

iv. As the work of principals and superintendents is important,
it is appropriate for the Minister to consult with the
universities regarding administrator preparation programmes
to an extent similar to that éﬁployed regarding the teacher
training programmes (1-6-58).

v. The province, in setting programme guidelines for
preparetion programmes should respect the autongmy of the
universities to develop courses (1-7-67).

vi. The espoused philosophy underlying the Management and
Finance Plan. is for Alberta Education to provide leadership
and to monitor the management decisions of jurisdictions.

. The seame systém should apply to appointment criteria for

“administrators (1-4-66).

vii. Leadership is a role that can be shared between government
and other interested groups (1-4-63). !
viii, Leadershlp, through published gu1de11nes, would not
restrict, but would inform and help boards in selecting
principals and superintendents (1-6-56)..

ix. Alberta Education is showing leadership through prov1d1ng
financial support for A.A.E.L. The Department also
communicates informally with the Educational Administration
faculty members at the University of Alberta (1-1-87).

X. Alberta Education should not exercise control but should

ot provide facilitating support and assistance with methodology
to boards for admlnlstrator recru1tment, selection and
evaluation (1—5—65)
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xi. The policy recommendation arising from this study'should
avoid leading to increased bureaucratisation -- not only
regarding the criteria for the apointment of administrators
but also because such a recommendation would adveréely

affect the ways in which the operation of schoobls and school
systems are viewed (1-5-71).

xii. The province should not be involved in setting special
‘training and experience criteria (1-3-58).

xiii. Boards follow appropriate‘selection practiceé regardless of
' regulations (1-2-59).

g. The role‘of nnivérsities.‘ There was no doubt in the minds of
respofidents that the universities had an importent role to: play
in préparing administrators, however there was considerable
rangg of opinion regarding what the role should be and how well
it was being d-ischarged. Representé;ive ‘;mnments follow:.

i. Univeréities, through graduate—level programmes, are
basically responsible for the preparation of administrators.
Graduate training is desirable for administrators, (l#/-16).

. - e

ii.., Administrators should be prepared in. the same - institutions
’ as their teacher colleagues (1-3-38).

iii. The vast néjority of pre-service learning opportunities for
educational administrators will be provided by the
- university (I-5-21, 1-7-16, 1-2-4, 1-3-37, 1-5-26, 1-7-14,
1-1-16, 1—1—36)." : o T ,
iv.: A collaboratlve effort by several agencies——stakeholders——is
- appropriate in developing adminlstrator preparation
. programmes (1-7-15).
v. By and large this unlwer91ty department feels that it is in
cooperative relationships and is ‘involved with s1gn1f1cantj
other groups (1-5- 28 1-5-33, 1 5-29, 1—5 31)

“vi. ,Communlcatlon and interaction of the university department

- with other reference groups is realised through. the contact

of faculty members in one-on-one relationships with

practitioners or through involvement in projects An_the
.f1e1d (1-5-27). -

i
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.vii. There is no\formal advisory commigttee to suggest the
characteristics (hopefully) to be developed in aspiring
‘administrators, and no thought is being given to the
establishment of such a committee (1-5-30).

. viii. The emphases of preparing for a profession and preparing for.
~ an academic degree differ (1-7-65).

ix. Programme admission standards might be npgraded but this
would be done in order to improve the quality of students in

{ the educational administration programme, not to improve the
practice of educational administration (1-5-61, 1-5-59, 1-5-"
60, 1-5-62).

x. None of the current programmes is doing the JOb of pre-
service preparation (1-2-30).

xi. The University of Alberta Department of Educational Admini-
stration has been too concerned about its intermational
reputation while Albertan administrators go elsewhere (P—Z-
41), :

xii. There is a problem with Albertan administrators going to
American universities where requirements—particularly .the
residence requirements for the M.Ed. -—are less stringent (1—
1~37 1-1-39). :

xiii. At present at the University of Alberta, there is too: much
attention paid to fulfilling programme requirements and- not
‘enough to developlng individuals as administrators (1-1-54,
1-1-55). : o

‘xiv. The. training of researchers is’ overemphasxzed at the
‘ University of Alberta (1- 2-31)

xv. School boards are among the primary clients of un1ver51tyn
'~ Educational Administration departments, but this fact is
belng overlooked (1 2—40 1-2-37).

xvi, Competencies 1nc1ude both understanding and skills. The

 understanding components are best appreciated in the context

of the university-where individuals ha ve analysed and
reflected upon issues (1-6~8).

xvil, Hands-on, practical application of academic conceptsils
essential in order to ensure the assimilation of content (1—
7-10). - :

xviii. University faculty members must endeavour to translate
- _ - theory into practice. Why.else do it (1-7-69)? ’

\
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xix. The universities enjoy credibility as agencies uhich can -
recommend 1nd1v1duals for certification (1-7-63}.

‘h. The content of Educatiofial Administretion programmes.f;ln—order>
to perﬁorm the several roles implied in the preCeding Section;
respondents suggested the following,vvhich represenpsgwnatFwas
séen as appropriate content for Educationsl 5dministretian.

tprogrammes T ‘_ , ' _ i _:fiﬂ '¥~:
i. The synth851s of theory and practice shOuld be realised
within the context of the unlversity (1= 2 34), -

ii. Existing preparation programmes should ‘be reshaped SO BS-to
~address both theory and practical. aspects TRhis peed not.
imply extending programmes to 1nclude more courses‘(!u7—38.

1—7—&0 1—2—33 1-6-23, 1-5-9, 1-7—39 -7—7)"

iii. It is appropriate for administrato\s to begin their study

with main ideas and concepts ratherr then from a narrow "how"

to do it" focus. Without the larger concepts, there.cac be

no bases for thé analysis and. improvement of pracflce (1—6—

®

L
. ~

&

iv. A common core of competencies, concepts and skLlLs can
perhaps be identified for -administrator preparatlon
programmes carried. out in the universities,(1~7 68) ‘

v. A pre—serv1ce preparation programme shbuld.- be conceptually
broad-based as the situational: natureof erk assignments is
so diverse. Follow~up. 1nservice courses’.can be more
-specific (1-6-20). :

vi. The study of Educational Administration may be too..inbred.
o ‘More contact with other faculties is desirable; however,.
- stydents feel uncomfortable as outsiders angd non—specialists-
in other departments (1—6 10, 1-6*13) T e e

vii. »Administrators should take courses which help them develop_;
. a ‘personal leadership, deal with tlie change process,
‘conflict and conflict resolution, and decision making (1—&—
,36,_1—4-18 1-7-12). . . :
FViii}’vAdmlnistrators should supplement their preparation with
o courses in curriculum development (1-& 37) . \
:fiii.: The.ethos, philosophy and.' vision of education should bez
: ~developed within the university programme (1-2- =35, 1-4- 19)
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The structure of Educational Administration programmes.

-

Respondents made a total of 20 comments regarding the structure

of EducationalﬂAdministration programmes appropriate to the
) ST . ) ' o - i
preparation needs. of administrators. - The following remarks are

rgpresentative:

i. Cross-campus. experience should be” an expected part of
graduate work. Educational Administration programmes should
require students to take senior Courses from other faculties

. (business, humanities, - soc1al sciences) (1-1-24, 1-6-11, 1-
1-19, l—lf18, l—le21).;
Cross—campus programmes would require a commitment from
cooperating départments and ‘the support of senior admini-
strators (deans) (1-6= 12) ‘ »

. The dlsadvantage of the size of the University of Alberta»1s,
that it isolates departments by specialty. There is not
» enough opportunity for- graduate students to mix (1-3-39).

University‘programmes should comprise a core of courses with
the optlon to students to pursue an area of interest in
depth plus a practicum (1-1-53, 1-1-27, 1-1-33, 1-1-51, 1-
1-52), ‘ . - T

iv.,

The A.T.A. has endorsed the notion of spec1allsts holding rat .
least a profe551ona1 dlploma in their areas of specialty. '
Educational Admlnlstratlon is such a spec1a1ty (1 4-39, 1-3-

. 56) R A . .

vi. The organisation of content tn~half—course units m
fragmentlng it and 11m1t1ng conceptual development gq_ggﬁ

~

The~ stafflng of Departments of Educat;onal Admlnlstratlon.;

Respondents made the follouing comments about the” attrlbutes of

.4(,)'"

.faculty members:' ST

i. Educdtional Admlnlstratlon faculty members should be
" deliberately chosen so as to- provide a balance between
personnel with a conceptualﬂtheoretlcal base and those who
‘have been top-notch adnﬁnistrators 1n the flelda(l -1225, 1- ~
2-39, 1- 3-49 1 1—40) ‘ , -

There is currently an 1nappropr1ate mix of "theoretlcal
types" and .those who'have practical .experience asedmlm—
strators among faculty memhers (I 1‘22) : "
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iii. Faculty of Education personnel should have field experience
in their backgrounds (1-7-41).

iv. The value of some university courses lies not so much in the
topic of the course as in the personal attributes,
know ledge, and perspective of the professor (1-1-61).

. T~
Miscellaneous comments. Respondents made some comments which

although important, did not fit within the other categories:
v ) o
i. It is important to consider the concept of life-long
learning for administrators as it 1mp11es the interaction of
pre-service and in-service education (1-5-69, 1-6-17, 1-7-9,
1-1-47).
ii, Pdst—secondary developmeht should be intertwined with
practical experience (1-1-17).

iii. A meeting between the university department personnel and

representatives of other reference groups revealed that many
questions, and perspectives are held in common (1-5-32).

’ A , ) r .
The administrative internship. Fourteen comments were made by

respondents/suggesting the desirability and appropriate form of

‘administrative internships:

i. Tne administrative internship should be directed by the
upiversities whieh enjoy good relationships with both the
JurlSdlCthnS and profiessional groups (1-7~ 26 -1-7-28, 1-7-
27) o . 1

ii. Interns would be assigned to competent edministrators with
- the cooperation of school jurisdictions. Interns would,
-under the tutelage of the administrators, perform such tasks
" as tlmetébllng, budgeting, and instructional supervision (as

opposed .to evaluation) (1-7-24, 1-7- 25 1-4-24, 1-4-25).

iii.. Alberta qugatlon could be a cooperatlng agency in providing
1nternsh1p p031t10ns (127-18). .
:iv; The 1ntern'should’develop a written proﬁoéal regarding what
learning activities will be undertaken, w they will be
carried bq;,'and what outcomes are hoped for (1-7-29).

'V.v The Uﬁiveréity‘of-Lethbridge M.Ed. programme provides for
the incérporﬁtion of an_ intership (1—7-17) .

“vi. Alberta Education and local jurisdictions should Jointly
. - fund the-costs of 1nternships (1-4-22, 1-4- 23)
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A

, . \
Recognising administrative role distinctions in preparation and

training programmes. Interviewees were split in their opinions
g

regarding the appropriateness of differentiating preparation

programmes on the basis of administrative roles. The follewing sub-

sections detail their thoughts. |

a,” Expressions of support for differentiation. The following
comments are representative of those in fayour of some degree of
differentiating preparation programmes: |

i. A distinction in level of preparation (and credentials)
should be made bet ween school- level and system level admini~u
strators (1-6-54, 1-7- 34).

ii. Although there is a certain baseline of conceptual knowledge
required by all administrators, a different mix is
appropriate to each role (1-1-46).

iii. The superintendent should have all of the competenCies of
the principal plus additional competencies (1-7- 36) )

\

b. Expressions of opposition to differentiation. The following

comments reflect those opinions opposed to preparation programme '
/ - ' i ) ' -
differentiation:

PR

. It is not appropriate to distinguish between the elements of
. knowledge and skills needed by those aspiring to different
e ~administrative role levels. Programmes should present
. conceptual structures and theoretical understapdings that:
‘¢can_be applied by students in any administrative setting (1-

o
H;‘t
.

f 5-34, 1-3-43,- 1 7-31, 1-1 69 1- 6 31, 1_5 -56, 1-2-47, -1 -1~ .

64,
_ " 1i. As careers develop through successive roles, a spec1f1c role
.focus is not appropfiate (1-3-42 1-7-32, 1-1-41, 1 5 17).

4. Principals roles have shifted from bureaucratic managementv

) " to leadership, thereby necessitating mastery of skills
previously seen as 1mportant for highfr,level roles (1-4-
32). . ' o o

iv. The goals of an” organisation ‘are common ‘to administrators at
. all levels of tHe organisation (1 2-50) : ;

-
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Skills identified by Project A.S.K. for principals also
apply to other administrative roles (1-2-49).

Students can differentiate the content of their programmes
by selecting courses suited to their interests (1-5-37),

The desirability of pre - administrative teaching experience. Al}

respondents viewed preliminary teaching experience as being either

\ -
necessary or highly desirable for administrators. Representative

comments follow.

a: The desirability statements. .Some characteristics statements

are;

i.

ii.-

'

.

The role .of "instructional leader for administrators makes
successful teaching experience a must_(l-b—]O)J

Educational Administration is not derived from teachlng but
is 2 profession that should be. entered through teaching (1-

' 4-53).

iii.

=N

iv.

vi.

vii.-

viii,

For the next several years, the main thrusts in educational

-administration will be the appraisal of teacher performance,

accountability and evaluarion. Therefore administrators
will have to know teaching'(l—é—BBL

While Serv1ng as teachers,‘lnd1v1duals learn some admlnx—
strative skills and are able to observe the incumbents'
administrative behav1ours which serve as role models (1-5-
16). . ‘ , e

An asplring admln}sgrator should haVe had broad teaching .
experience, preferably at more than ane level (elementary,
junior, and* senior high -school) (1-7-43). '

It is- desirable to necessary for administrators to have had

‘teachlng exper1ence so as to establlsh cred1b111ty as super-
‘visors (1-6- 36) - :

|
Administrative\preparation is best pursued.after teaching
experience has béen gained (1-3- 48)

\ - v -
Experience,as teachers or nurses, etc., provides exposure.to

"admipnistrative contexts and role models which serve. to

‘stimulate and mptiVate students (1-6-26).
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b. Criteria for judging the adequacy of teaching experience.

Typical statements made by interviewees are:

i. Adeduate“teaching experience should be defined
situationally—by administrators and teacher colleagues—and
miglit include good classroom performance, professional
interest in a subject area, teaching processes, and their
continuous up-grading, and a spirit of cooperativeness in
working with school staff (l 3 3, 1-4-41, 1-4-43, 1-4-44, 1-
7—44 1-7-&5) . ' ‘

: ii. JAdequate" teaching experience is not a function of time but
’ of excellence (1-3-2, 1-3-7, 1-1-60, 1~1-39).

iii. 'No spetific timeiperiod is appropriate for necessary
teaching experience, but three to five years would be a
reasonable norm (1- 6 40).

iv. The elements ‘noted in "The Process of Teaching” as per the
A.T.A. Policy Handbook (1984:151) indicate competencies that
"would reflect adequate pre-administrative teaching.
experience (1-3- 5)

v. Prlnc1pals of small schools‘need different kinds of teaching
experlence than principals of 1arge schools (1-4-42),

vi. Teachers, by virtue of the nature of their classroom work,
‘are a spec1al:form of admlnlstrator (1-5-20).

‘vii. The success of teaching experlence should be established by
' p051t1ve eyaluatlon reports (1-6-39, 1~ 5 42)

-viii, The Judgement of colleagues of the leadérship potential of a
 teacher would be a good -indicator of the adequacy of
teaching experience (1-3-4).

6. Regarding preparatory admlnlstratlve experience. Respondents all

. agreed that preparatory adminlstratlve experlence was de51rab1e for

*

those seeking more senior admlnlstrat1ve roles.

‘a.  The desirabillty of preparatory, admlnlstratlve experience.
Responses cited below are representatlve of respondents views:
i, Administratlve experience in junior roles is de51rab1e as it

helps one to-refine his or her skills and understandlng_
One grows into a job (1—&-46 1-6-42, 1-1-64, 1-2-52).

£
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Administrative experience in junior roles is important-as it
provides the background which allows senior administrators
to empathise with those they supervise. (1-4-45).

It is desirable for students of Educational Administfation
to have at least some administrative experience in order to
increase their understanding of some concepts (1-6- 7&)

~Adm1nistrative,éxperience in junior roles is useful to help

socialize individuals'into the norms of administration, to
help them develop a "vision" of educational organisations,
and to develop.a personal philosophy of administration (1-4-

.48, 1-6-43).

Generally‘it is desirable to advance from the classroom, to
school, to system-level administration,but such a progres-
sion should not be mandated (l 3-51, 1-7-46, 1-3-52, 1-3-50,

1-5- A7)a

preparation: for administrators (1-1-43, 1-1-62).

An internship or district-level training programmes: placing
aspiring administrators in administrative assistant roles

‘'should be an acceptable substitute for actual ‘administrative
“experience (1-7-47).

Administtators tend to be hired by boards on the basis of
job descriptions whose criteria can be met only on the basis
of’ an administrative service record (1-6-44),

b. Criteria for, judging the adequacy 6f'preparatery administrative

: experlence. The statements made by respondents are:

i.

il

iii.

vi.

The more criteria sed to assess the adequacy of preliminary
admlnls@rative work, the better (1-7-52). .

The length of experience is not a good predictor of

competence for administrators (1-2-57).

-

Experience in different locations and roles is-
vdesirable (1—2-5&). . '

"Boards valué broad experience in both staff and line

positions for. central office applicants (1-2-53).

The extent to which an admlnlstrator can formulate and
realize reasaonable goals is a good measure of adequate

. prelimlnary experience (1 7 54).

\

2

" The work'typically‘done by vice-principals may not be good
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vi. Successful administrative experience in junior roles is most
valuable but failure analysed and understood is also valid
and useful experience (1-4-47).

vii. Assessment centre reports may be useful but are not as reli-
able as evaluations of administrative work performed over an
extended period (1-7-15). -

viii. References can be selected by the hiring agency to preclude
the casual submission of biased recommendations (1-7-50).

ix. The evaluation of administrators is becoming more common and
such reports can be used to assess the adequacy of
experience (1-7-53).

x. Testimonials from superordinates, teachers, parents, etc.
regarding the competence of administrators would indicate
the adequacy of experience (1-7-48).

xi. An evaluation report from an internship would indicate
adequate admininstrative experience (1-7-49).

Recognizing qualifications. This sdbsectidn concludes the present-

ation of data from the first round of interviews. It compfises two

lpa(ts, the first of which presents comments generally supportive of

some form of speciai certification, and the second representative of

.expressed opinion opposed to the certification of édugatiénal

administrators.

a. In support of certificatibn. The following statements are
‘representativve éf those;comments‘whiéh were in favour of
certification:r

vih A 11cence is a,guaranty to the public of an adequate level
of performance and leadershlp potential (1 ~-6-60, 1-6-50).

ii. There should be an administrators’ credential based on
experience (academic and otherwise) which would reflect
competence (1-1-45, 1-6-7, 1-4-52).

xl)
iii. A certificate, based on the successful completion of course
work at an advanced level at a university, perhaps including
field courses of a practical nature supervised by the

%
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universities in collaboration with jurisdictions, would be

\\\‘\\ appropriate for those planning to become administrators (1-

7-23).

v. - Legiftﬁgg; certificates have to be issued by legitimate

agencies. In Alberta, the most legitimate agency is Alberta
Education (1-1-80, 1-7-64, 1-7-62).

v. A building-level credential based on training and experience
would be appropriate for assistant principals and
principals. A more advanced credential would be appropriate
for system-level personnel (1-7-61, 1-4-57).

vi. An administrators' credential should not distinguish between
roles (1-2-60, 1-1-42).

vii. School boards' selection criteria for superintendents have
been too uneven; some have demanded training, others have
not. The University of Calgary Faculty of Education
response to the School Act Review will recommend regulation
approaching certification for principals and superintendents
(1-6-45, 1-6-48).

viii, Administrative certificates should be issued for a limited

period of time, renewable only after demonstrated success

(1-6-49).

ix.. Province-wide regulations regarding principals' qualifi-

: cations may be dif ficult to apply and require exemptions,
given the many small rural schools in Alberta for which
there may not be qualified applicants (1-7-60, 1-1-85).

In opposition to special certification. The commerits which
follow represent those statements which reject a specijal
certification programme for administrators. >

i. Certification is no assurance of competence. It would only
provide a "make-work" project that would not accompllsh
worthwhile results (1-5-55, 1-5-54).

ii. No educational special1ty should require a special
certificate (1-3-53).

iii. It is important to maintain the decision making preroga tive

of the local jurisdictions regarding the selection o
Personnel.. Certification of administrators would restrict
those prerogatives (1-5-53, 1-1-67).
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iv. Administrative problems are neither caused nor solved by
licensing, source of appointment, statutes or master
contracts (1-2-55).

v. A cycle of appropriate evaluation following suitable
recruitment and selection procedures holds more promise to
af fect the quality of administrative performance than
certification schemes (1-5-57, 1-2-56).

vi. Increasingly there is a trend for employers to hire admini-
strators who have voluntarily upgraded their formal qualifi-
cations. Where the M.Ed. was once seen as appropriate
training for the superintendency, it is now viewed as more
suited to the principalship (1-7-56, 1-5-38).

vii. Regulations, as a control device, tend to prompt attempts at
avoidance (1-5-50).

viii. Credentials can never completely indicate an individual's
suitability for a job. Situational variables and personal
suitability are vital considerations (1-4-50).

ix. Variety (breadth) of experience and success in progressively
more responsible positions are predictors of subsequent
success. Required levels of training or periods of
experience are not (1-2-61).

x. Criteria of appointment should be based.on the best avail-
able applicants for particular jobs (1-3-59, .1-5-39).

xi. A mandatory credential might not be feasible given the lack
of applicants for isolated, rural or northern positions (1-
1-84, 1-1-92), '

xii, Regulations requiring specific credentials must not be
enforced until an adequate pool of aspiring administrators
exists, so as not to force boards to hire unsuitable
individuals just because they possess credentials (1-4-61).

xiii. . Credentials can attest to training and experience but the
right person for the job is one who can meet situational
needs and whose attributes complement those of other admini-
strators or staff (1-4-60).

xiv. Administrators should be appointed for fixed terms and be
subject to,évaluation and possible reappointment (1—6-53)

xv. -Many signlficant leaders in the history of educatlon in
~Alberta followed non-standard career routes, leapfrogging
some roles. A too structured approach to career development
would inhibit such individuals and deprive us of their
potential contributions (1-5-72,. 1-5-46).
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xvi. The Minister should enuniciate standards through guidelines,
recommending criteria of appointment and ways of determining
the extent to which applicants meet those criteria (1-6-55).

The Determination of Goals

The définition of a goal adopted by Alberta Education (Program _ g

Policy Manual, 1984:75) is "a statement which describes a desired end
in éeneral terms over an unspecified period of time." Mayer and
Creequod concurred with this.definition, noting that goals are generpi
in nature so as to provide a context or set of criteria by which‘to
judge the appropriateness of objectives (1980:8). The same authors
stated that "in short range or problem-solving planning, this phase may
be omitted, since objectives aré derived directly from some assessment
of an existing condition"” (1980:9). As the present study dealt with
issugs which‘involved education, training and experience factors, it
demanded consideration from a long-term point of view. As the "existing
condition" had not been thoroughly studied in a descriptive sense, no
complete assessment was available, Conséqgently, the determination of
goa}sbwas a necessary element in_the policy de§e16pmen§ process.

Althéugh consensus building was not an objective of this study,

it was appropriate to refer to the gdal determination stage in order to

7

find areas of agreement among the seven stakeholder groups. This is
_bécauée concurrence from groups with differing interests is more easily

: . . [ * P
secured at the general lével than it 1is in dealing with specifié
details. Jt is from the g:als cited below that specific objectives and
alternative courses of action were de;ived.

The parameters for the determination of goals for this study

were set by the three issue areas defined in the independent variable of

" :'L’;«/
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the conceptual framework and are derived from the responses gathered
during the first round of interviews. The sub-sections which follow

define three goal statements, each of which is supported by references

o

to the interview data. In order to avoid the need Lo restate pertinent

interview comments, supporting statements éﬁ% referred to using the

Ly
arabic numeral, letter, and roman numeral used in the preceding section.

Goal 1: the opportunity for formal preparation.

Educational administrators will have the opportunity to
develop, through formal preparation programmes, competencies
germane to their profession.

In the preceding ‘section, several statements were noted which

9

referred to the formﬁg-ontent, and nature of appropriate preservice and
inservice education and training activities. Formal preservice
education was seen by most respondents to be mainly the.resnonsibiiity
of the universities (3, g, i; 3, g, 1ii), howerer, there was a body
opinion which suggested training roles on rhe part of the schooll
“jurisdictions in nroviding systemaiic inservice training for teachers
e;pirlng to become administrators (3 d o ii; 3, d, v). Internships for
’ administrators in training would it was noted, require a collaboratlve
‘effort on the part of universities, jurisdictions, the profes51on, and
Alberta Education (3,.d, £§95, l,ﬁi: 3, 1,-4i1i; 3;v1,“iiii;'-The.
desirability of planning career de;eldpment so as to eilon.for'"life#
long"’learning combining post-secondary study and ﬁradeical‘work S
lerperience was generally endorsed (3, k, i; 3, k, ii).

"Goal 2: ‘the opportunity. for apbropriate experience.

Individuals aspiring to particular educational administration
roles will have the oppprtunity to acquire appropriate
preliminary experience. ‘
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- It was agreed by respondents that all educationai administrators
vshould*have had teaching experience (S, a, 1; 5, a, ii). 1t was further
noted that such enperience should expose the tedchers to appropriate
administrativerrole models (5, a, iv; 5, a, viii) and provide for a
range of experience‘at various schooi levels (5, a, v). Respondents
‘also indicated that preparatory administrative experience in;junior
roles was‘appropriate-to help adminiStrators develop snitable akrlfs and
attitudes (6, a, i; 6; a, dii 6, a; iv), however,.euch provision was
seen as desirable as opposed to necessary, and‘it was snggested that a
strict 'kareer ladder" approach be avoided (6, 'a, J). e
| Specific"provision should be made by the profession and‘jurie-
dictions to incorporate specific professional deVelopnent,elements:into o
the work‘roles.of aspiring administrators. Failnre to do'ao lessens the *
inetruttionai value of the experience, as was noted‘regarding'nany
assistant~principalships“(6 a, vi). ' |
| Jurlsdlctlons and Alberta Educatlon have the ablllty, throngh
the use of 1nternship or administratlve a551stant positions to augment
the number of indlviduals who are abIe to gain preparatory adm1n1~f-

-

stratlve eXperlence(6 a, vii; 3, e, 11)

' Goal‘3: eetabllshlngfqgallflcations.vin

@

'Indiv1duais who apply for particular edueational administration.
positions will be able to establish that they are qualified.
Respondents agreed that applicants for educational adminl—:i
stration positlons should be able to establish that they are persona}ly

“sultable and that they are duly educated and experienced ' DifferenceS'

LU

emerged however,'w1th regard to how such qualiiications are best

,establlshed. Some respondents favoured ‘a formal;tertlflcation'br
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credentialing programme (7,a, i; 7, a, i1i; 7, a, i1i) which should, in

-

the opinion of some, reflectxthe level of administrative role being
sought (7, 8, v). Other interviewees felt that qualifications would be
more convincingly established, and the quality of administration further

advanced by the use by school jurisdictions of suitable recruitment,

A

selection and evaluation procedures (7, b, v). . They noted further, that

the general level of qualifications of educational administrators was

advancing year by year (7, b, vi). "y

5

® i
Y

N
Those opposed to formal certificates or ‘credentials for admini-

N

. "l s : L 3 . .
strators stated the importance of situat%onal variables in admini-

strative success (7, b, xiii) and doubted that the posse851on of a
ceg?lficate would be a reliable predictor of cohpetence (7, b, ix; 7, b,
viii), In lieu of certification, some noted the significance of the
past performance of individuals as attested t& by testlmonlals,
references from supervisors and colleagues, evaluatﬁon reports, and

_assessment centre'reports (6,b, x,6, b, ix; 6, b, v111; 6, b, walx

' o 5, .
. . { . . o »
The Needs Assessment = . : e AN

Stufflebeam (1977:3) defined a need from a "discrepancy view" as'

"a. discrepancy between de51red performance and-observed or predicted -

performance. ‘ He went on to prov1de:@%e7follow1ng-comprehensive‘

vdefinition of a needs asseéssment:

a process for identifying and examining the purposes against
§».which needs. are to ‘be determined; getting these purposes °
modified if they are found improper or flawed; identifying the
things that are requisite and useful for serving the validated
‘purposes; assessing the extent the identified needs are met or

unmet; rating the importance of these met. and unmet needs; and \

‘}aiding ‘the audience in formulating goals, choosing procedures,
3{and assessing progress (1977 7) ‘ . :
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" Mayer and Greenwood-(1980°10) wrote. that the'needsras§ESsment

stage of the pOllCY development process is necessarily conducted in
S

conJunction wlth the specification of objectives. This is because one °

_cannot know what needs to assess until one has:determined the observable

n

'cond1t1ons ta be dealt with, and conversely, the. analyst canqiot set

objectlves unt11 he or she. is cognizant of the degree of change seen as

de51rable to be effected.
The paragraphs which follow ident1fy needs which were explicit

or impf:cit in the remarks of 1nterv1ewees during the first round of

A

interviews. Most of the statements addressing needs were 'cited in the
earlier section ‘in which the representative remarks were stated and so
such information is not repeated. For audit purposes, however, the code

‘numbers of .related interview comments are poted with each identified
a N ‘}t' . . . - ] '
.need. The identified\needé are categorized:with reference to the three

. . ~

PN

goal'statements tited in the preceding section.— - oo

) Needs related to Goal 1: the opportunity for formal preparation.

-

The following eight themes were identifled by the researcher from a

‘reV1ew of the resondents remarks related to the flrst goal

1. Unlver31ty Educatlonal Administration programmes are by and'

large, ‘unable or Unwill1ng to seriously undertake the develop-
ment “of technical level skills, or to endeavour to develop.among a

K]

s ~students, spec1f1c behav1oural characteristids (1a5 1& l-S—Ll,

145—10, 1-7—37, 1-7-7, 1—5—2, 1- 7—38 1 3- 4& 1 -1-22, 1-1-40, 1-

2 30) . .. R B ' ) s ' ‘ s‘-.' .; v ' .

Iy . - . -

2. Many admlnlstrators have not developed edequate supervision and

~

~ evaluation skills (1-7-38, 1-7-3, \1-1-;0, i-2:10, 1=7-35).
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3. Many administrators have not ‘been taught lthe’.role» expectations
‘of the education leader (1—7;57 12— AZ) . '

4, The university Edmcat1ona1 Admlnlstratlon programmes are too
narrow in scope and ‘fall to expose students to concepts and
expertise from other depart’-‘ments and faculties (1-6-10, 1-7-12,

* 0 1-1-21, 1-1-23, 1-2-3§, 1-2-30). o

.5." The administrative potentiai of teacfhers"is' not being s'}ls_t,emf.
atlcally developed by school _]UI‘lSdlCthu’S (1 5 19). ‘ .

6. University departments of Educaglonal Admlnlstratlon should

develop mission statements which emphas;ze the“res‘pon51b1lt)j to

prepare pract.itioners (1—2—2:9, 1-2-37; 1-7-65, 1“.1“553 1-1-54,

B -
¢ B . . -

- 1-2-41, 1-2-31). _

.

7. Many educational administrators from Alberta are enrolling in

. '
American university progr_ammes with lower standurds and are

a_vqiding;' programmes with .strict requirments (such as residenge |

o -

periods) in Alberta (1-1-37, 1-1-39); Cor oL e
8. The organizatlon of course content into three credlt honr units

fog some toplcs fragments its study ‘ and may 1es$,en the
. A 7 . v
conceptiual development of students (1‘-3-45) D

A s

Needs related to Goal 2: the opport‘unlty for - appropriate

LI - -

e"perlence. Needs statements expressed by 1n:erv1ewees re}lect‘ed the
B s -

.concern’ of some that current regulatlons do not requlre admlnistrators,

exce.pt» superintendents,' to have had prlor experience as teachers.

» -

Concern over the appropriateness of the *asmstant—prlncipalshlp as-it,

+

\

typlcally is arranged was. also expressed - S :

4 ¢
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1. Individuals who aspire to educational administration roles
. <

definitely should have had experience as teachers (1-7-99, 1-4-
54, 1-1-56, 1-2-5], 1-6-57, 1-4-40).

2. The work typically done by assistant principals’is not good

preparation for, educational administrators (1-1-62, 1-1-43).

Needs related to Goal 3: establishing qualifications.

Respondents indicated the following six needs related to establishing

the qualifications of;tﬂqse who apply for educational administration

"’ positions: Lo
r S Ca . 'e..
1. Criteria used, by school jurisdictions to select administrators

vary too wfdélytxfgﬁsnre a consistent and desirable level of
- . N

’,

performance (1-6-47, 1-7-64, 1-6-7, 1-7-61, 1-7-23, 1-6-55, 1-4-
49, 1-6-46, 1-1-4S). ‘

2. There is a need” for, consultation among reference groups
) -

regarding changes in the criteria for appointing educational

administrators (J—A—AQ;'I—7—72L
-~ b - ‘ . i ' .
3. The existing regulation governing the appointment of school
"superintendents is not meaningful (1-1-88, 1-6-48).

4, Boards do not»pypicaii&iﬁave personﬂel pglicies which provide
bfor the:brbper assessment of the potential bf aspiring adﬁini—
strators, the planning of their subséquent professional develop-
meﬁé, and their eventuai evalliation (1-2-56).

5. Ihere is a lack of clear statements of roleve%pectations fpr
educatipnél adminigérétors'(l—3—54). _ | 0

6,. Somé adminisﬁfétors "retire into tﬁe.ranks"-and fail to develop

ﬁrofessidhallf %fter.securing;an'apédintmenﬁ (1—6—52).~ »

.
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The Specification of Objectives

Albefta‘Educétioh defined'anAobjectivelas "a statement of
- desired specific results 'to be achieved,over a specified period of
" time." Lt'an3wefs both 'what' and.'wheﬂ' (Program bolicy Manual,
'i984:75). “ﬁayer and Greenwood (1980:10) concurred, identifying four
elements to be noted: 1. the condition to be remedied oAr‘the state to
be achieved; 2. a finite population in which’that qondition exists; 3.
a time frame in which change ;g to occur; and 4. the amoﬁnt and direc-
tion of change sought in the condition. In specifying tﬁe objectives,
it is incumbent upon the analyst té bear in mind the:constraints in the
policy environment such as limited funds, available human resources, and
the rate and degree of social change which are acceptable to the par-
ticipants and to the public. "It should be noted,\however, that in
complex policy situations, the analyst will probably not be entirely
cognizant of all of the important aspects of the policy environment.
-This is one reason that the policy development model (seeiFiguré 1.3)
provides in Stagé 5 for the*éstimatioﬁ of consequences of alternative
actions, ana in the present study, arrangements were made fof a second
round of data gathering.

The objectives which were designed to guide the development of
policy qlternatives were derived from a process of intg;action with the
determination of goals and the assesément of needs, aéd‘so are'sta;éd

under the headings of the three goals developed earlier.

Objectives related to Goal 1: the opportunity for formal

preparation.’ Objectivesjrelated to this goal as derived from the

assessment of needs are:
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A coordinated approach to the preparation of educational admini-
strators will be taken which will involve the univprsities, th(:
prof essional organisations (the A.TZA” the Council on School
Administration, and C.A.S.SJ; the AS.T.A. on behalf of school
jurisdictions,. and Alberta Education. These groups will consult
ana cooperate in order to develop a model which will provide for
the identification of competencies, skills, and knowledge
intended to enhance the performance of incumbent and aspiring
administrators. The model will identify education and training
tasks to be addressed by the various agencies in keeping with
their respective qualities and resources. Initial meetings to
explore the issues . could be held in the winter of 1985, wifh_
implementation of the godel in the fall of 1987.
Several areas of conéeptual development have been identified as
Seing important to the successful practice of educational
administration (as was noted in the review of related
literature and in section two of the presentation of data
derived from the first round of interviews). Univérsity‘
departments concérned will consult with representatives of the
other stakeholder groups and will assess the extent to whigh
their respectivé programmes comprise components seen as
appropriate, subsequently taking action which the respective
departments deem to be appropriate. Such reviews and consult-
ation’could begin in the fall of 1986.

There is considerable deménd from practising and aspiring

educational administrators for university - based educational
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administration preparation programmes. Each University will
/\‘QOnéuct a survex‘through the good offices of school juris-
dictions in areas they do or might serve in order to determine
the extent and nature of service needed. The survey results
would thgn be reviewed by Alberta ﬁducation and the Department
of Advanced Education in ordef to determine the degree ‘o f
special project funding that would be required to meet the
identified needs. The survey could be conducted in the spring

of 1986.

Objectives related to Goal 2:; the opportunity for appropriate

experience. Objectivgs related to this goal, as derived from the’
aséessmeqt of needs include:

1. Alberta Education will make local jurisdictions aware of the
benefits associated w;th recruiting educational administrators
with'appropriate preparatory experiénce. Communication from
Alberta Education could be issued in the winter of 1985-86 with
appropriate responses from local jurisdictions by the spring
of 1986.

2. Regarding on-the-job professional growth for administrators
within jurisdictions, refer to quective one in the preceding
sub-sectién. .

‘Objectives related to Goal 3: establishing qualifications.

\

Objectives related to this'goal,'as derived from the assessment of needs
are:
1. Alberta Education will communicate to school jurisdictions

criteria. to be considered when educational administrators are to
bl
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be recruited, selected and appointed. Such communication could
be issued in the winter of 1986-1987 with provisions to be
applied as of April 1, 1987.

2. Alberta Edugation will require local jurisdictions to develop
poliEy statemenis related to the evaluation of school and school
system administrators.J'The guidelines accompanying the

~directive will refer to the need for such policies to address
the development of suitable role descriptions in consultation

with the administrators.

The Design of Alternative Courses of Action

Conducting a policy development exercise using: the models
illustrated in Figures 1.2 and 1.3 presumes that a choice of.-feasible
policy options exists. This stage of the process is intended to
specify, in oper;tional,form, policy alternatives which incorporate as
many of the stated objectives as possible while presenting to the policy
maker cQoices which reflect more than trivial diff?rences in approach to
the policy problem. |

The preliminary pqiicy alte;pgtivesTarb'presented in Appendix 2.
The alternatives were designedlgo meet as many of the objectives as
possible, are based in large part on the data gathered in thé>first‘
round of interviews, and meet the four ériteriavof adequacy ;ited in
«Chapter II, efficiency, effectiveness, feasibility and ethics.

Because the researcher, at this stage, did not have sufficient
undérstanding of the per;inent aspects of the policy eﬁyironment to make
final policy recdmmeﬁdations, he chose to develop preliminary poliFy

recommendations which, while satisfying the criteria noted above,
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emphasized the differences of 6pinion expressed by interviewees, rather
than aspects on which agreement was communicated. This strategy was
intended to serve tJo purposes. First, the researcher thought that the
presentation of sharply contrasting éptions would help to clarify the:
differences between the alternatives, and encourage respondents to
enunciate reactions which clearly reflected both their personal
opinions, and the prevailing thinking and policies of the respective
organisations., Second, the reséarcher wanted to expose the respondents
to what appeared to be their more extreme positions in order‘to give
them an opportunity to confirm or to modify their statements. 1In
effect, the presentation of the preliminary 'policy alternatives to the
respondents served as a reliability check on the data gathering process
used in the firgt round of interviews;

Due to the dichotomic nature of the interview data regarding the
formal preparation of educational administrators, and the most
appropriate approach to recognizing preparation and experience, two
~contrasting alternatives were Eropéséd for each issue. As there
appeared to be consefisus among respondents regarding the issue‘of
preliminary prdfessional-experience, only a summary stateﬁent was
devéloped. -

The first issue,‘the'formal preparation of educational admini-
strators, was developed in such a way a; to emphasize the pronoqpcéd
differences.expréssed by interviewees regarding the mission of the
university‘Educational Administration programmes. Some respondents
Aefihed the role of the university so as to emphasize its.achemic role

o . ".,
within the scholarly community, while others séressed the service
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function which would focus on the preparation of practitioners.
Although it was not the researcher's original intention, several
comments from interviewees regarding the appropriateness of relating
pre%ervice to inservice development activities, and viewing, the profes-
sional growth of administrators from a life-long learning or career
perspective, caused him to define formal preparation as professi&nal

-
development activities carried out in a systematic manner usiné the
educational or training resources of the individual student, the .
universities, the professional organisations, employers, or others, és
appropriéte to specific idéntified learning needs.

‘ Alternative 1 emphasized Educational Administration progfamme;
as components of university graduate level.research and scholarship. In
this alternative, the role of thé university was seen to be largely to
foster knowledge énd understan@ing of Educational Administration, while
other agencies would be responsible for systematically developjng
Vadministrative behaviour through>supervised work experience and skill
oriented training activities. | | | |

Alterﬁative 2‘charged the university with the broader
responsibility of developing competencies among educationalkadmini—
strators. Competencies were c&nsidered to be the ability to execute
ad&inistrative tasks based on related knowiedgé“and understandiﬁg.
Under Alternative 2, the Qissioﬁ statements of departments of
Educational Administrétion would emphasiie the“dévelogmen{ éf
practitionérs and consequently would have to effect séme changes in
‘their criteria fér student seléct%on and judging success within the

programme,
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Alternétive 3 provided for the cértification of educational
‘administrators by Alberta Education béééd on defined levels of
university preparation and periods of professional experience. A two
level certification scheme was proposed as it represented g;more‘
rigorous approach, and, as noted above, the researcher intended to
present options which contrasted most sharply. A limited form of
"grandfathering"” to protect the positions of incumbent administrators
was also proposed. |

Alternative 4 presented a "policy-driven" approach to
encouraging jurisdictions and administrators to value and foster

appropriate entry-level qualifications and on-going professidnal growth.

The Alternative was expressed in a form similar to that used by Alberta

Education in the Program Policy Manual and recognized the Department's

role in providing educational leadership and financial resources, while

acknowledging that educational administrators are employed by and are

primaril} accountable to local school “jurisdictions. While the Alter-
nqtive‘placed some constraints‘on how special grant money may be spent,
sufficient latitude was provided so that training and educational
-activities cogld Pe appropriate to individual and situational

requirements.

~

A



CHAPTER V
REACTIONS TO THE POLICY ALTERRATIVES

Introduction

This chapter details the reactions of the individuals who were
representative of the reference groups to the preliminary policy alter-
natives presented in Appendix 2. The reactions of the interviewees were
important to the present study in that they confirmed, clarified, or
modified concepts derived from the first round of interviews, and also
indicated the points of view that the policy analyst might expect the
respective groups to take with regard to the final policy recommend-
ations which are presented in the next chapter.

After conducting the interviews and reviewing their contents,
the researcher identified eight conceptual categories ‘which emerged from
the remarks of participants and which were germane to the policy issues
being studied. As 453 such comments were recorded, the resSarcher
selected for presentation those which expréssed"the range of opinions
stated by the participants, and rgferged to relatgd or similar comments
.through the iﬁterview code numbefs. Remarks are repérted under tﬂe

4

following headings: 1. university programmes; 2. competency-based

programmes; 3. the administrative infernship; 4, 1inservice prpgfammes;
5. communication among reference groups:‘é.: professionai Exper?énqe;
7. certificatidn for administrators; aﬁd 8.“ reaction to theiﬁolicy
approéch . 7

o The data reported iqfthe above catégories'probided the

researcher with a sense of the rénge of thought related to the policy

issues, but did not present the data in sqth a way as to indicate

W
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concisely the policy positions of the several stakeholders.
Consequently, the concluding. pages of this chapter outline the stances
on the policy issues of the respective stakeholders: Alberta Education,
the Alberta School Trustees' Association (A.S.T.A.), the Conference of
Alberta School Superintendents (C.A.S.S.), the Department of Educationsl
Admiﬁis:ration of the University of Alberta, the Faculty of Education of

( ¢

the University of Calgary, and the ﬁggﬁlty of Education of the

University of Lethbridge.

Presentation of Data

University prog;ammes.r The comments which follow are

\

representative of statements made by respondents with regard to
university Educationsl Administration programmes:

-i. Educational Administration is both a field of study and a
field of practice (2-6-33).

ii. Tt is not appropriate to have conceptual content dealt with
by universities and technical skills handled by
practitioners (2-6-3, 2-5-10, 2-5- 6 2-5-38, 2-3-8, 2-2-1,
2-2-7, 2~1-1).

iii. Learning based on theory and research is géneraliiable to a
range of work situations (2-4-2, 2-6-58).

iv. Administrators'nsed technisal skills but also should show
' eviderice of theory and research in order to gain credibility
with boards, teachers, and the publac (2-6-4).

v, Conceptual development should be fostered in all unlver51t)
courses (2-7-30, 2- 6 6, 2-6-7, 2—&—8)

vi, UniVersities can teach skills and develop competencies if
they have skilled people -on staff with backgrounds as
succagsful administrators (2 7-4, 2- 7-8 2-6- 21 2-3-4, 2-2-
12, 2-2-15, "2=~ 2- 16). - .

vii., Skills of.writing are essential to administration and imply
~underlying thinking skills (2-6-34, 2-7-3).
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viii.

ix.

xi.
xii.

xiii.

xiv.

Xv.

xvi.

xvii,

xviii.

. ‘41'@3 ﬁx .

XX.

xxi.
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Case studies should be the bases of courses by which theory
is integrated with practice (2-2-2, 2-2-9).

As the administrator advances in academic programme and
career level his scop€ should broaden, making the individual

. a 'statesman' more than a speciallst (2-2-14).

Preparation programmes should.adopt a multidkeciplinafy
perspective (2-2-26, 2-2-27, 2-2-28).

General schplarship, informed by study of the humenities, is
important as a base to the skills of management (2-7-9).

There is a need for educational administrators to have a
background in curriculum and pedagogy (2-6-52, 2-4-15).

The focus of Educational Administration should be education
and should not be shifted to administration as a discrete
field of study (2-4-16).

Programme content should not be restricted to how education
is managed in Alberta. A widér view is appropriate (2-2-
17). - : : ‘

An extreme academic view of teacher or administrator
education that focuses only on research and publication will
result in preparation going elsewhere (2-7-26).

Success within theoretical aspects of courses may be
determined using conventional academic criteria, but courses
dealing with the application of theory should test the

students' skills of application (2- 3—34) ‘

Government should not suggest course content—or methods to
the universities but could legitimately identify topics to
be addressed in programmes (2-7-38).

The universities should not be obliged to include topics in
a-programme simply because practitioners recognize them as
accepted practice (2-7-16).

No department is going to issue degrees to people for being
capable administrators. Scholarship must be a factor (2-5-
40). ' '

Potential as administrators should be considered émong
admission criteria for Educational Administration programmes
(2-1-3, 2-7-11, 2-7-12, 2-5-5, 2-3-32).

The practicum or internship is not precluded from a
university Educational Administration programme (2-5-12).



148

N

xxii. Programmes should be differentiated to reflect different '
levels and the wide range of administrative roles which
students will assume (2-5-8, 2-5-9).

xxi1ii. Faculty members should possess skills and competencies in
the areas in which they teach (2-3-26, 2-3-10, 2-6-36, 2-7-
5, 2-7-31).

xxiv. Changes to graduate programmes are not easily accomplished
and advice from external groups may not be implemented
readily (2-6-30). - '

xxv. It is not feasible to have separate organisations looking
after different aspects of preparation, preservice and
inservice. The tasks should be coordinated (2-7-1, 2-2-4,
2-2-13).

Competency-based programmes. The following concepts reflect
the remarks made by respondents regarding competency-based programmes:

i, Universities, in North America at least, are not essentially
academic communities. They are essentially vocational
schools (2-3-1, 2-3-3, 2-3-4, 2-2-7, 2-2-19, 2-1-5, 2-1-19).

ii. A éompetency—based approach is good asklong as‘there did not
develop a 'recipe’ approach to administration (2-7-7, 2-3-
24, 2-3-25, 2-3-27, 2-3-29).

iii. The seeds of Alternative 2 are already well-defined in the
: form of Project A.S.K. and could be implemented, but it is
" 8till undesirable (2-5-34). :

iv. There would be some support for a compétency-based programme
at the Master's level, however, there would be unfavourable
reactions if we had to redesign courses and the activities .

~ of -the Department'(2-5—36)J; ’ '

v. When the. University of Lethbridge tried to develop a

- ‘competency-based approach for the teacher training

programme, it ended up with a neveér-~ending list of
competencies (2-7-10).

vi. A cqmpetency-based épproath:is like an apprenticeship which
causes the replication of current practice (2-6-5, *2-5-29).
vii. Competency-based programmes tend to address skills which are
very situation-bound and contextually-defined, and are
- . therefore subject to: obsolescence and inappropriateness (2--
‘ 5-33). ' : - e ’



-

149

viii. Alternative 2 seems highly efficient -and effective. but thls
’ level of analysis is superficial (2- S 33) .

ix. "The view of administration pOSed by competency based
programmes is too instrumental, too technical too much
'doing', to the diminution of analysis and thinking. Teis
too narrow, even if you can -do-it (2 5—32) . o

The admlnlstrative internsh1p The comments yhich follow )

-

reflect the positiwve fashion in which most respondents viewed the'

RN

administrative internship:

i. There would be room for practicum or internship activities;. ‘
within graduate programmes if jurisdictions would 'cooperate,” =
costs could be covered, and if supervising administrators
would cooperate (2~6-1I,.2-6—16; 2-6-18, 2-6-19, 2-7-29).

ii. In education, in contrast to. medicine or engineering,
practitioners are reluctant to try to apply theory to work
situations. Practice oriented components in the preparation
programme might overcome -.this.reluctance (2-4-6, 2-4-5, 2-3-

'9). . N

- 1i3, Ihterns learn how “to ‘deal with people in_new contexts
e (boards, parents, etc.) in 16w risk situations that allow
the intern to try out.ideas without gettipg iﬁco serious

trouble (2-3-6). o . :

iv. _The most va11d heasure of competence is performance in an

‘ administrative setting, and so the internship may.have
particular value (2-1-24). . , o N

v. Internshlps should put studenfs ia new learning situatione
(2-6-13). _

‘vi., The 1nternship should not be compulsory for students who
already have administrative experience (2 6-16).

vii. - The 1nternsh1p will provide opportunities for adminlstrative"
experience for the many who havé not had occasion to serve
as- administrators, thus adding to the pool of principal
candidates (2-7 21). . o

viii., A practicum adds to costs, but we would be most inefficient
' if we did not provide proper programmes (2-3-37, 2-6-12).
" ix. A main problem is keeping students and‘gheir families alive -
while engaged in pract1ca1 programmes (internships) (2-3-"
v 38)



xi.

xii.

= . N

~ 150

-The presence of practicum or intern students in the school

system would'providé useful input from the academic world to:
inform the act1v1tles of pract1t1oners (2-4- ﬁ, 2-7-20, "2-6--
14). " O . - -
Boards ﬁaveAalready expresded support for teachers to
participate in the -Outreach Programme that requires release
time. To the.extent that there are apparent benefits to the
system “from studies conducted or potential administrators
developed the support of beards will 1ikely continue (2-4-
11). :

Intern supervisors would have to be carefully chosen and
understandings reached regarding the goals ‘of ;the programme,,
as is the case with the ‘teacher training programme (2-6-15).

>

‘Inservice programmes. The follow1ng comments are representative

of respondents’' remarks durifig interviews regard edntational admini-
P el 8 g ( .

-

LI

strator inservice programiies: o AR

°’ i.

S

iii.

vii.

vidi.

.(2567) e st o

. delxvery (2-5-16),

An increased emphasis A inservice development is
appropriate with or vlthout the use of un1vers1ty personnel
(2 7r&5) - : 8 . .

N i ) . /:’ : ] ‘. v, . :
In’ some‘jurisdictions, boards provide only wWinimal support
for administretor conferences and inservice. Other juris-

dlctlons are - just’ “the opposite (2—7 &3) A

s

Monltorlng of . Jurasdlctlon éct1v1t1es by Alberta Educatlont
al%pg with the prov131on of 'grant ‘Honey .could effect
improvement in the 1nserv1ce development of admlnlstratﬁrs
(2= 7~46) R ST - :

Ce - o

v TTaining is.bestjbniltslnto»partidf'joﬁ'Eiperfence (2-5—75) :

Inservice programmes requ;re local- dec1sion maklng (2 7—&0)

It is possible to have effeotlve short tralnlng programmes

o
et
4

The universities should play a role in the preparatlon and
organization of inservice progfammes as well as 1n their..

T 7

-

The role of the university in theinservice programis one

of brokerage, bringing together people who want to learn,; -
with 1nstructors who have time, knowledge, and skills (2-6— =
22) v ) . . e

PR
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ix.- The Universicy of Calgary brings in well quaiified
practitioners to teach inservice courses (2-6-21).

x. Inservice courses at the University of Calgary are usually
offered on a credit basis so as to count for salar increase
‘purposes (2-6-23).

xi. An advantage .of having universities offer inservice
programmes is credentials and transcripts and hence
financial recognition for course work (2-6-24).

: ' Ol
xii. Scme insérvice development may have to be mandéied in
' keeping with changed role expectations (such as evaluation
skills). Exemptions ‘may be made for those who have achieved

competency (2—7 48).

xddi. The educatlonal standard realized by an administrator does
not mean much ten’ years later: Development needs should be
mef as noted ip Alternative 4 or through a formal
educational leave (2-7-47).

xiv. 'As a minimum, the province could be persuaded to support the

Centre for Educatlonal Leadership in. Alberta (C F.L.A) -
maybe a more ‘generous fashion (2-1-69). '

xv.‘~It ‘mavy. be dysfunctional to measure and record the levels of
proflclency ‘displayed by administrators as a result of
profe581onal development activity (2-5-14).

xvi, Most faculty members would endorse the b851c concepts

: implied in‘Altérnative 1, although most would want to see a
degree of continuity between the university and inservice
programmes (2-5%15).” :

Cdmmunicatlon among reference groups Thefbllowing remafks
made by 1nterv1ewees are- chanacterlstlc of those referring to the nature
_and degree of communicationwamong’reference groups:

i. There are avenues for communication bet ween universities and
practitioners. Faculty .mewbers work with jurisdictions and

gain insight into field developments (2-6-26).
ii. It is up to Department Heads to initiate communication with
interest groups and to subsequently advise faculty members

(2-6-10, 2-6-31). | \

iii, Conta;? with students provides feedback to professors which
influénces course content (2-6-9),
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vi.

vii.

viii.

ix.

xi.

xii.

xiii.
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University of Calgary inservice offerings are selected on
the basis of needs assessment surveys and feedback from the
field (2-6- 20)

The Faculty of Education of the University of Calgary each
year seconds seven to 12 teachers to serve as instructors
and so is expesed to ideas from the field (2-6-27).

The level of communication among universities and
practitioners is not at all satisfactory (2-4-12).

There has only been one or two discussions (regarding
Educational Administration programmes) held in the last four
or five years, and that only with the University of Alberta
(2-1-17, 2-5-21). ‘

The response of the universities to the Centre for
Educational Leadership in Alberta (C.E.L.A.) proposal is
regretable and pathetic. This is an area in which the
universities should have provided leadership. Instead,
there was a vacuum which A.S.T.A. tried to fill (2-4-13, 2-
4-18).

There has to be closer cooperation between jurisdictions and
universities (2-4-10).

Over the years communication between the, A.T.A. and the
universities has tended to_ concentrate on the content of the
undergraduate teacher education programme as opposed to
graduate level administrator programmes (2-3-17, 2-7-13).

Ad hoc committees to offer advice on spec1f1c aspects of
educational administrator preparation programmes could be
useful (2-5= 24, 2-4-17).

Perhaps there should be an initiative from C.A.S.S.
regarding formal contact about the preparation of admini-
strators (2-7-14).

The traditions in respectlve universities differ, for
example, the extent to which faculty members get out to work
with students in the field.  Such differences may limit the
effects of communication (2-7- 25)

It may be desirable to try to foster formal communication
with representatives of the field. In the past, there was
contact with the Greater Edmonton Regional Council on School
Adpinistration, and C.A.S.S. (2-5-19, 2-7-18, 2-7-19, 2-7-
22, 2-7-23). o~
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xv. There should be communication between the university and the
field of practice in order to define the appropriate or
salient conceptual structures to develop (2-5-7).

xvi. Evaluation and feedback regarding university programmes by
reference groups would be useful information for the
universities (2-7-24).

xvii. Should a coordinated inservice agency be developed, it would
' be important that an advisory committee be established which
would coordinate university and inservice activities.
Consultation in this context would be two-way (2-5-26, 2-7-

28).

xviii. *Programme advisory committees of practitioners and employers
would be difficult to organize and maintain here, but it is
an alternative. It would be difficult to select people who,
in fact, represent theée practice of educational admini-
stration, to find things for them to do, and to sustain
their interest (2-5-22, 2-5-23).

xix. Informal communication can be more useful than the formal
which might require meetings, delays, resolutions, etc. (2-
6-32).

Professional experience. The following comments reflect the

views of interviewees regarding the issue of preliminary professional
.experience for educational administrators:

i. Concepts expressed in Issue 2 of the interview support
material regarding the importance of preparatory teaching
experience and the desiyability of junior level admini-
strative experience are dcceptable (2-1-28, 2-3-40, 2-4-19,
2-5-43, 2-6-37, 2-7-32)}/

ii. Present regulations requiring five years of teaching
experience for superintendents are meaningless as predictors
of administrative success (2-2-34). .

iid. Administrafive and leadership skills are largely independent
of teaching ability (2-2-33).

iv. Most teachers would not have confidence in an administrator
who had only two yeQrs teaching experience, conducting
evaluations (2-6-55). : :

v. The use of successful experience as a qualification for an
administrator's certificate is essential. Such experience
could be in an employment or internship context (2-1-33),

- ©
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» -
vi. The internship can not substitute completely for experience

(2-5-44).

Certification for administrators. The comments yhich follow

reflect the opinions expressed by interviewees regarding the certifi-

cation of educational administrators:

i. In effect, the "job interview before a school board is an
oral examination; however, the problem with this is the
vagaries of interviews and the inconsistencies between \\
jurisdictions (2-1-39).

ii. The provisions of Alternative 3 would not ensure successful
administrative practice, but they would move toward the
demonstration of learning and perhaps competence, providing
a first level of screening (2-6-43, 2-1-48).

iii. There is a certain logic to expecting a common standard of
qualification among administrators in all parts of Alberta
(2-7-33).

iv. Why should we certify teachers? If we should certify
teachers, it follows that we should certify administrators
(2-1-53). '

v. :A%ﬁértificate guarantees a minimum standard and identifies
"&n appropriate pool from which administrators may be chosen
(2-6-38).

vi. A certificate would provide credibility and autﬁority for
administrators in dealing with teachers (2-6-39).

vii. Alternative 3 would provide the incentive needed by that set
of administrators who have not bothered to upgrade their
qualifications and would recognize the achievements of those
who have (2-6-42). ’ :

viii. The criterion demanding 24 credit hours of graduate work
indicates diligence, promptness, ability to communicate with
other graduate students, and the ability to get. along with

- professors (2-6-45).

ix. There is now no adequate regulation. Administrators can be
hired off the street with the qualification that they smile
a lot. A teaching certificate is not enough (2-7-37, 2-6-
46). B

x. Two years of teaching experience is not enough for a super-
intendent. The required trainifig programme should, perhaps,
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be raised to a Master's degree for all administrative
positions (2-6-47).

xi. The lead in time period for Alternative 3 is appropriage (2-
6- 48)

xii. The rules governing the roles of administrators are
arbitrarily changed from time to time, so it would not be
unusual to change certification requirements. Admini-
strators probably won't object too strenuously (2-6-57).

xiii. Government regulations should require a general level of
graduate preparation (an M.Ed.) and leave it to the
universities to counsel students regarding courses, and to
boards to demand specific aspects of training (2-6-53).

xiv. The geéneral educational requirement of Alternative 3 is not
adequate. There should be specific areas of competency
identified as compulsory programme elements. Just to -
specify 24 credit hours allows universities to do whatever
they want, thereby eliminating the benefits of standard-
ization (2-7-35, 2-7-39). ﬁ

xv. Certificates should be issued on a term basis with

continuance dependent on on-going course work (2-6-41).

xvi. Term certification would be too complicated to administer

xvii. ‘The_grand athering clause is appropriate (2-7-53, 2-3-63).

xviii. The current corps of administrators should be fully grand—
- fathered as their administrative performance will provide
ample evidence of their capability - evidence which is more
valid- than academic degrees (2-5-50).

xix., All administrators, with sufficient lead time, .should be
required to qualify for a certificate. Good administrators
should not feel threatened (2-6—56). o

xx. The lead-in time period for. Alternatlve 3 is appropriate (2-'
- 6-48).

xxi. Administratorg‘ should be required to have successful
© experience éither in the .field or in an internship (2-7-42).

xxii. Administrators are more likely to fail because of inability
to establish appropriate relationships with people than they
are to fail due to lack of knowledge or writing ability. To
this extent, successful teaching experience, which is



156

largely dependent upon establishing effective relationships,
would be a good predictor of administrative potential (2-1-
40, 2-1-42, 2-6-44).

xxiii. I suggest that Alternatives 3 and 4 be combined to reflect a
standardization of requirements with a proviso that
ingervice grants be provided as outlined in Alternative 4
with support for short courses (2-7-44).

xxiv. = Certification requirements may have to be waived for small

schools in rural areas (2-1-36).
. 4

xxv., I don't think Alberta Education would buy Alternative 4,
even without the $500. We might buy an Alternative between
3 and 4 that were more prescriptive on the guidelines
instead of getting into this whole mess of certification (2-
1-64, 2-1-65, 2-1-66).

xxvi. The supposed lack of public confidence is a 'straw man’.
Local surveys tend to be very supportive of the local
school. Setting upbarrlers to admission, making admini-
stration a "closed shop" will not boost public confidence
(2-4-29, 2-4-30). .

xxvii. Certificates are appropriate if they are meaningful, but
Alternative 3 is not (2-2-37, 2-5-45, 2:5-53).

xxviii. Alternative 3 does not provide meaningful criteria for
‘ certification. There has to be a basic standard, but that

. is established by the requirement for a teaching certlflcate
(2-4-26). '

xxix. Academic success has no bearing on administrative potential
(2-2-38). : ‘

XXX. Attempts to introduce special certlflcates into teaching
have just led to more and more confusion. The potential for
-exponential bureaucratization is awesome (2-3-48, 2-3-62, 2-
5-45, 2-5-47). ‘

xxxi. The skills needed by administrators vary with spec1f1c
assignments in particular jurisdictions. This fact is not
reflected in Alternative 3 (2-3-43, 2-3-44, 2-4-24, 2-&525).

xxxii. It is.far better to rely on the demonstrated performance of
individuals to assess their qualifications than to rely on
the implications of certificates (2-3-49),

xxxiii. To implement a certiflcation programme so as ake it
effective would be so costly that the amount of/gain would-
not be worth the cost (2—3 58 2-3-51).
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xxxiv. The performance of individuals is subject to changes in
personal circumstances, hence a certificate does not ensure
effective” performance (2-3-52).

xxxv. A certificate tells perspective -employers nothing that is
not implied by ¢he possession of a master's degree or a
professional diploma (2-3-53). ,

xxxvi. With Alternative 3, the public would be fooled into thinking

: that they have something meaningful (2-3-59).

xxxvii. Alternative 3 would prompt a resolution of objection from
the A.S.T.A. as-it provides a limitation on board autonomy,
limiting the range of people from whom they could choose
administrators 2-2—49).

xxxviii. The A.T.A. would be quite opposed to Alternatlve 3 (2-3- 51
2-3- 57).

xxxix. This type of certification structure implies’ the mastery of
a level of performance that does not need further develop-
ment (2-3-45).

x1, From the gdvernment point of view, if this were to happen in.
administration, they would press for it in counselling. and
then in other spec1alties (2-3-61). ' ,'

xli. - There is too much risk that controls may be externally
- imposed regarding which courses must be taken, and what the
content of those courses should be (2 5-52, 2-5-55).

x1ii. There is a risk of course overloads within university
- departments should certificates be required (2-5-54).
xliii. A certification structure would have the effect of discour-
' aging the increased part1c1pation of women in educational
administration as it may be more difficult for women with
family responsibilities to pursue &raduate coursework in
early to mid—career (2 3-81).

xliv. The timing of Altetnﬂtive 3 is not in keeping with the
spirit of the new school act or the Management and Finance
Plan (2-5-56).
Al . Q x
xlv. Alternative 3 reflects the exercise of .the authority of the
Minister, not his accountability (2-5- 57)

Reactlon to the policy—driven approach The statements which-

follow reflect the opinions of 1nterviewees about using a policyrdriven

approach to improving administrative performanqe in education:

b
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i. We are in favour of Alternative 4. The principle of using a
policy-driven approach is valid (2-5-60, 2-4-20, 2-2-48, 2-
3-64).

ii. The three preamble statements and the policy statement ot
Alternative 4 are appropriate (2-5-64).

iii, It is altogether appropriate to requjire local jurisdictions:
. to make rationally guided decisions (2-5-64).

iv. The numbers of administrators needed is not so great, and
talented persons not so rare that emphasis should not be
placed on careful recruitment, selection, and introduction
to administration, rather than relying on validating ability
through formal study and certification (2-5-73).

v, Ideally,\administrators'professional devel opment would be
covered. by the teacher inservice policy, however, to the
extent that a statement is needed to draw attention to the
need for administrator inservice, this approach (Alternative
4) is acceptable (2-3<70). _ o

vi. Alternative 4 respects the professed government policy of
local autonomy (2-3-65).

vii. Alternative 4 provides more flexibility to meet local needs
which differ widely in very small and very large juris-
dictions (2-4-22, 2-3-64). ‘ ’

viii. Alternative 4 would be effective to the extent that advice
= were available to boards regarding policy development, and
professional development funds were made available (2-2-52).

ix. The boards will not view-Alternative &4 favourably unless
they are assured of adequate government Tunding (2-6-63, 2-

6-66). - ~ :

Xx. Guidelines S and 6 are acceptable. It is appropriate to try
to lead people rather than to push or compel them (2-4-31).

xi. Guideline 6B (regarding conference attendance not qualifying
"~ for provincial funding) may not be appropriate (2-3-76).

xii. Guigélines,should not unduly.restrict decisions and.thus
violate the principle of a policy-driven approach (2-5-65).

xiii. There should be more atténtion paid in the guidelines to
recruitment and selection and not an overemphasis on the
delivery' of professional development activities (2-5-70)._

\ ' ) .



xiv.

XV.

, XVi.

xvii,

xviii,

xix.

XX.

xxi.

xxii.

xxiii,

159

b . '
A figure of one percent of salary is not unreasonable for

professional development and the $500 grant amount is fairly
close (2-3-74). ‘

There should be f1nanc1al support for professional develop-
ment act1v1ty (2-5-62).

The $500 would provide an adequate amount for large juris-
dictions to stage a professional development programme, but
smaller jurisdictions would have to form consortia to pay
for courses (2-7-55, '2-6-64).

The $500 is feasible but there is little prospect of such

" grants being endorsed (2-1-56).

Individuals aspiring to senior ‘administrative jobs should be
willing to invest theif own resources in attaining higher
qualifications. If we have to bribe them to become
qualdified, I question ‘their motivation (2-1-51).

We don't have to provide financial incentives. Look at the
teacher evaluation policies, we’ just demanded -them and they

‘were developed (2-1-57). . : ‘ .

If administrators, boards and -teachers are truly profes-

" sional they should see the merit of inservice and provide.

for it out of their block fundlng. We do not prescribe
expenditures of block funds, nor do we prescribe how the
locally taised money should be spent (2-1-60),

The employee has a responsibility to maintain general

‘compefence in terms- of general updating in his or her field.

The employer has a responsibility to provide upgrad1ng for
changes which he or she initjates (2-1-78) :

From the‘point‘of view of Alberta Education, if we required
a certificate, we would not have to spend the $500 (2-1—50)

Alternatlve 4 has many good points but is too nebulous in

" that too much local discretion is allowed. In rural juris-

dictions where superintendents have very broad responsibil-

ities or are in weak political situations, Alternative 4
would he glven short shrift (160 2-7-52, 2-7-51).

Alternative 4 may be more palatable, more subtle, but given
the review process with the province 1qu1n each juris-
diction's policies, providing guid es)/ﬁfer‘ng
suggestions, it is no more flexible (2-6-60

&
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xxv. Alternative 4 would be effective only as long as the
government were diligent in checking up on local practices.
In the long run, it does not have the potential of
Alternative 3 (2-6-61).

. Reference Groups' Points of View

The preceding section outlined the data derived from the second
round of interviews in a fashion which presented the range of opinions
expressed about the main themes. Analyzing the data in this way was
useful in that it exposed the researcher to the thoughts of several of
the senior figures:involved with.educational administration in Alberta,
and helped. to clarify the main!iééhes germane to the study. However, as
was noted in Chapter II, Bardes and Dubnick (1980) stated that the
measure of an analysis,wasuthe effettiveness and usefulness of the

AN

recommendations. An important dimension to be considered, therefore, is
the stance takenrby eacn.oﬁlthe reference groups which are affected by
and ‘could influence thesimplementation of the recommendations. The

pages which follow address this political dimension by presenting an
.overview of tnekpoimts of view expressed by the individuals who were
'representative of tneirespective stakeholder groups; for possible audit
_purposes, reference iszméde to the interview statement code numbers from

which the conclusions were drawn.

Alberta Education. With regard to the roles of Alberta“s

universities in providing Educational Administration programmes, the
: individuals associated with Alberta Education preferred to see a balance
betveen the positions expressed in Alternatives 1 and 2 (2- 1 2) They

believed that'the universities had the primary responsibility to prepare

practitioners through preservice programmes (2-1-1), and that the

bt
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developMent of administrative skills should take place, at least in
part, within the context of university courses (2-1-4, 2-1-19). The
representatives felt that given the emphasis that should be placed on
preparation for practice, admission criteria should include
consideration of the students' apparent potential as administrators
(2-1-3).
y/

In that administrative competence is best judged from the
performénce of administrative tasks (2-1-24), the' respondents endorsed
the inclusion of practica or internships within Educational Admini-
stration programmes (2-1-20). They,suggested that the costs associated
with such an undertaking could be covered by contributions from Advanced

Education’@ith supplemental funding from the AS.T.A., the A.T.A., and

perhaps a grant from a philanthropic foundation (2-1-22).

The interviewees regretted the decline, in recent years, in

”§tration. They noted that ;hereas at one ‘time theré was close
’communiéatién,leven regarding the admission of pa;ticdlar studeﬁts at
Aithe Univérsity_of Alberta (2-1-18), there havé& been only 6ne~or two
discusgzions held-in }ig? past four or five years (2-1-17). This limited.
contaS;’wés wifh representatives of tge'Un§ver§ity-of Alberta: uNo
for@al communication focussing spegifically on Educational Admini;
strétioA has taken place with individuals frém‘thé uni-versities in
Calgary or Lethbridge. |

The Alberta Education officials were.sétisfied with the
statements made in the interview guide mateffal £e1a£ed to Issue 2 .

. A : )
(preparatory professional experience for administrators) and insisted
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that e®perience criteria should be included in possible certification
requirements (2-1-28, 2-1-33),

It was noted that the present mood among the leaders of Alberta
Education seemed to favor the introduction of a certification programme
for administrators (2-1-67). The rationale for such action was
explained as being*similar to that used for the certification of
teachers (2-1- 53), and also that the hiring crlterla and screenlng

;}rocesses used by school boards are inconsistent (2-1-39). They
suggested that it was appropriate to Have two screens iﬁ piace in order
to ensure that‘appropriate individuals were selected as administrators.
The first would be the requirement for éppliéants'to hold a provincial
certificate attesting to minimum leveI; of formal preparation and
experience (Z—IFQQ, 2-1-42), and the second would.ﬁe the judgement of
fhe employing board regard;ng the personal suitability of’the‘individual
for the particular position (2-1—48). A single class of admiﬁi;t;étdr's
certificates was favoured (2-1-35), and due to the complexity Qf
administering certificates issued fof limited terms; such certificates
'would be validhon a continuing basis (2-1-34)., Administrators could
lose:heqr certification, however, as theresult of an unsatlsfacto;y

A

Lteview by the newly formed Counc1l on Alberta Teachlng

v R | .
_rds’(2 -1-70). It was %cknowledged that the requxrements that

-

certified administrators be hired would 11ke1y have to be waived for

small schools in rural areas (2-1 36)
The mood favouring certkflcation, notwlthstandlng, the
individual respondents d1d not 1nd1cate strong personal commltment to

y

such a course of actlon. They stated that pol1cy or regulation changes
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would be forthcéming but that a complex, buresucratic certification
scheme might be less appropriate than having local jurisdictions develop
suitable policies; Such pelicies Qould,'however, be shaped.by detailed
and prescriptive éuidelines set by Alberta Education (2-1-64, 2-1-65, 2-
1-66). A third possible course of action cited by the ipterviewees
‘would combine the eertification and local policy alternatives, with
Jurisdictions required to develop and implement suitable policles
regarding adminiatrators but being reatricted to hiring administrators
who were duly certified k2—1—37).‘

The participants implied that although?&lberta Educatiobh did
want to effect some changes ih policy or regulations, it was not
prepared to commit significant agounts of departmental resources, either
human or flnancial to accomplish such'change. ég presen; personnel are
not avallable (2-1-12). and other demands for funding enJoy a higher

‘priority (2-1-66, 2 1-68). . L .ﬁég

The Alberta School Trustees" Assotiatigg.' The three scnior

individuals representathl;v.e of th.'ehA.S.T:A. were quite et.nphaticv that
unlver51ty Educational Admlnlst;atloh programmes were not ends in.
themselves, but should focus on/ the preparat1on of practitloners (2 2 7,
2- 4—19) They advocated the balance of theouy and practice within
‘progranunes(Z 2~ l)and recommended that courses rely heavily on caee
studles whlch allow the students to bridge the theory- practlce gap (2- 2-f
9) The approprlateness of drawlng 1nsights from several relaged
disclpllnes was. noted (2 2 26 2 2-28), and the de51rab111ty‘of‘
1ntegratiﬂg formal study wlth careerldevelopment was hoted (2-2-4, 2—2-h

[l

13). The 1nterv1eweas 1nd1cated that given the need for educational,



» 164

s

‘ L
‘administrators to exhipit "statesman-like" qlialities, their educational

#
“programmes should expand their horizons, rather than make them highly

'

specialized (2;2—14). They also staled that in order for departments of

Educational Admlnlstraﬁ1on to accompllsh their preparation of

»

practitioners tole, they would have to hire staff with the skills of

'pfactitioners. Thls could bs accpmplished through the sessional

afe
¥ ,.employment of recént retirees from the field (2-2- 12) or the secondment
G
of exemplary administrators (2-2-15, 2-2-16).
. ]

.

The respShdents believed that school boards saw the need for

- -

inservice development activities which would indectrinate administrators
. , , .

with the perspective of the employer (2-2-20), -but that md&st board

r

members failed to qnderstand.the~appropriateness of spending lotal

resources to suppo}g/the professional groyth of administrators (2-2-21).

¢ . . . i)

School board members, it- was noted, are»sénsi%ive té'pyblic.opiﬂion,and
find it d1ff1cu1t to explaln the ratlonale for tralnlng expendltures to

the publlc (2-2- 23) The partlclpent %amtloned than the AS.T.A.

. initiative in establishing the Centre for Educatlonal Leadershlp in

Alberta should not: be inte;preted‘as representing ‘8 . strong commltment by
L o

the Association to the development of adm1n1strétors, as financial and

‘. B

‘human resources are 11m1ted and”’ allocatlons of Both are made réﬁuctantly

»

(2-2-24, "2-2-21).

The 1nterv1ewees supported “the prov1stons of Issue 2 in the
. interview sppport mater1a1‘(2 2—49), but pnly because they de—emphaslzedf
| the place of preparato*y professionalﬂéxperience to what was percelved:‘
to be the minimum 1eve1 acceptable w1th1n the poilcy env1ronment (2- 2—

28 2-2- éi; 2-2- 31 2 2 3?) Teach1ng experience ‘was seen to have very
Lol LN - ’ ) :
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¥ittlé di;ect re}ationship Q) administration and the exercise of
leadership. They noted that the current regulation requiring super-
intendentsAté-haye five years of teaching experience, has no predictive
value in fqrecasting the. prospects for an administrator's success (272—
35). L .

Ai%hddgh'they’coﬂceded that foo often school boards use inappro-
_pri;te c;iféria té select administrators (2-2-51), and that clearly
something’hés‘to.bé done to improv¥e the quality of educational admin-
istration (2—2i37)!'they noéed that academic success has no bearing on
adminiStratng.potEntial (2;2—38) and that only substantial Eevisions to

o

the processes and content of Educational Administration programmes would
)

change %hié (2-2;50). In that Alternative 3 ;éuld greatly 1imit the
abilit?79£'gphoal‘boards to exercise their judgement in selénting
admin;strétoré, k%e'intqrviewees'predicted that such a proposal would
prompt a reselution of ‘objection from the A.S.T.A. (2-2-49).

In contrast, it was predicted that the provisions of Alternsiive
] , '

4 would be endorsed by trustees as it promotes the value d?ilocal

@, -

autonomy (2-2-48), The content of the three preamble statements and the

. test of_th&?policy segment were Cited‘as‘true and appropriate (2-2-39,

12;2-40L Interxiewegs.pointéd out, however, that implementation of

Alternative 4 would be achieved only if adequate /funds were forthcoming

from 'the provincial government, and if appropriate advice regarding

po iéy‘development and implementation were available to guide local

)

“actfion’ (2-2-46, 2-2-47, 2-2-52).

-The Alberta Teachers' Associatidn. The individuals who were

1

repfésentatiye of thé A.T.A. were critical of the stance feflected in

[

A

S
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Alternative 1 regarding the academic nature of universities. Although
they conceded that there is a very small element in universities which
may study knowledge for its own sake (2-3-3), universities are high
level vocational echools (2-3-1). This perspective notwithstanding, the
interviewees emphasized that Educational Administration programmes
should integrate both theory and practice and advocifed the development
of a uolicy alternative which would combirde the best featyres of
Altetnatives I'and 2 (2-3-8). Such a course of action would necessitate
the employment of faculty members who possessed the skills of practice
(2-3-26) and the secondment as sessional inecructors, of exemplary
administrators frcm jurisdictions, professional associations, and
goveruuent (2-3-10). They felt that admission criteria for preparatidn
programmes should include consideration of the applicants' apparent
potential as administrators (2-3-32) and further, that criteria of
success within the programmes should include the ab111t) to demonstrate
the performance of Sklll; (2-3-34).

Iuterviewees spoke in favour of an intecnshiR which would

5

provide a bridge from theoryfto practice (2-3-7), and would afford
administrators experlence in low rlsk situations (2-3- 6) The cost of
euch an undertaklng was acknowledged but was seen as worthwhile (2- 3-

137). The need to address the problem of prov1d1ng flnanC;al support for~

,@dminlstratlon 1nterns was also noted (2—3—38L

b
& 3

Participants indicated that the A.T.A. maintains contact with

-

the universities through mutual part1c1patlon on commlttees (2-3-13) and

»faculty counc1ls (2- 3 15), however,llt was acknowledged that thelr

'dlscussions focused on undergraduate teacher education programmes as
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opposed to graduate leveél administration progrémmes (273—17)and that
such communication relied on the respective department chéirman‘to carry
the communications beyond the formal fora (2-3-14),

The interViewees expressed thegr support for the terms of Issue
2 in the ;nterview background material (2-3-40).

Although the respondents agreed that teachers' peers and éuper—
visors could, with sufficient time and training, assess their competence
in érder to judge in a legitimate fashioq their suitability to serve as
educational administratoté, the& did not think that the.time and effort
that would be required could b; justified (2-3-51, 2-3-58). They were
‘adamant that the provisions of Alternative 3 were contrary to A.T.A.
policy (2-3-41, 2-3-57), were unnecessary (2-3-42), and would only ;dd
to bureaugracy and cotfusion'(Z—B—&S, 2-3-62). They reiterated the
Association's principle that accreditation of individuals for ;:\)Q\‘rofesri
sional ptactice more properly rests with the profession than with the'
government (2-3-46), 2734A7), and emphasized that administratiye suit-
-ability should be judged on the basis of professional performanceﬂtather
than 5y the abstract ¢riteria og.certificatioﬁ‘cited in Altgrnative 3'
(2-3-49) . | |
_ Alterﬁativeb3 wés seen as aésuring nothing pot expiesséd by a

universit§ professional diploma,or»master's degree (2-3-53). The inter-

. v1ewees noted the low correlatlon tradltlonally Seen between un1ver51ty

. , ’
:'0

grades and performance in the fleld (2-3- 54) They also 1dent1fied the
risk of-the prol1ferat1bn of.spec1allst certiflcates. pointing out that
" the loglc of cert1f1cat1on would be applied by Alberta Educatlon to

specialty act1{1t1es such as counselling (2~ 3 61).
r
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Respondents stressed the importance of the .situational nature of
educational administration demanding differing skills and personaf
ettributee for different work contexts, and arghed that the level of
generalization implied by a provincial certificate would render it
meaningless (2-3-43, 2-3-44, 213156). The only beneficiaries of.é
scheme like Alternative 3 would be the universities which would have a
captive clientele (2-3-60), and the politicians who would be able to
fool the uninformed public to’think that. the politicians were acting as
good stewards of education (2-3-59)., ’

Interestingly, only the A.T.A. members raised the issue of the
potentially negative effects\of certification on eneouraging increased
numbers of women to serve as educational administrators. Interviewees
speculated that insisting on formal training and pre&iminary edmini—
strative experience in earlf and mid—cafee;lwoulq present a greater

.challenge to women than‘ﬁo their male colleagues (2—3—31, 2-3-82, 2-3-
83, 2-3-84). IR ; | &fw
’ In contrast to their condemnation of their terms of Alternative
‘, the interviewees were eu\pportiﬁe of most eépects >o£' Alternative 4.
:They foundﬁthat the policy-driven model recognized‘local needs (2-3-64)
and the pr1nc1p1e of 1ocal autonomy (2-3- 65) The emphasis on on-going‘
vprcfe551onal development was seen as approprlate (2-3-70), and the
suggested grant level, although not generous was acceptable (2 3-72, 2-
3-74)..(.§. Réspondents did, however, suggest that in the »preamble',
.

reference should have been made to the respon51b111ty of the admini- .

%

Ao colleagues (2 3-67), and also ‘thought that the restrictlon on

4

L]

strator



g 169

the use of grant money for the costs of conference attendance may be
r

inappropriate (2~3-76).

The Conference of Alberta School Superintendents. The inter-

viewees who were representative_of C.A.S.S. preferred university
Educational Administration programmes which reflected a blend of Alter-
natives 1 and 2. They noted that administration needs a theoretical
base and ahould be guided by the findings of sound research (2-4-1, 2-4-
. 4 .
4), and stated that it was the sound theoretical base of programme
cqptent that afforded a K quality of generalisability over many roles and
organisational contexts (2-4-2). The narticipants were re}nctam¢ F?”J
endorse the competency—based_apprqaeh»as they feit_that‘it implied a
standardization of approach te‘administrationﬁzhat was unrealiétic.and
which would ultimately lead to a nrovincial certification scheme (2-4-
3). Educational Administration‘programmes, they stated, Should inelude
- the study of curriculum and should emphasize the educationai nature of
the organisations to be’administered (2;&-15,,2-Aii6):, 1 . .
 _The interviewees expressed their dissatisfaction with the level
of cooperation between school jprisdietiona'agd the universities and
, suggested that the duality of administrator deveprment programmes.wodld
be enhanced by more field-based interaétien’(Z-é—IO). Similarly, they1

~ . «

viewed the level'of communication among practitionens and the

B

unlverSitles as being unsatlsfactory (2-4-12), statlng that the lack of

communicatlon and insular nature of the universities cauSed many admini—*
. ‘ ?

strators to view them as redundant and 1rre1evant (2—& 14) . The

respondents c1te% the lack of 1nvolvement of the universities 1n the

development of the Centre for Eduqational Leatership in Alberta as an

"o . . N . -
‘_.¢ . v
"
Y .
’ & . ‘

.
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example of the lack of initiative and leadership‘t;pical of the

universities in the area of administrator preparation and development.

This lack of leaderéhip, in their opinions, created a vacuum which the

A.S.T.A. has tried to fill (2-4-13, 2-4-18). The participants believed

that as .an orgahization, C.A.S.S. would be willing to appoint members to

ad hoc advisory committees which would consider aspects of training and

o

development needs as they might be addressed by university programmes

(2-4-17).

The-interviewees strongly endorsed the concept of an admig&—

P

}%lnative internship as a means of bridging theory and practfce (2-4-5,

'2-4-6). The internship was seen as a potentially effective vehicle"to

inform practitioners, who.might serve as supervisors, of current

developments in ddministrative theory while at- the same time providing

]

The super1n€endents_

practical experience for interns (2-4-7, 2-4-9).

’

interviewed expected that just as schooi'boérds héve in the past

supported various outreach programmes which requ1red release t1me gor
staff, they would also 5upport the 1nternsh1p programme (2- b 11)

The part1c1pants endorsed the provisions of Issue 2 regard1ng

?

’.preparatory admlnlstratlve experience as stated in the 1nterv1ew support .

*+
e

'material (2—4 19). .

The»provISionS of Alternative,3¢were not well received by the

superintendents.'3First they reJected the supposed publlc lack of

confidenge 1n educatlonal administrators whlch seems to be implied by a

r

certif1cation schﬁme (2-& 29); Furthermore, they aSserted that even if ;4‘?

there were such a lack of confldence, that set;lng up- art1f1c1al

standards and restrlcting the rlght to practlce would do nothlng to

B r ) . . N
. v P ..



(3]

171
increase public confidence (2-4-30). The interviewees argued that
Alternative 3 did not provide meaningful criteria for certification and
“that the onlypﬁ/g{c criterion which was endorsed by C.A.SI.S. for those
aspiring to administrator's roles was a teeching certificate (2-4-26)"
supplemented by the considered judgement of those responsible for hiring
for specific positions (2-4-24).

The,euperintendents indicated tha; Alternative 4 was in keeping
with rhe views of C.A.S.S. (2-4-20),.and particularly supported the
flexibiiity it;afforded tollocal decdsion makers in trying to address

situa;ionel administrative needs (2—&-2?). Tne guidelines associated

with Alternative 4 were seen to be appropriate (2-4-31).

~ The Unlver31ty of Alberta. The second 1nterv1ew‘provided an

1nterest1ng contrast with the first with this set of respondents in that
) L3
their comments regardlng the nature of unlver51ty Educatlonal Admini-

‘stration programmes were noticeably more moderate than in the first
interview. * Much -of ‘the content of Alternative 1 pertaining to
s < o ’ ‘ .. . 2
academically oriented programmes wag derived from the comments of this °

'group,pug; in retrospect, the members acknowledged that they may have

overstated their case (2-5-41). ° o | | B

-

In the second interview, the comment was made that although ¥

3 , .-
Alterna;ive 1 would be efficient in the Sense that it provided the

»
’

opportunlty for the groups ‘to perform functions for which they were
desigdbd (2—5 1), the artlficial separation of the study ‘from the

ractice of Educational Admlnls;ration would 1essen the potential foni-

‘~ effect1veness (2—5 2) Partlcipants endorsed the inclusmon of'a measure

“of sklll development within ‘the* unlversity programme (2- 5—6) and thought;

’
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that apparent administrative potential should be included among

programme admission criteria (2-5-5). The development of s/kllls was

seen as concentrated more appropriately at the master's than at the

doctoral level, but the value of the theory-practice dialectic was

acknowledged for bdth levels (2-5-38). Interviewees stated that

u'nivers\ity programme content should be selected so as address the
)

learning needs of students in keeping with the variety of administrative

roles' they will hold upon leaving the programme (2-5-8, 2-5-9).

Far . h f' . -
dghe 1nterv’ie‘wees stated that university Educational Admini- -

stration programmes are better viewed as prov1d1ng "development” than

preparatlon opportunities for admlnlstrators inasmuch as the career

]

patterns of students tend to comblne formal 1earn1ng ac thltleS with

administr‘ative experience (2-5- 72) This pattern was viewed as being

b} .
conducive to learning (2—5—11) and it'was thought that room could be

~made in what was ess'entially an academically ba sed programme for an

. administrative practicum or internship (2—5-12) Internsnips were 'pro-

e

vided for wit}un the programme, havmg.@een promoted by Gordon Mo&at (2-

5-42) several years ago and it was thOught that a mo‘dern parallel to

’

the recently developed teachar internship could be developed (2-5-69).

The interv1ew partic1pants noted that unlver51ty degrees are not

- .

issued in acknowledgement of admlnustrative prowessg but 1nd1cate levels "

of scholarship (2- 5—-40) This fact notmthstanding,o they 1nd1cated t'nat

programmes such as the Administratlve Dev*pment Program (A D‘) and

o ’
the Outreach Program successfully integrated study and careers without

-

sacrificing academic standards (2 5-10).

»~

L
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The emphasis of Alternative 2 on competency-based programmes was

&

not favourably viewed, although it was acknowledged that at a super-

ficial level of analysis such an -approach .appears efficient and

effective (2-5-33). The Department did tonsider the potential of the
) A ® .

competency-based approach a few years ago with Project A.S.K. (Adminis-

trative Skills and Knowledge) but has reconsidered the appropriateness

of the approach (2-5-34), - Although some faculty members would favour
p - o '

some competency-based courses at the master's{evel. reaction of most

\Jould be unfavourable toward any major redesign ng of courses (2-5-36).
. ,

A o
Interviewees emphasized that competency-based programmes teach skills

» o . ) S ot L
which are of ten situation-bound ‘and context-specific, and are hence

-

subject to obsolescence (2-5-28). »Raising- the level of generalization

of such competencies, it was noted, by definition, reduces their

A} -,

relevencev and immediacy (2-5-30). They branded competency-based
progra‘mmes as‘-bac,kward—lookhing in that “they taught what practitiuners
have been doing‘(2—5—29), and;ondemned them as presenting aview of
adm'inistration ,vghi'ch was t.oo. instrum‘ental, too techni.cai, 'tio‘o much

"doing" at‘the,’expense ,of analyzing and thinking (2-5-32).

The respondents 1nd1cated the deslrablllty of/ensurlng

L4

-

contlnulty and coordlnation between formal unlversn'y based programmes -

and mserv;ce_ profes31onal' development activitjies (ZeS—IS)_. This could.

be ac‘complisned» »in ‘part, through the 'partic.ipat:ion, of university -

¢

personnel in the plannlng and dellvery of act1v1r.1es (2-5-15, _2 5—16)

d thro\.gh representatlon cjn committees that mlght be organized by.

- . s e

stakeholder 8Toups tgQ coordinate 1nserv1ce programmes (2 5-20). .The *

¢ ' -
interviewees confir,n}ed t he pot‘ential instructional value of short

i
v

4
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\

training brogrammes (2-5-67) and also ackndwledged the role of work

related training which could be 1ncorporated by jurisdictions into

»

-

The interview participanté discussed the utility of two-way

‘formal communication with other reference groups (2-5-7, 2-5-19), noting .

that at present no adequate forum exists (2-5-21). Programme advisory

. X :
committees were seen as qotentially useful, but the selection of repre-

v

sentative members, sand maintaining their continuing interest was’

"
<y

probfematic (2-5-22, 2-5-23). They suggested that reference to'adehoc

3 , .
committees might be a more effectlve approach to 1mprov1ng communlcaelon

(2 5- 26) although there mlgbt still be a problem gettlng input from such
& ]

groups as C.A.S.S. and the Council on School Adminlstratlon (C.S.A.).

which lack full-time staff officers.
N

. . . . ". ;. )
The interviewees indicated general agreement with the statements

. - SN .
of Issue.2 regarding preparatoéry professional experience, as noted in

I

jthe interview support material (2—5-&3), although they did express t%e

.

thought that the'adginistrative internship could not be considered to be

2l B -~ . »

equal to reguian work experience (2-5-44),

-~

The'participants roundly criticized the fationale and'content of -

Alternative 3, claiming that adminlstrators certiflcates wouldanot

ensure better quality leadershlp (2-5—43 v-5-43) They asserted that

rather than reflecting ‘the accountab;lity of the Minlster for the,
quality of publie education in Alberta ‘that Alternative 3 51mp1y re—
',flects his authorlty (2—5—57), and that its terms would represent a

'superficial attempt to create the appearahce of accountablllty (2-5-58).

*

They viewed the cr1ter1a of formal educatlon and exper1ence as

s

e

~
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oy . :
- undvlglwberté aEducatlon s Management angd Finance Plan (M.F.P.) or

’

3

ag‘..
represen.png the prevailing employment standards in the province and so

saw.no need for a mqre formal process which, in effect, would,be a job

c_reat'ion scheme fo‘r civil servants (2-5-46, 2-5-45, 2—5—57). The spirit
! i f ' <

“of Alternaf1ve’3 was not in keeping, they thought, with the ratlonale

v

" the’ proposed re}v151on of the School Act (2-5-56). “Although the inter-

‘i

v’1ewees pred1cted that Alternatlve 3 would stlmulate enrollments in
Educatlonal ‘Admlhlstratlon programmes (2 5-51), the 1mp]1ed benefits for
the,unlversnles would, they thought be overshadowed by’ the drawbarks
1mp1ig‘d by p0531b1e course ovérloads for faculty members (Ji 5-56) and
the rl'sk of. externally 1mposed controls on programme sStructuge and
content (2—5—52, 2-5-55). '\I'he interviewees also disputled the appropri—

«

ateness of the limjted mature of the "

grandfathering" clause, arguing
~ N ’ 7
that experienced administrators would have work records which would

» ) -
serve as much more reliable .indicators of competence than any

© e ) £

~e

ce;tif’icate (2-5-50), . o v

4

.~ The interview part1c1pants endorsed the approach taken by Alter=-

natlve 4 (2-5- 60) notlng that it is much more approprlate to try ‘to -

g{ .
1m.prove the quality of educat10na1 administration 'by re‘quiring Sc’n’ool
3 ’

JUI‘lSdlCthHS “to make rational dec1s1ons (2-5- -64) regardlng ‘lthe v

‘_‘ - . -
recrultment selectlon, and 1nduct10n of admﬂustrators, than to try to
effect Improve&ent through formai}study and‘ certlflcat{on (2- 5 73)-
. & :
plte thelr interest .in ‘formal development programmes, the professors

p01 ted out that it is fallac1ous to thmk that -all. problems of practlce

w111 be solved by tralnmg (2 5-65) v '

- . B . . e
w0
o o
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o D e e
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The respondents expressed their support for the concept of
'provincial funding for nrofessional development activitijes but were not
\sure that theé terms cited“in‘Alternative 4 would Pe the most appropriate
approach to funding (2f5‘61' 2-5-62).

The University of Calgary. The senior fagulty members who

.
»

participated in the second round of interviews~rejected“(he theory-

practice split implied in Alternative 1, in which the university would

~

address the former while leaving the latter to be dealt with by other

- %
agencies (2-6-2). They argued that theory shouldzinform practice and
that mode;n Educational Administration programmes endegvour;to‘reach

tcompe:eneies within the gzademic context (2-6-6), lhe Univ;rs;ty of
'Calgary,“tney claimed, tried to address both conceprual and skill
devblopment (2-6-7) allowing graduates to gainkcredibility with boards,
'Feachers,‘and;the-public (2-6-4). They noted that the theOretioal base
- of their courses allows for the generalizability of content to a variety

“of administrative 51€tat10ns pertinent to their students (2-6-58).
Alrhough sessional and inservice course instructors.are oftenv

skilled practitioners,_it was emphasized that instructors must meet-the

.academic standards set by the Dean of Gradua;e Studies (2-6- 35:‘2-6 36).

.iThe 1nf1uence of the Faculty of Graduate étudles regarding adminlstratorl
development programmes was. also referred to with regard to their
stabilizing influence -on programme content and « organlzation. It was\

‘noted that approval for programme change or 1ntroduct1on,must be secured

_from~five'different fora within the University before it can be imple—

‘mented (2—6430);
: i

4 . e . R L8
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. figure among the crlteria of success set by the university (2-6-33,. ~6<

'S

,1nternsh1p wlthln the univer51ty programMe was derived from the status

chosen wlth clear understandlng reached regardlng the. goals

T 177

The interviewees indicated with regarg to the, content of pre—

o

paratlon programmes for educatlonal adminlstrators, seme attentlon

should be pa1d to currlculum and pedagogy (2-6 SQ)

They did not endorse the competency- based approach outlined in

a

ﬁ‘iﬂ;natlve~2 suggestlng that such a programme would be akin to an
L -

apprentlceshlp wh1ch would repllcate practice (2 6 5). -They also

”1nd1cated that because Educatlonal Admlnlstratlon was both a fleld of

[

study and a fleld of practlce that the thlnking and writing skills

traditionally assoc1ated v1th academlc programmes shouhicontlnue ‘to
- A e

E U

.

LT . - /?

‘anaadministrative'intérnship within the uniwersity'Pfogramme (2-6-1D).

-~ 5

They cautioned that sucb an undertak1ng would be expensxve (2-6-12),

"

would requ1re d1a10gue between the unlversntles and Jurlsdldtlons (2 6-'

/

14), and that the superV131ngfadmlnlstrators would have to be carefulhbw

«

programme (2—6 15) The 1nterv1ewees suggested that 1nternsh1ps should

K

expose students to, new’ admlnlstratlve 51tuat10ns (2 6 13) and that the
) e

programme should be optLonal especlally for thoge” students thh adminl—

stratlve experlence (2-6- 17) . The JUStlfiCBtlon for Jnc]udang ‘the

¥
.,

attendant upon asformal .credlt unlversity actlvity 2 6-18), and also

the 1nfrastructure whlch could be prov1ded by the unaversity inco-

"

ordlnatlng a f1e1d based operatlon (2—6 19)

The faculty members were favourably disposed to the inclusiof®of

P
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" The interview partic¢ipants noted the services off ered by the

”

1

University of Calgary for educators pufsuing inservice professional
development, They saw the/univefsigy playing the role of "broker",

bringing together people who want to learn with instructors who have the

/
necessary trime, knowledge, and skills (2-6-22). The university based

its offerings on needs assessment surveys of teachers (2-6-20) and
usually relied on exemplary practitioners to serve as instructors (2-6-

21). Educators enrolled in such Courses benefit from the coordinating
: _ , .

services of the university, profit from the support services (record
keeping, etc.) and because the inservice activity draws on official

university courses, the teachers can claim credit for salary classifi-
cation purposes (2-6-23).
The interviewéeé‘indidated that communication between the’

4

university and the field took place in a variety of ways including’

Kl

studeﬁt—pfofessofvcéntact (2-6-9), discussions between the department
headé'and practitioners (2-6-10, 2-6-31), tﬁe inservice needs assessmeht
,survéy_(2—6;20), ﬁhe'tontacp of individual faculty members with juris-
Adigﬁibns (2;6~QS§;5the sepondﬁ;n; of p;qctitionéré (2-6-27) and some
formal éonﬁééffwiﬁﬁ’pthér rgfgrence groups -through the/fagulty Council
apd'fhe PraCtiéum Péligy Aﬁyiséry Committee’<2—6—29).'A11 of thesé
aveﬁues notWithstanding, it was acknowledged that commmnﬁcation hetween
jtheAuniQErsity and the field was sporadic and cou1d~benefit from
improvéméﬁt (2—6—28). “The barticipants<n6ted, however, that less formal
avenuésvdf commUnicéﬁioﬂ can often be more éfficieﬁt and effective than

© more cumbérsome formal committees (2-6-32).

™
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The faculty membe;s found all aspects of Issue 2 regarding
Preparapofy prof essional experience, as elaborated in the interview
support gateriél to-be acceptable (2-6- 37) They did, however, suggest
that teachers might lack conf1dence in the evaluation performed by an

P SN

- administrator with just two years of teaching experience (2—6—55L

The interviewees wereAquite positive in their support for a
certification regime for educational administrators, claiming that cer-
tificates would guaranty a minimum standard of competence, and‘identify
an appropriate po§1 of indiwiduals from which boards could hire admini-
strators (2-6-38). They saw certification as an eff;;tive means of
enhancing the credibility and authority of administrators in their
dealings with ‘teachers (2-6-39). Although the participants acknowledged
that certification would not ensure successful administ?ative,practice,
they felt that such a process would recognize learning and perhaps

competence, providing a first level of screening (2-6-43). They be--

S

lieved that thg certificgtion criterion of Alterdatiye*3vdeméndigg
successful teaching experigﬂce would indicate khowlédge of the teachihg
process;'tﬁe abiiity to- relate tototherS'in sthool settinés. and.
prdbably sound moral'character (2-6-44), The crlterlos demandlng 24
credlt hours of graduate work was seen to be.meaningful in that it would
Jndlcate dillgence, pfomptness, ab111ty to commun:cate with other
graduate students and the ablllty to get along with professors (2 6—&5)v
The part1c1pants agr;ed that the fact that admlnlstrators are drawn from
the ranks of teachers did prov1de_someth1hg Qf\a screening process; but,

felt that it was inadequate (2-6-46).
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The respondents thought that a certificat®on process similar to-,
that outlined in Alternative 3 would provide incentive to 1aggqrd ad -
ministrators to upgrade their qualifications (2-6-42). To this end they
recommended that no incumbent be given the benefit of "grandfathering"
(2-6-56) and that certéficates be issued on a term basis only, so as to
compel administrators to engage 1in on—gqing professional develoément
’ activitieé‘(2—6—41). Although supportive of fhe ;rinciples cited in
Alternative } the interviewees‘stated that the terms should be made mofte
rigorous with more than two years of preliminafy teaching eﬁperiencp
required, and a minimum of @ master of education degree set fof all
administrators (2~6-47). They did not, however, think thaf the nature
or cdntent of university programmes should be defined in regplations,
preferring instead to have the universities counsel students to make
suitéble course selections and employers to demand particular skills (2-
6-53). }

The faculty members saw the‘introddction Qf such regulations as
being con;istent with the political and éducational environment in which
‘rules were, from time to time, arbitrafily chaog?d, and“did not antici-
pate too much objection from administrators (2-6-57), They though; that
the-incréaséd salary levels associéﬁed with higher levels of training
iénd the prospect of'increased4professional mobility would induce ad-

ministrators to acquiesce (2-6-50). The two year suggested lead-in tifie

was seen as appropriate (2-6-50).

The University of Lethbridge. The three ‘senior faculty members
" concurred that they preferred a modified form of Aiﬁernatiye 2 over the .

extreme academic approach of Alternative 1 (2-7-6, 2f}“7).‘ They stated:

Pal
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that universities can teach skills if they are' staffed by gchoiars who
have also had successful experience as practitioners (2-7-4, 2—7—8),'b;l
cauticned that efforts to teach skills and competencies must not be
.allowed té degenerate to the le;;1 of a “recipevapproach" to administra-
tion (2-7-7). Educational Administration progrén1mes should, in their

. opinions, comprise courses which ail foster the conceptual development -
of students (2-7-30), are scholarly in nature and informed by a study of
the huﬁanitieS‘(2—7—9). They believed, however, that an émphaéis which
were too aqademﬁc‘would prompf administrators to seek development in
other contexts (2-7-30).

The interviewees thought that admission criteria for Educational
Administration pidgrammes should considét;tﬁé professional potential of
applicants as well as their scholasgic record (2;7-11), going so far as
to admit on a provisional basis studentsgwho have shown administrative
promise but whose undergraduate marks were low (2—7—12%

The faculty members thought tha; the content of cburses should
not be restricted to the cbntext of education in Alberta (2-7-17) but
‘would welcome suggestions from the provincial government regarding

topics of importance to administrators with the understanding that the

development of courses, methods, and final content selection would rest

~ -
’

wiéh the university (2-7-38, 2-7-16).

Tbe intgr&iew participants endorsed the idea of a university-
Sgsed.internship.progrémme {pr:aspifing administrators (2—7—29f'but
noted thaflsucﬁ én undertaking would fequi}e-éiose liaisoé;with other

-reference groups (2-7-20). ‘They noted that if‘administrative experiehte

were seen to be a prerequisite to appointment to a principalship, the



182

internship could serve to provide opportunities for such experience,

thus adding to the pool of potential administrative candidates (2-7-21).

The interviewees indicated that®although formal contact hgs been
. . ) .

established betwéenlthe Faculty of Education and various reference
groupé, communicathn‘hoes not address the development of programmes for
educational administrators (2-7-15, 2-7-18, 2-7-19). They sUppég(ed the
establishment of an advisory'éommittee représenting the seve;él stake-
holder groups to offer advice on progfamme content (2A7—lé) and to,
evaluate and provide feedbéck to the university regarding its,proérammes
’(2—7—&@). They.also noted that fegular commu;{cafién améng thf three
Alberta universities would be ;SefulAin order tqjggare ﬁrogramme infor-
mation and.expertise (2-7-22, 2-7-23), but cautiohed that‘the differing

”

approaches and traditions of the respécti?e universities-might reduce

:\~

the pofential impact of such consultation (2-7-25). Although supportive
of increased contact,  the interviewees insisted that final decisions on™

the content, form, and methodology of progfammes mustvbg ma de by the

8
a

respective universities (2-7-16).
The  interview participants did not accept the aﬁbroach advocated
. S v

in Alternative 1 which would have separate organisations dealing with

¢ .

.presefvice and inser&ice elements of administraﬁér development (2—7;1),
preferring instead to sée a coordinated effort inv&lvingvall reference
groups; - | | |

All  aspects of Issue 2 dealing withvprebarafory professionai
experience, as outlined in fhe interview‘support'material, were found to

be appropriate by the the interviewees (2-7-32).

L
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The faculty members supported the logic which argued in favour
of a common standa;d of qualification for administrgtp:s in all parts of
Alberta (2-7-33), and consequently supported the principles_uﬁd;rlying
Alternative 3. Théy Endicated that the possession of teaching
certificates did’nothing‘to ensure that:QQminiétrators would be
competent in such areas as personnel mé&ageﬂenth~ihtefpersonal
communications, the analysis of teaching, evaidafion, or«instructional'
supervision (2-7-37, 2-7-36). This train of thought caused the inter-
vieﬁéés to.éfiticize the provisions of Alternative 3 whichdprovided only
general time requirements in university‘Educatibnal Admihistrat;vé
ﬁfogfammes. They érgued thaﬁ because certain identifiable competencies
Care required of‘practitioner§;~there should be specific elements re-
>quired in development prog;ammeg (2-7-35, 2-7-39).

The faculty members ;écsmmended that the inservice provisi&ns of
Alternative 4 be compined wiEB;the regulat&ons'of‘Alternétive 3 (2-7-41,
2-7-44), They noted that alﬁhough increaéed attentign on inservice
training iS'apprépriate (2-7-45), the support for such activities’ varies
greatly frém jurisdiction to jurisdi;tion (2-7-43), Although they felt
that ipservicghpriofities should gederélly be set at the local level (2-
7-&0)fjthe inﬁfoduction of a‘pfovintial grant would provide leverage for
monitoring actfviiies'by Alberta Education which would enéourage

.

activity in recalcitrant districts (2-7-46). Such a scheme would also
' ; '} g ‘ S '
encourage the implementation of inservice programmes which the province -

may, from time~to time, mandate (2-7-48).

) o - ) .
The interviewees agreed that administrators should be required

to have preliminary professional experience in actual professional rolés

P
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or in internships (2—7-42). They éggo endorsed the "grandfathering"
provision stated in Alterna£ive 3 (2;7—53). In general, the interview
participants thought that most incumoent administrators would be willing
to actept the terms of Alternative 3 in that the achievement of tho
certification standards‘fould‘?fforo higher salaries and improve their
profe531onal mobility (2-7-54).

" The faculty members acknowledged that Alternative 4 had good
points but was probably too nebulous and allowed too @uch local discre-
tion to effect definite change (2;7-60),-especia11y ip those rural
jurisdictions wheré the superintendent was politically vulnerable (2-7-
52). The $500 per administrator grant basisrwas seen as adequate for
large jurisdictions but it ‘was thought that small jurisdictions should
receive minimum g;ants or p0531b1y form consortia in order to support

-

efféct&ve professional deVelobment activities (2—7—55, 2-7-56).

L]



CHAPTER VI

THE POLICY RECOMMENDATIONS

Introduction

Details of the first four stages of the'policy development
process as outlined in Figure 1.3 were presented in Chapter IV: l.rébe
determ;nation.of.goals; 2. the assessment of needs; 3. the spegification
of objectiveé; and A;‘the design of alternative‘courses of action, THe
next stage of the process (as modified for this study), reactions to the
policy alternétiveg, was presente% in ?hapterAV. As tqp pufpose of this
study was to generate policy recommendations which would contribute to
the-develbpment and maintenance of an adequate pool of competent

. - 4 , ,
eduéational administrators for Albe;té%;basic‘ed6cation system, the
present chépter represents the-culminatimﬁcﬁ the application of the
polic& development model.

Sfage sixvﬁf the pélicy development model as dgscriﬁéﬁvby Mayer
and-Grgenwbod (1980) was labélled "selecfion of courses of action" and
was intended by the authors to represent the point at which deciéion_

makers choose policy alternatives. In the present context, how

~this stage represents the recommendation of courses of action o

.part of the researcher based on his review of. the literature,
_results of consultation with policy actors, and the application
policy analysis techniques. ’\\\‘

. The first section of this chapter providgs an overview of the

political and organisational'aspects of the policy environment for which-
B 4

recommendations~are developed. The 1eg51 authorlty of the M1n1ster of

Educatlon to make pollcy decisions is rev1ewed and the general stance of -

v
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the several reference groups .regarding policy changes affecting
educational administrators and related- university programmes 1s
‘discussed. # .
| The principles governing the content of the recommendetions are
detailed, with specific reference to the need to go beyoﬁd the
. promulgation of symbolic policies whill at the same time being bound by
£hg principle of parsihony. The criteria for judging the adequacyng
the policy recommendations, potential effectiveness, acceptable
efficiency, political feaéibility, and ethical soundness are also

explizgled. The concluding paragraphs of the section desling with the

policy environment identify the ‘principles of decentralization, partner-
" \

~e

ship, and consultation espoused in recent Alberta Education publications
~and propose their appropriatgness for appliéation to the poliéy
recommendations derived from the present study. _

Tﬁe focal point of this dissertation is the%sét of five policy
recdmmendafiéns with'atpehdant discuséion which make 3$\the main. part of
thisvchabter. Of the fivé-rebommendations, the firgt thrég gpecifically

~ address the issue of the education»and training'bf eduéational*adﬁigi—’
stratoré, wggle the*fourth(deals,with.the value and provision of
opportunities for“educational administrators to gain developmental
profes§ignal‘e¥beriencé.: Thé‘fif;h reéommgndatibn provides a pdlicy;
dri?gn approach to recogniiiné the.qualifications of gpplicants f&r»
administrative positions fequiring jurisdicﬁions to cohéidér;the)formal
educational backgrourd, preparatory professional experience;/and the on-

. 'R
going professional- development of administrators.
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Overview of the Policy Environment

<

As was noted in Chapter III, the policy environment influences

e

and is influenced by policy stakeholders and public policies. In making

policy recommendations,®therefore, the analystféhould”éonmidér the

social and organisational context. Although seven organisations have
been identified in this study as Stakeholders g;oups, one, Alberta
Education (as the pertinént branch of the provincial government acting .
witﬁ the power of the Minister), has the 1égal authbrity t; institute
palicy changes which impinge dirgctly or indifectly upon the other
groups. _This,iegal‘autﬁority ié derived fromlSection 93 'of the

-

Constitution Act which states "that in and for each'province the

‘ Legislature may exclusively make laws in relation to education"; Section

17 of the Alberta Act stating that the terms of the Constitution Act

apply to the newly created Province of Alberta; and Section 3, 5, and 6

of the Department of Education Act which place educational matters under

the administration of the Minister of Education and which authorize the

. N B ) R ) ) )
Minister to establish boards, committees, or councils, fg}act in

advisory or administrative capacities, and to make regulations
o : ' . L -
"concerning the certification of teachers and the cancellation and

) . ’ . yoo
suspension-of certificates”" (A.T.A. Handbook, 1984: 61-62).- Even though-
the uniVersitigs in Alberta are not subject to the difect influence of
the Minister of Education, theyfa:e sensitive to the influence of the

. ‘ . 8
Minister of Advanced Educationfwho,:lnpexecuting a policy of ;he

. provincial government, would be éxpected to act in consort with his or

her cabinet .colleague. : ‘ : | p
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It is not uncommon in a Qorld with scarce resources for
organisations to have to contend with competing, 1if not contradictory,
goals. At the same time that Alberta Education is reducjing the size of
its staff and endeavours to decentralize educational decision‘meking

’ 4 -
(Program Policy Manual,,iQ%A:l), it is presented -with the political

challenge to introduce measures to issue dpecial certificates to school

principals and superintendents (Committee on‘Tolerance and Under-

standing, Discussion Paper~#3 1985 66), a measure“which'implies‘d

centralized deciSion_making, 1ncreased bureaucratisatlon,\and
¢ ' Y

‘slgnlflcant expense. When confronted by such dilemmas,~p011cy makers

are often tempted to promulgate SymbOllC pollcies which, aCcording to

Dy-e (1978 321), are formulated‘to give the appearance of politlcal

‘ 4 ’

awareness, concern, and actlon even though thelr authors know that

”
!

neither’ thelr 1mp1ementat10n faor’ results are likely to be reallseda~

_;Although 1neffect1ve in address1ng substantlve 1ssues. symbolic policies, ¢

‘
X

often are able in the short term to convince poorly informed members of

‘the public¢ that 1dent1fied problems are being looked after.p;

B Y

Short—term polltical galns notW1thstandlng, reliance on symbolic e

.

/

< policy 1s dysfunctlonal The obv1ous flaw 1n the use of thls device f : ﬂi

1:

that the problems sUpposedly addressed are not solved and inev1tab1y

{resurface. Less obv10us are the problems caused in thosefaspects of the

N

pollcy system whlch are affected by the disruptlons caused by d1yerting

;scarce resources from leg1timate actiV1t1es in order to effect the :‘i

-.z,
‘\

'facade of the symbolic policy.f Personnel particularly dedicated

profe351onals; soon become discouraged and disillusioned by What they

P y A
perce1Ve to be abuses of power and evehtually, when the symbolic nature

v

-
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. of the policy is recogniied by the géflic,‘they too become increasingly
!

cynical and distrustful of the government.

;s discussed above, the Minister o Education has.the iegal
authority to mandate changes in certificatidn for educational admini-
strators. However, to pursue such a course‘with?ut carefully
consideri%g its potential for improving the standard of/edministratiye
practice in schools and school systems, the capacity of aéencies to
\de;eiep-more competentuadminstrators, and the potential indirect effects
on individuals and organisations concerned, would be tantamount to
’reserting'to.the promulgation of symbolic policy.

When considering the characteristics of the respective reference
groups it is u§efu1 to efamine.the implications of the netevaiues.of
" maintenance, growth, efficienc;, endreffectiveness as posited by
Hedgkinson (1978) and eited,in'Chapter‘II . The effects of these

metavalues ‘were discussed by Odynek (1963:28) whe,noted "there could be

a dlsplacement of goals so that there arises in the organizatlon a

- T S

preoccupation with keeping the bureaucratic apparatus intact at the
"expense of basic objectlves The same author also indlcated that to
: the 1eadersh1p of the respectiye organisatlons "stabilitf_and«

.fcohesiveness of structure and flnancial power are ‘ pervadlng;<']

, "‘ v Y4 )
;mportance" (1963 11) In the present context,‘it is .0 ortant to note,

‘e

that- each of the seven reference grQups has a set of Ieaders and members‘

g.

gwho have a Sense of organisational identity and allegiance whichff
‘influences their reactions to any shggested interaction with otherf
- - g S
“groups or policy proPosal Their responses to such 1nvolvement or’

’proposals will therefore,»not be based(nxa 31mple loglcal con51der—

e
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ation of the'congruence between the proposal;and the formal goals of‘the
. respective organisations, but will be influenced or perhaps overshadowed
by the effects of the four metavalues identified above.
~In the context of the present study, as stated in Chapters IV
and V, senior members and leaders of the reference groups were most
cooperative in arranging for and participating in the group interviews,
thereby indicating the concern of their respective organisations

regarding the policy issues under consideration. Each group interviewed

communicated an interest in the policy goal and acknowledged that their

-
+

organfsations had a role to play in pursuing.its realisation.‘ Such
. goodwill notwithstanding, the researcherp“in‘formulatdng the policy
recommendations,which follow, was cbgnizant of[the organisational
characterlstlcs discussed in the precedlng ‘paragraph. He also bore in
mind the impression conveyed by each of the reference groups that if 1t
were not for the risk of precipitous,fpaliticaiiy motivated'action on
the part of Alberta Educatlon, most groups ' would place a low pr1ority on
effecting profound changes in the systems of educatzonal admlnistrator

.

development,~experie‘@e and recognltlon currently’ in effect in Alberta.

The only strong statement made by an interviewee in favour of change
- was, "Clearly somethlng has to be done to- impr0ve the quality of
'fj educab&bnal admlnistratlon" (2 2- 53), and even thls statement was in

» a

Juxtaposltlon with another in the interv1ew indicating the llmitations
v\.that.the organisation of whlch the 1ndividual uas.;epresentatlve had
placed on committlng resources to the Center for Educational Leadership
in Alberta., In short, it appeared to the researcher that in the pursuit

- of the pollcy'goal thendevelopment of an adequate pool of compptent
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e

' makers unreallsncally look1ng for 'large accomphshments t“rom smalal

Tl .
: thousands of ‘incumbent and asplr‘lng educatqonal ,admrn;stators.--. ‘The - .

-~
-

c.a

i

&3'

¥ '_ ' igl
educational administrators for the basic education system in Alberta,
that each‘grouo was wdlling-to participate, but no} to lead in the
process.‘ Each gronp'nas willing to cooperate;.but'was not prepared to
commit much. if any.uof.its'scarce human or financial resources ta
programmes which would compe;e“wixh'their current activiries‘and

priorities.

Any substantive change to CUrrent policies, regulations'and i

procedures regarding the stated pollcy goal will not be rea]lsed klthouf

w

committed leadershlp, careful plannmg and adequate human ,and f1nanc1a1

resources.” In thls context, Pressman and WlldaVSk) s observatlon c1ted

' S
5

in Chapter 17, that pollc% 1mp1ementat10n is often hlndered by pol]C)

-~

resources 1nzxshort t1me"(1973 XVII)lS well takEn Any meaningful

policy action would profoundly affect each of the seyeﬁ‘reférence

S

groups, cost 51gn1f1cant amounts of” money ahd 1nf1uence tﬁe careers of~ L

o

)

<cr1t1c*al flrst dec1510n to be made Ey the pollcy maker is, there ﬁore

. v
. ‘ Pl

wh\'ﬁher 'a; problem of sufflc1ent magn1tude exlsts in, t;he qualrty va the

N Ye oo . - '» - s

practlce of(&ducatxone} admﬁnlstratlon 1n thra prowlnce-to warrant the_

- .
.o . -”,.

,level of pollcy actnod that would‘be reqU1red to eﬁfect SLg 1f1cant
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. .. .
duction’6f a certificgtion programme for educational administrators (2-

o,

1-67). . Arguing aiainst the need f-or policy action is the lack of

empirical descriptive stpdies 1ndicating that the public 'in Alberta is
of

dissatisfied with the quallty of the practice of educational admini-

~

‘”stration,'the inaicati‘n that looal sufveys show that the public is
9 Lo¢ y P

'sdpporciwe of their local schoo}s}(Z—A—ZQ),’and the belief that the

"

levels of formal education of educational-administrators are already
a . ) - . .

. risipg .due to the.voluntary actions of individuals and an increasingly

‘cbmpetitive job market place (2-5-46), Furthermore, as Tevealed in
; D . A :

° %

Chapter IIT, the standards of formal education .and experience demanded

" of educational administrators in Alberta are consistant with those

¥

demanded in most other provinces.

‘The policy recommendations which follow -have been developed by’
; AN

the researcher 1n order to, refleck the principle of par51m0ny The
. ) 5 o —
recommendatighé represent the minimum level of policy action which would
X ° ’ . ¢ “ - . .
ipe required\to effect substantial movement toward the accomplishment of

?

~ the policy goal noc possible with existing policies, regyiations, and

préctices: It is the considered opinion of the researcher that if ‘the
. « ! E
policy makers are unwilling to commit the leadership and resources
. [ “, o o ) . v’ B &
,,demanded by thése recommendations, that no major changes in current

polic1es should be effected.
.
Early in 1985, Alberca Education released the report«of the
b
Policy'Advisory Committee regardlng,the prindip1e§ which should be

. incoroﬁra;edain the soon to be revised School Act.. In discussing the

ma‘jor ;hrdst of the report with reference to the role of the'Province
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with respect to the governance of education, the seven government

\ .
members who made up the Committee stated:

“This paper reflects the concept of a new partnership in
education, which is intended to lead to a more flexible system
of education at the school board level, with some provision for
provincial involvement or intervention in support of provincial
policy and, standards. Through more flexibility it is hoped
local decision-making will be optimized.

The principles of flexibility and local decision making with
provincial evaluation of the results are key ingredients of the ¢
Management and Finance Plan and the Secondary Program Review
(Alberta Education, 1985: 15). ’

In detailing the impéications of this approach, the same report stated:

Consigtent with the principles of the Management and Finance
Plan, a system of deregulation and a system of management based
on policy, guidelines and procedures would be initiated to
provide greater flexibility and accountability at the school
board level (1985: 17).

Fuxthermore, the Policy Advisory Committee indicated, with reference to

the role of school boards .vis a vis school principals:

In coopefation with the Province, school boards should

direct the training of principals ... and should adjust their
hiring policies and practjces to reflect the changing role for
school principals (1985: 27).

In his review of tHe governance relatidnships pertaining to the

* management of education in Alberta, Ingram noted that:

Central to the [Management and Finance]-Pléh is an emphasis on
partnership and cooperation between the local educational -
community and the Province in the management, administration
and delivery of education. It was designed to be a policy-
driven management system which places more emphasis on results ¢
than on 1nputs (1985: 20).
The policy recommendatlons which follow have been designed to
. : ’ &
be,consistent with the nature of the policy environment as described in

Chapter III, and as revealéd.by the interview process detailed in
Chapter IV and V. The recommendations havé also been developed in such

N

a way as to reflect the values communicated by Alberta Education thfough
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various policies and documents. The recommendations are stated so as to

address the goals and objectives developed in Chapter IV.
, S :

The Policy Recommendations

The first set of policy recommendations has been designed to
meet the requirements of ~-the first goal and its three related
objectives: -

N | ”

Goal 1: the opportunity for formal professional development

Educational administrators will have the opportunity to
develop, through formal Jprofessional development programmes,
competenc1es germane to their professiomn.

Objectlves related to Goal 1 (in summary form):

1. The seven reference groups will cooperate and consult in order
" to identify areas of competency, skill, and knowledge generally
important to the successful prdctice of Educational
Administration in Alberta. The groups will develop a model
detailing the formal preparation roles to be played by the
respective organisations. Consultation should begin in the
. winter of 1985 with 1mp1ementat10n of the- model set for the
autumn of 1987.. ;

2. FEach university involved in the preparation of educational
administrators will consult with the other reference groupsgin
order to assess the appropriateness of their.respective

‘ . .programmes. ‘The assessment of input and the design of
subsequent courses of action will be the responslb111ty of the”
respective universities, Consultation should begin in the
autumn of 1986

3. Each university will conduct a survey in parts of Alberta it
presently or in the future might serve in order to assess the
extent and nature of service required by educational admini-,
strators. The survey could be conducted in the autumn of 1986
w1th results and conclusion forwarded to Alberta Education and
‘the Department of Advanced Education in January, 19875

The title associated with' Goal ‘1 has been revised from that |

which was originally stated in Chapfef IV, with reference now being made
to "professidnal development" instead of "preparation". This change, of
términology was made so as to reflect the felatiopship of the admini-

- 4
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stration component  to the teaching component of the overall educational

career. As noted in the data reported from the first round of inter-

.views, educational administration is a profession entered from teaching

1 7 . .
as a preliminary career (1-4-53), and consequently, considering admini-

stration courses as preparatory fosters the misleading impression that

the two aspects of the education career are not related. The change in

terminology also emphasises the continuing nature of career-related
- L4 - * :

léarning. Intellectual and conceptual growth for administrators should

not be restricted to a period preceding their appointment to an admini-

strative role, but shouid extend throughout the career. VLastly. the
term development allows one to consider intellectual growth-as a
\

worthwhile end, and removes the implication that such growth is
worthwhile o&ly to prepare an administrator for é more édvancéd position
within an organisational hierarchy.

,In'keeping with the definition developed in Chapter IV, profes-
sional development ih the present study, is éonsidered to be activities
car}ied out in a systematic manner using the educational or training

resources of the individual student, the university, professional

association, employers or others as approprf%te to specific learning

‘needs. This definition implies both discrete{responsibilities for each

class of organisation, as well as collaborative endeavours. The pages
h . - .

which follow detail recommendations which outline roles for the

respective classes of organisation so as to address the-realisation of

Goal 1 and its related objectives.

. . . 1 ‘
- Recommendation One, It is recommended that Alberta Fducation

~

convene a meeting' of leaders from the several organisations associated

-

¢
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'}with educational administration in Alberta. Such people would include a
seqior representative of Alberta Education, the 6eaﬁio; Associate bean
_,of‘fhe Faculty of Education at the University of Aaberta, the Chairman
of the Department of Educational Adminiétration éffthé Unfversigy of
Alberta, the Dean or Assoéiate Dean of the Fqculty of Education of the{f

University of Calgary, the Head at the Deparnﬁent of Educational Policy

s :
T,

and Administrative Studies, and the Head of the,bépértment of Teacher
Education and Supervision of the University of Caigary,'thg Dean” ar
Associate Dean of the Faculty of Educafion at the University.&F
Lethbridge, the Coordinator of the Master of Edﬁca£i6n Pfégramme‘pt lﬁé
University of Lethbridge, a représentative of the Alberta Teachérs’
Association, a representative of the Council on SchoolnAdminisfyation, a
representative of the Conference of Alberta School Superintendents, a
. . :
member of the executive and a senior member Of’the adﬁinistrative staff
of the Alberta School Trustees' Association. The purppée of the meeting
would be to affirm the commitment of Aiberta‘Education to improving the
standard of practite of educational administration iﬁ’Alberta'through
ensuring that systematic programmes of ﬁrofesédonal development’fgf
administratofs are avéilable, andxto'solicégkaha‘cqordinate the
COoperagizﬁ of the reference groups in developing’and délivé;ing such
programmes. The outcome of tﬁe meeting shéuld be the establishment of a
standing committee charged with the responsibility of developing a ﬁodei )
for the provision of preservice and inservice professional development.
opportﬁﬁi;ies for educational administfators. The model should pfovidé

for career-long grQch and should identify the respective roles of the

participating organisations. The initial meeting could be held late in

e
L=
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1985 with a target date for implementation of the model set for
September, 1987. The inforﬁation in the discussion section which
follows can serve to inform the activities of ;he proposed standing
committee. ‘ \

Discussion. The preceding recommendation was develoéed bearing
in mind a number of principles, assumptions, and conclgsions derived
from earlier phases of this study!ingluding the needs. assessment
outlined in Chapter IV. The paragfaphs which follow 'posit these
elements as they pertain to the various reference groups and their
roles. '

The following considerations pertain to the universities and
their programmes:

1. The univeréities are the primary agencieé responsible for the
presérvice education of educational administrators. Although
prospective administrators observe iﬁcumbents and often emulate
their behaviour, and even, though teachers gain informal pracki;e
in aspects of administration in their,daily activities ;n

schools, the formal learning opportugities afforded by

university programmes are essential, University programmes

N

should emphésiée those aspects of administrator education wﬁicb
arg theory_pased and conceptually orienied, The liberai
educatibh 1eadiqg to the de?elop&ent éf skills of-rhetorig
;advocated by Gousha (1976); and fhe émphasis on the developwgptc$~
of the skills of analysis posited by~Marcﬁ (197&),_noted in
Chapter‘II. are appropriate to the p;egent cgntéxt. Sevg;é{

SR

reference groups can be expected to endorse the importance of”

-
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s A
the role of the universities in light of the comments of inter-
viewees (1-5-21, 1;7—16, 1-2-46, 1-3-37, 1-3-38, 1-5-26, 1-7-14,
1-1-16, 1-1-36, 1-6-8). |
Educational Administration programmes should be infor;ednby the
insights and perspectives of a variety academicvdisﬁéplines. As
noted gy Campbell (1981) the calibre of scholarghip in the field
of Educational Administration was g;eatly enhanced by the rigour
o% theljbehavioural sciences introduced - after the 1930'5.
Educational Administration is not, ﬁowever, a behavioufélx
science itself, and should also draw upén ﬁhe insight; of‘ghe
huﬁanities as was advocated by Culbertsogv(1969); éarquhar
(1980), Hodgkinson (1978) and Hills (1983). .The incorporation
of a variety of perspectives was-éndorsed by several inter-

viewees (1-2-35, 1-4-19, 1-6-10, 1-6-13). Regardless of the

source of academic insights, Educational Administration

'
'

programmes should emphasize the unique educational pointlﬁf view
(Allison, i98A) and not simpiy transfer concepts derived from
the value bases of other pursuits (2-4-16). Within the field of

education administrators should be exposed to areas'of;study

[
o

which complément their activities s#&th as aspects of curriculgm
and pedagogy (2-6-52, 2-4-15). . .

As Educational Adhinig;xéﬁion draws ;nsighﬁs from several
other diéciplinés and fields of.éiudy{ ppogramme,designérsk

should carefully consider the means by which such content is

‘incorporated into the programme. Students could simply be

A

encouraged to register in regular graduate level courses offered

23
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by other departments and faculties, but as pointed out by

vCampbell (198i), such an approach is often unsatisfactory as

students see themselves as 'outsiders', feel inadequate in areas
in which they are not specialists, and are exposed to subject
matter which is not viewed by -the professors from the
perspective of educational administratoré. Special courses can
be arranged in other department or faculties for groups of
Educational Administrators but such arrangements require
progrémme coordination, effective communication, and mutual
commitment and cooperation between deans and other admini-
strators, elements, according to Newcombe and Conrad (1981), not
common in the university setting. The most appropriate means to
expose students to the content of other disciplines and fields
of study may be to arrange for faculty members from other
departments and faculties to present courses within the context
~ -
of the educational administration programme with the under-
sténding that the content of their courses will be grounded in

. &
the field of educational. administration, ’

In order to have the capability to accomplish their role in

developing competencies among educational administrators, it is
essential that departments of Educational Administration be

staffed with adequate numbers of fac@lty ﬁembers who themselves

»

possess administrative competencies. This idea was strongly

supported-by interviewees in both sets of interviews (Chapter
IV, section 3 j., Chapter V, university programmes sub-section,

part VI). The obvious advantages of having instructors who
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themselves possess germane competencies is that they will be
able to demonstrate those skills to students, can subsequently
assess the extent o which students have mastered the
behaviours, and can provide follow-up instruction, a pattern
recommended by Fullan (1982). A more subtle, but equally

important benefit is that faculty members who are competent and

experienced -educational administrators are able to ground their
: 5y .

theories and generalizations in the practice of adm#&nistration

(2-3-36) and create a useful dialectic between theory and

practice (2-5-58).

A

As the univeysities may lack sufficient faculty members with
the desirabig competenéies, consideration should be given to
replacing such iﬁdf?iduafé as they retire_or resign with
individuals whq possess boﬁh the rquisite écademicjtrédentials
as well as ptaven ability in the field. Such 1nd1v;iugls ‘would
neéessarlly be draun from well-paid administrative: pSQ1t§fns fn
%e field ,and, consequently, would require 2omp%nér3

I | .

compensation in the univqrsity setting. -~Although such & gourse_
aq

of action may seém obvious, it is problematic in the current
university setting inasmuch as university adminlstrator§ have
chosen, in the cause of fiscal restraint, to reduéé the size of .
the academic staff in some departments, or to repLace senior
prof éssors’ positions with posiﬁiohs at junior levels. The

level of compensation associated with such positions would not

be attractive to practising administrators. Discussions between

- -
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.

the appropriate departments of government and the universities
may be required to review this situdtion. ‘

An alternative to the full-time employment of competent,
experienced and academically qualified adminisgrators is the’
secondment of such people.on a sessioAal basis. As indicatéd‘in
Chapter IiI, there agé 62 practising administrators in Alberta's
N school‘jurisdictions who hold doctoral degrees, and another 923
.who po§séss.master's degrees. . Although not all of these
individuals would be suited for, or interested in, secondmént to .
a unive?sity post, there is definitely a pool from‘w%icﬁ
suitable candidates could be drawn.. These figures do nct
include those qualified individuals employed by gévernmenﬁ,
post-secondary institutions, or professional associations, wh;
might also‘provide valuable service. Not.only would exemplary
administrators with academic qualifications do an effective job
of teaching skill or competency oriented courses, theig
employment as instructors in such courses wOu;d be more cost-
effective inasmuch as their salaty costs as sessional
instructors would bé less thaﬁ those.coam;hded by full-time
professofs (Anderson and Kasl, 1982: 70). The increased use of
seconded sessional instructors was endorsed by several iﬂtef;.
viewees (2-6—27,_2—2-12, 2-2-15, 2-3-10).

All J&Spondents indicated that they preferred’to see university ‘
programmes which strike a balance between the features of

preliminafy Altbrnative 1 and 2. Such programmes would be

theory based and have academic significénce bqtrwould also



202
contain some courses which were oriented toward the development
of certain important skills of practice. Interviewees, as noted
in Needs Statement 1 related to Goal 1 in Chapter IV, were
unsatisfied with the effectiveness of university progremmes in

developing technical level skills among educational admini-

strators. = In oruer‘to rec®ncile these conflicting notions, it
Qill be necessery for faculty-members to review and posSihiy
, : \ . _

revise the structure and methodology of‘some'of their courses‘no‘
as .to incorporate the instructione] principles‘advoCated hy
Joyce and Showers (Fullen, 1982) which have the capeclty 1o
effect behav;oural change among students. The crlteria for
succese applied to students.within such courses shou1d inc]ude
the demonstration of competence, which comprlseq maqtery of
underlylng conceptsvas well as the‘ablllty to perform ‘the
technical tasks involved (2—3—36).

As is explalned in subsequent pages, other organlsatlons have
a respon31b111ty to foster the improved performance of technlca]‘

level skills" by admlnlstrators. Nevertheless; the universitles\

should address the development of such skllls as they have the ‘

N i

.capaclty ‘to 11nk the execut;on of the skllls to theoretlca]

\

bases (2 iy 30 2 6= 6 2-4—~ 8% and can afford a. Safe context in.

wh1ch 'skills can be perfected (u51ng s1mu1at10ns) w1thoutn_~ﬂ.

3

B harmlng othe"people or Jeopardlzing students career prospects.i;

- Adm1551on cr1ter1a ﬁor un1vers1ty Educatlonal Adm1nistrat10n'

N

iprogrammes should con51der the pbtentlal shown by app11cants for

‘admlnlstrat1ve practlce (2 1 3 2 -3-32, 2 5—5 2-7- 12) Such
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potential may be indibated‘@y recommendations from supervisors
or colleagues, work evaluations, or assessment tentre'reports.
Given the low co;relatiod bet ween undergraduates’ codrse grades
and success in practice (Miller and Taylor, 1984), it would be
. { -
appropriate 65 admit'on a probationary basis, some students to
university programmes who show administrative promise but whose
dndergradﬂate gtadeé'may be below the_standardvset.by the

faculties of graduate studies (2-7-12). Such’a ,provisiop

notwithstanding;rit‘should be borne in mind that graduéfes of -

’

Educational‘Administratibn programmes’ must meetlécademic
standagde, inasmpth aS‘tHejuniversity degteevis an acddemic
credential (2-5-40) and inability to.eucceed id a graduate
progremme weuld‘not auger well for.the'studenﬂs pxospects for

P4 : : . .

success in administration.

As indicated in the administrative internship subsection of.

n

v

‘and possible utility of ‘some form of administrative intennship.

-

.Sueh anrihternship should be evaiiable at -all three udiversities‘

and have the followlng characterlstlcs.

a. . The 1nternsh1p should be .an 1ntegra1 part of graduate 1evel

,Chapter IV, all reference groups acknowiedged the feasibilitly

programmes. The unlver31t1e9/have the capac1ty to prov1d&‘

..

*the 1nfrastructure to orgaﬁize, superv1se, evaluate, and
1%

. maintain records on snch'activities. .In addition;-the

-awarding of degree credlts to students who engage in the

W *

prognamme would prov1de a formal status to’ the 1nternsh1p

o

€
»

’
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Y

which would elevate it above a set of individual relation-

ships. . -
. e - \ :
b. The. internship should be an elective component of master's

mor.doctoral level programmes selected by v.studen_ts in
.cons'ulta,tion vith thelir programme advisors. Individuals
with extensive backgrounds as administrators, or students
’whose_ interest in the- progra.mm'e were purely academic ﬁmld

-not be expected to register for 1ntern§h1ps.\)‘-
"c¢. The ba51c relatlonship in arranging for the internshxp h(mT(f
1y « .

be between the unlver91t1es and 'the cooperat'-zrng ‘host
agenc1es (school Jurlsdlctlons, post—»secondary lﬂstltutionS.A
government departments, or associations), and wOuld ‘requlre

extensive conaxltatlon on the part of the universities wlrh

the trustees, boards senlor admlnlstrators and potentlal

superv151ng administrators. _ P ".f,-,,

« : BN

d. Dependlng on - the complex1ty and tlme commitment invol ved_ ;? L

[N P

- each 1nternsh1p placément credit for between “six and’ twere“-'

R

semester CI‘Edlt hours should be awarded to students.»v Them .

- PO

| actual credlt value should be determlned by the studem s
programme superv1sors after the student has dlscussed t‘he Lo
asgignment \uth hls or her f1e1d superv1sor and developed a | ="

'comprehens:we learnmg plan for the 3331gnment. Such a plan A .';j;

~

--.would indlcate ‘the nature of the planned act’lvitles and

A._wo‘u‘ld fstat_e' an an'trlcllp-aited t1me commitment for related

S
tr kS B N -

i : P . o, st e
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o L .
‘Bniversities would invite potential cooperating agencies in

their service areas to participate in the programme  and

L : 3 , - A
would ask trustees, boards, or senior administrators to
. , o
Tnominate exemplary administrators to serve ds-internship

-

1

sufervisors. The universities wo§ld’qonfirm the willingness

Y .o :
N ' " - e @

'of‘éuch"individuals to partiéipate and would requesf“resumes

whlch woulq allow the universities to place ifftermss with

b
v

suitable supervisora.ﬂ’ ST .-
) ’..4 ‘0‘ . o R 3

Under normal ckrcumstances, the internship would take place

’

© near the pqnclﬁSion of a studerdt's academic progrémme so” as-

e
-

.to providé a setting 'within which he or she can apply

aspects of ‘theory or research skills to the administrative-

setting. ', N

The nature -of each internship,would be tailored to suit the
\\

ex1genc1es of the admlnlstratlve context and the qualltles,

interests and skills of the 1nw leen the varlable
I V.
¥

credit value of each 1nternsh1p the aSSlgnment could 1nclude‘

a- combination research and administratiVe'project.

Normally, students -would be expected to interagt”in"a

-
. K r

responsible_administratiVe;role'with their supervisors and

faculty advisors, and”also witﬁgteachgfs,‘studentg,

© v s 5w

p011t1c1ans and community members.
v 2

ﬂDurlng the course of the internship, sLudgnts should have

.,

regular superv1sgon by. thelr f1e1d superv1sors, consultatlon

with‘their faculty adviso;s, and, if possibke, §emihar

4

4
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experiences.
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interns to discuss their respective

The internship should be available to both full-time and

part-time graduate

students. For full-time students,

‘jnternships would be.arranged in the vicinity -of the

universities. Part-time students could, with the

cooperation of their respective employers, be granted

within the students'

.release time of up to one day per week to work on their

"internship assignments, Such assignments could be served

ot

home school districts or, idedlly, in

neighbouring districts with which reciprocal arrangements

had been made. Sponsoring school districts would be

expected to leave students on full salary and although such

arrangements imply the add1t1ona1 cost to the dlstrlct of

sqme substitute teacher time, the beneflts derived in terms

of employgng an additional potential -administrator with

o
o

,fleld exﬁerlence, make the costs worthwhlle.

; e
Most teachars do not have a’ full understandlng of the

, adMinistrator's role before assuming a formal leadership.

asposition.

»
-

An advantage of the internship program is that it

would éfford teachers an opportunity to experience thefroles

‘of adminlstrators w1thout making a substantlal and very

public caregr_change.

couid’returngtd the classroom without losing face.
. « . neE

Those who find that they did not want

A

to pursue an -administrative career after -their internships
- ? - - . . . -
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k. Although, as was suggééted, the costs of supporting part-
time students in internships would be borne by employing
jurisdictions, (full-time students would not be compénsated

. \

for their internship as they would bé substituting the

. 4 B
internship for part of their regular C6U2§é§f:k for mhich

‘they are not normally paid), the sponsoring universities
would incur the additional costs of placing, supervising,

and evaluating students in the field. ' Faculty supervisors

t

should possess the competencies of administrators as well as

\

suitable academic qualifications.~ A5 noted above, such

\
N

individuals would command the salaries of senipr professors,
1 . . . N

s

In order to cover these costs, special pro ject funds from
the provincial government should be made available "to
participating universities. (Universities should be

diseouraged -from using graduate students on téachihg

N
e

assistantships as faculty supervisors as such individuals

’

Although most inservice courses are of short duration,  the

universities, especially if staffed by individuals who possess

administrative competencies, could play a useful role in Ege

planning and delivery of services. Courses using the expertise

of university personnel could be offered on-campus to ‘teachers

‘and would also require some subsistence and travel funds.

would lackvacéQemic credibility). - . k)

and administrators of the urban areas, and could be: offered offgﬁ

campus to ‘groups of rural practitioners from cooperating

-

. S a
the venue, the
. . ey s
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universities should provide inservice courses in response to the
assessed needs of préctitionersﬂ As noted by the interviewees
from the University of Calgary, the universities can play a
useful role as "brokers", brlnglng together practitioners

wantlng to develop skills with instructors who have the tlme,

interest, gnd ability ro teach them (2-6-22). Inservice courses

of fered by, the universities also have the advantages of the

publicity gapacity of ﬁhe instjtutions; the recora;keeping
infrastructure, the continuity of programmes, the prestdée of
formalizing short courses ag "credit">courses, and last, the
ability to offer inservice "credit" éourses whiéh schoé]
contract personnel can use for salary credit purpoges (2-6-23)..
.The paragfaphs which follow addreés the recomﬁended roles of
jﬁrisdictionS"ih meeting the objecti?es of Goal 1. ‘
-1.. An ihportant role to be played‘by jurisdictioﬁs iq encouraging
the development of admlnlstratlve competencies on’ the pdrt of
thelr profe551ona1 staffs is fo;terlng the understndJngkof each
teacher-of his or her role as an adm1n1strator wlthln the
system., By v1rtue of the broad respon51b111tles typlcally
.ascrlbed to teachers in the course of prov1d1ng comprehen51vef
s eégcational services to studen?s,' cpoperative‘curriculumt
- dé€velopment ‘activities with other teachers, Qrgaqiiing field
trips or sports tqu;naments, solititing‘the coopeiétién of
perents with a vbluntée; prdgréhme,or maintéining classroom

. ~ records, many tasks requ1re teachers to serve as informal
“ - “
aamihistratators. In order to soc1a112e more teachers into

- o - 4 - ot

. N .
- . N . e
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administrative roles, jurisdictions could enspre,that decision
making procedures are structured so as to.encourage subordinate
staff members to share fully in the 1eédership functions within
the system to the extent they are iiterested and competent
(Lipham, 1981, l—5—19). The introduction of appropriate
measures to delegate responsibilityrto teachers within school
systems would,serve the dual funetion of increasing the
involvement of teachers in informal administrative capacities
and also inducing teachers to‘see*themselves as potential‘
candidates for formal leadership roles;
2. As the employing agencies, jurisdictions have tne prerogative of
:grantingvrelease time and financial assistance to aspiring and
incumbentsedueatlonal‘admlnistrators to pursue formal
development opportunities. Although the individual educationv
",profess1onal has some respon51b111ty to upgrade his or her
general level of formal educatlon (2 1 73), in that many ol ther
,'-, Spec1f1cs at of admlnlstratlve practlce are context bound the
employer should bear the main cost of fac111tat1ng the
development of partlcular technlcal level admlnlstratlve skllls‘
(Boettinger.vl980). As noted in the precedlng chapter,,trustees
- A‘flnd it d1ff1cult to justify to ratepayers expeﬁdltures forﬂf
professional development activitiesr(2-2—23)lv Such polltlcal
iproblems notwithstandxng, i€ is 1mportant that school boar d f
members understand ‘the value of such-support and act “as
advocates of professional dévelopment not only to dlscouragep

the small mlnded carplng ‘of -the few,‘but vocal, dlsgruntled

. . ; :
. : . .

A5 W
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ratepayers, but also to create a climate within‘the organisation
which is seen as being strongly in favour of staf f upérading
o S L

their competencies. Spch a climate would :prompt educaters to
commit significant amounts of their ‘personal time and financiar
resources to professional development.

In order to augment the pool ot experienced'candidates for
administrative positions, it would be important for )urls—

Q.
dictions toicooperate.with,the universities in ;lacing admini-

strative interns, nominating intern supervisors. and providing

release time for part-time graduate students in thelr employ to

" participate in the internship programme.

In order. to enrich the professional growth of individual

exemplary administrators, it_Wouid be appropriate for juris-
dictions, upon request,'to second such individuals to sessional
instructor positions for periods up to nine months, Such-action’

would benefit the' admlnlstrator by stlmulatlng added reflectlon

on aspects of admlnlstratlve practlce, expose him or Her to new

ideas in the university setting, create .a temporary adminl--

stratlve p051t10n w1th1n the Jurlsdlctlon which would afford a

subordlnate&an opportunlty to galn valuable experlence, would
add to the prestlge of the Jurlsdlctlon (2-2- 16), and last,

would ot cost the Jurlsdlctlon addltlonal money as the
. -

un1ver51uy would be liable to compensate théz}uusdlctlon for

B
)

the adm1n1strator s, salary "and benefits.,

Although Jurlsdlctlons couId play a valuable role in consultlng'

with their admlnlstrators to 1dent1fy areas of prlorlty in
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professional development, and sponsoring, as individual
districts or 1n collaboration with neighgfuring districts, short
courses designed to foster specific technical level skills, it

is- inappropriate to place thejonus for systematic, ongoing

;prOgrammes on the jurisdictions. Only the largest and

wealthiest districts would be able to plan and deliver

leffective,comprehensiveprogrammes,thusnotaddressingthe

issue on a province-wide basis. Furthermore, there would be a
tendency of jurisdiction sponsored programmes to take an

inappropriately instrumental and technical approach to admini-

stration to the detriment of the conceptual and theoretical

development of the administrators (1-5-25)., Musella (1983:102)’

wrote '"the board of education must assume responsibility for the

-

~training of its administrators prior to and after selection.”

He went on to distinguish trainingééiom education, stating that

the former focused on specific outcomes and changes, whereas the

latter connotes a higher level of abstraction suggesting general

development from a variety of experiences.

The paragraphs which follow address the recommended roles of the

School Trustees' Association in meeting the objectivessof Goal

An ihportant role for the AS.T.A. in fostering the improvement

of the standard of practice of educational administration

through formal professional develoﬁment opportunities is to

advise school boards regardihg the developmehtAof jurisdi;tion"

policieé designed to effect the roles discussed in the preceding

TSP
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section. Issuing policy development guﬁﬁe material, holding
workshops for trustees, and direct consultation on the part of
qualified staffvofficers, would all be appropriate activities.

It was noted in the first round of interviews that school boards

A -

are among the primary clients of university departments of
Educational Administration but are not consulted regarding the
nature and content of programmes (1-2-40, 1-2-37), As direct
consultétioﬁ with the scores of school boards in each region of
Alberta may not be feasible to the universities, the AS.T.A.
could communicate on behalf of school boards, an aggregatéed set

of perceived needs regarding administrator development

programmes.

-In the complex world of interorganisational relationships,

certain organisations are seen to have legitimate roles to play

. and are expected to avoid others. This concept prompted the

comment in Chapter IV that "the role of the A.S.T.A. is to

provide guidance and support but not to be directly involved in

the provision of training (1-7-19). ‘As 'wag noted by an

interviewee in the second round of interviews, the lack of
systematic, coofdinated formal developmentAOpportunities,
coupled with the awareness of the A.S.T.A. of the vital need for

competent educational administrators caused the A.S.T.A. to try

to fill a Qacuum (2—4—13)‘through the creatidn‘of ihe Center for

‘Educational Leadership in Alberta (C.E.L.A,) and ghe-Alberta'

Academy for Educational Leadefship (A.A.E.L.). The need for

such services was acknow ledged by several intérviewees (1-6-9,
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1-6-16, 1-2-32, 1-1-30, 1-1-31, 1-2-44), however, C.A.S.S.,
A.T.A. and some university interviewees expressed reservations
aboﬁt the strong "management” point of view which an A.S.T.A.
sponsored prograhme mighf advocate and were also concerned about
the weak influencé'ofunon - AS.T.A. representatives in 'the
‘governance of C.EJ“Af (1-4-27, 1-7-19). From polifical and
pfofessional points of view it would appear that training and
educational programmes for educational administrators are more
acceptable if sponsored and conducted by universities or the
professional organisations. ParticipatiQn by jurisdictions or
the A.S.T.A. is more appropriately limited to the provision of
financial.and political‘support. O0ff the formal interview
record, some interviewees indicated that some of their mistrust
of the motives behind the A.S.T.A.'s initiatives in providing
tréihing.for educational édministrators, particﬁlarly
principals, was prompted by the resolution which from time to
time éppears(oh A.SJHA; convention agendas calling for the
removal of principals from the A.T.A. bargaining unit. These
interviewees -saw the'A.SfLA. as using_C.EJ“A. and A.A.E.L. as
’devices to inculcate "management" biasés and to co—opt.admini—
strators to weaken their affiliation with their proféSsional
organisations. |

Although Alberta Education may.Be prepared to fund CE.L.A.
more generously in future (2-1465); the reluctance of the

R 4

A.S5.T.A. to commit substantial resources (2-2-24), the passive

response of the _universities’ (2-4-13), and the political
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‘concerns of other groups, raise doubts that either C.E.L.A. or
A.A.E.L. will serve as vehicles for providing comprehensive
'ﬁrogrammes for the formal professional development of
educational administrators. This conclusion notwithstanding, it
sheuld be noted that oae endeayour, initiated under the aaspires -
of C.E.L.A., the establishmear‘oglan Assessment Center, QOes
fall within‘the range of activity seen'asvlegitimate_fdr the
AS.T.A. The Assessment.éengre, following the model developed
in the United States by the National Association of Secondary
School Principals, has been shown to’bage.éredictive.va]idity‘in
identifying the leadership potential of aspiring principals
‘_a(Schmrtt et al.,'19825, andeceeld play a ueeful role iﬁ;
assisting jurisdictions~to selectbbromising candidates for
.aeministrative positiens.J The Assessment Centre reEOrts may
. also: be useful to indivieaal administrators.}n helping them plan
. .o : _
thedir professiddal_devglopment‘prioritiesj Although it hight'be
‘arguedﬁthat aS'a’diaéﬁbstic device,\the Asseesﬁent Center should
be operated by the un1vers;tles, the lack of prcv1nce-w1de scope
 of operation of any*one of the universities; coupled with the
+ fact that the primary.use of the Assessment.repdrgs w1113be as
_ aids for employeekseleetion; militate in.favour-of the A.S.T.A.
- CELA. sponsorship of the Assessment Centre - - an

The paragraphs whlch follow address the roles of the Alberta

Teachers Assoc1at10n (AT.A) in meeting the obJectives of Recommend—

“~

ation 1: ’

o
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1. As the professional association represencing-all school-level
and some central office educational administ}atofs, the A.T.A.
provides support and the ipfrastructure for the administrators'
specialist council, the Council on School Administration
(C.S.A.). To the extent that the C.S.A. is able to sponsor
short courses which develop among administrators specific
technical level skills, and organizes conferences which

-

introduce administrators to evolving and new concepts, it
warrants the continued support of the A.T.A. Funct;ons promoted
by the C.S.A." with the help of its parent organization also
provide fora in which administrators can informally ingeréct and
develop-support nétworks, %n important factor in promoting
professional growth (Fﬁlian, 1982).
2. A féle of the AIRA; which is légitimate and important, but
J - . - :
which is also politically sensitive,kis fostering that aspect of
the sociglization of admiﬁistrators which increases their
ayaréﬂess of*the;r‘professiohal relationship and responsiﬁility
. to their teaché? cdlleagués working under their supervision.-‘As
was pointed qpp'gpri;g the second round of interviews! (2-3-68),
‘administfatb;s are%réﬁuired to protect the rights ané sérve théN
interésts of éeveral cqnstitueﬁcies,!students;‘teachérs, the
scﬁool board, supero%dihates, support staff and commuqify
:groups, Balanciqg thése several interests whileileading'the
schooluin‘pﬁrsui; oélponf;ic;ing4éﬁd ambiguous:goals (Allison,
w 1983; GoOdlaﬂ,ﬂlgsd) is intgi;ettQ€lly and-politically -
: deméhding. ,fn ordqr'to.reéﬁforfe'thé éwafehess of—th; édminil
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strator of his or her duty ﬁo ;qlleagues.\the A.T.A. should
maintain contact and aséociauion with admiﬁistrators. '

It would be appropriate fofﬂthe AJTJ; to enéoufage its
administrator members to accept, as part of their professional
fesponsibility, nomination as supervisors,of‘gdminiétrativé

1

interns, should such a programme be_initiated by the

»

universities.

As educational administrators depend on the work of teachers in

order to implement most educational plans, it is important that
during their professional development, administrators become

sensitive to the perspectives of their professional cpl]eagues.

This can be accomplished in part by ensuring that-the A.T.A.

-

of formal

. o7

development programmes.

The paragraphs which follow address the roles of the Conference

of Alberta Sghooi Superintendehté(C)AéiS.)in meeting the objectives

of Rqummendatioﬁ,lz

1.

2.

)

The practice of C.A.S.S. in sponsoring an annual conventionron a

province-wide basis .affords its members an opportunity to

4 7 N

associate with colleagues 'and establish a sense of identity .as
educational administrators., Zone meetings also promote similar .
results, and the short courses and seminars épodsored by the

© €.A.S.S. zone .associations have the potential to introduce new

Y

admipié;raﬁive concébts and to develop specific skills.

It would be apﬁrdpriatepfor b.AJ&S;ito,encburage its members to

1

- ;

N

\‘*‘Bgrticipate as supervisors of intern édministrators, should sgdh -
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“

a programmd be organized, and alsg to encourage qualified

membérs to accept secondment to university teaching positions in
. » . -

Educational .Administration programmes,

»

3., As many members of C.A.S.S. are influential leaders within' their
jurisdictions,(LA.S.S.should.enceurage its members to foster
positive attitudes amaqng trusteee toward edminisrrator profee_
sional development activities,‘and to premote the placing of a
high priority on budgeting adequate financial resources for
formal develepment prograaﬁes,

4. It may be: approprlate as part of an approach to promoting thef

induction of teachers into admlnlstratlve serv1ce, for C AESS

through short courses, to encourage its members to delegate
"N : , _ g
certain leadership tasks to subordinate professionals so as to

provide informal opportunities to engége in administrative

.
5 5

»functions.

5. ‘As the voice of most of the senior educatlonal admlnlstrators in -
'Alberta, it would be appropr1ate for C.AS.S. to nominate

. representatlves to. any adv1sory commlttees addre531ng the form

and content ‘of unlver31ty Educatlonal Adm1n13trat1on'

’ .

‘programmmes.
The paragraphs which follow diseuss‘fhe‘roles which may be

played>by Aiberta Educatiom in advancing the 6bjectives'related‘to

Recommendation 1:
T .

1. Of the seven reference groups consylted w1th regard to the

A

issues involved with the present study, only Alberta Educatlon;

3
- o,

‘representing the government, has afgprmal mandate ‘to serve the
. . . '_’.“.\ X
_—
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interests of the general population of .the province rather than,

to protect the interests of a particuldar primary group
(teachers, superintendents, school boards, orgunivereiti”

institutions). Susp1c1on of partlsan polltlcal motivation or

bureaucratic ambition notwlthstandlng, only Alberta Educatnon

formal professional development among educational adminiétratpté‘

without provoking inter-group rivalry, lack of . cooperatidn and -

programme sabotage. In the present policy context,. therefore, °
) v . o ) o .

any substantial changes or improvemEntSWrelafe&‘to.fofmal

N

evelopment opportunltles for educational admlnlstrators must be

PRI

[ v e L ; e *
e~ -

initiated and supported by Alberta Egucatlon.,<?f»ﬂ, 'L

“Apart from the ex1genc1es of the p911t1ca1 pochy conyext

dgscussed above, certaln Characterlstics of po]ltlcal dn&

organlsatlonal systems also mllitate in £avour of 1nir;at1veq»

e I3
.~

belng taken by the government department Almond and ?owell

e

(1978 262) wrote that "wlthout the directmuu of polttica]ly o

motlvated mlnlsters, bureaucrac1es tend toward 1nertia and@

conservat1snn' ThlS tenet applles not only o departments of

government but also to the bureaucrac1es aSSociated wltn other

Al& I . 4,
1mp11cat10ns of Mlchell' 'Kron rule of ol1garchy" (Kelly._1980

' organlsatlons and 1nst1tut10ns,‘and when one adds theg’#”

9&), the pOlle system reflects not. only lnertla andﬁ

i

eonservatlsm, but also the attrlbutes of entropy. with eadh‘

e, ~

organisatton w1th1n the system pursu1ng self ihteresteﬂ ehds

S - ' :
- o

- - - - -

-
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- N . ..
which are apparently unrelated to the overall welfare of the

system,
‘In that implementation of administrative internship

 programmes, possible increased university outreach activities

(as discussed below), more coordination and cooperation among
. » ’ . S . v E X C -h .’ l, /.
reference groups, ~and increased support for -professional”

deyelbpment activities for ¢€ducational .administrators (as
v, ] . . . . :» - . ) N - -« - ;

discussed below) all require the commitment of funds, and, in

some cases, funds from the Departmentbef Advanced Education, the

committed support of the Minister of Education both within the

-Department and within cahinet, is essential.

L T - . RS . . o ' o~ s -
In‘addition'to the political leadership required'to initiate

LXTON

Ay

changes and .secure adequate fundlng for programmes, Alberta

”Educatlon would aPSO have to app01nt a preJect offlcer to

coordlnate the efforts of the dlverse tooperatlng 8rQ ps,and“tO'

3

provide the necessaryﬂfollow—up 1deﬁt1fjed by‘Newédmbe and

-

'government mandated change in post secondary 1nst1tut10ns. In

order to 1eglt1mate the authorlty of the progect offlcer ‘he or

-

she should have'a degree of status w1th1n the 0rganlsationa1'

v

hlerarchy (3550c1ate d1rector or hlgher), and be known among the -

-

several reference groups.f Should the staff commltments of

Alberta Educatlon be such that no su1tab1e persQP is” avallable

to undertake the respon51b111t1es, the Secondment of a qualifled

- person could be considered.,,HbWever,vtantionvshould be taken to
o PE gt ) R . e : -

ensure- that such a pérsdn,»whb”yould necessarily be drawn from
. N i - - . ‘— - . . . A)

I



220

one of the six other referencg groups, were acceptable to each

as an "honest~broker".

Recommendatiop Two. It is recommended that each university
PR o)

offering programmes for the preparation of educational administrators
undertake formal reviews of the form, content and effectiveness of its
programmes. Such rev1ews should be based on the’ premise that a major
_part of their mandate is to develop admlnlstrators for the bas]c
education svystem in Alberta. The reviews should involve consultation
with the AT‘A.,C AS SM\A ST‘A.,and Alberta Education.'Reviews and
- ’ 4

consultatlon should begln in the autumn of 1986 and .present conc]u51ons
. and recommendatlons for the avtumn of 1§87.

DisédSsion. In Chapter 1v, rn themsubsection dealing with‘
"neeos related to Goai 1: 1the opportunity for formal preparation",
’statements were c1ted reflectlng the concern of 1nterv1ewees from
v1rnua11y all reference groups about the apprOprlateness and effect1ve—

ness of aspects of t tie unlver51t1es wEducatlonal Admlnlstratfon
programmes.r.fbe existence of these several“concerns'suggests‘the neeo
“for théioniversities.to\conduct'thorough rev;ews of ‘their respectiye
programmes. Such a need is ‘mot new, having been identified by -
Culbertson et al. (1969 367) regardlng North American Educatlonar a
-Admlnlstratlon programmes, and - Seaton (1978) w1th spec1f1c reference to
the Unlver51ty of Alberta and the Unlver51ty of Calgary \

' The present - recommendation refers to. the need for rev1ews based_
on the premise“tbat,a majornpart of the_departments' mandate is to‘

develop” admlnlstrators for Alberta's basic education system. The

rationale for this stipulation is that because of the academlc context
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2

in which the departments:function, it is quite possible for evaluafions
" to be conducted with reference to criteria unrelated to the denelopment
role (e.g. articles published by faculty members, research contracts
seeured,"eth. Although‘such‘factors may be related to the development
of practitioners, they are not drrect.indicators of effectiveness in
,this regard. The récommendation also suggests’consultations with the

four reference groups associated with the practice of educational
administration in Alberta. These groups may be seen as representing the

clients, the practitioners themselves and the agencies which employ

them,’ oﬁ the unlversity programmes . If the uniVersity departments are’
/ ) :

going to continue to. enjoy. thelr present level of pub11c f1nanc1a1
support, or if‘they'aspire te receive increased_resources,‘they:must"
satlsfy the expectatlons of these c11ents. . By involving the client
groups in the programme ret1ews, un1ver51ty departments will get useful

rfeedback frOm experts in the fleld of'practlce-regard;ng the utility and

appropr1ateness of all aspects “of thelr programmes._ The exercise‘will -

A\

_also communlcate to the cllents the awareness of the departments of’

& ‘

their respon31b111ty to the f1e1d reassurance,that has'been lacking.and,
that would 1ngrease the confldence of the cllents in the departments.

F1nally, by soilcitlng 1nput from c11ent groups, and subsequently :

prov1d1ng feedback to them, the un1vers1ty departments will‘have a

channel of communlcatlon by whlch to modlfy the expéctatlons the c11ent

’

3roups have of. the departments. expectatlons which may be naive or.
'unrealxstlc.. .

It is not the intent of Recommendation- 2 to imply that because

<% -

the university departments provide a service to the field they are the
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~
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>,

Setvants of, or are accountable to the other reference groups. The

«

deparfménts, as part of the academic community, do have responsibilities
to conduct research and to encourage faculty members to publish
scholarly works. Nevertheless, historically, departments of Educational
Administratdon were formed primarilyrto provide‘for the professional

development of educatlonal administrators (Campbell 1981; Swifr, 1970),

t

and, as‘noted in Chapter II, the needs of practitioners for well -
de51gned and dellvered development programmes is 1ncre351ngly 1mportant

The 1elat1ve autonomy of " facultles to make final decisions regard1ng the
' I
form, content, and methods of programmes should be respected, However,

‘the fact that Educational Administration is neither a pure science hor
an esoteric discipline but'is an applied field of study,‘necessitates

regular-and‘meaningful'feedback‘from practitioners and clientrgroups.
To thls end it 1s approprlate for the departments to solicit 1ﬁput from

.the field con51der carefully its 1mp11cat10ns, and 1ncorporate these

-

impiications'in thefr,programme designs, .
L ' v .

\ - . L .

Recommendation Three. MIt'is recommended that each university

A 5,

wofferang Educatlonal Administration programmes conduct a survey in its

»
/

“respectlve reglon of Alberta in order to determlne the extent and nature
1.of profe351ona1 development programmes wanted by practising and asplrlhg

. \

admlnlstrators‘ Each un1verslty, after consultatlon with: the other two

' ‘ - \

institutions, would theh\develop a programme proposal 1nd1cat1ng ho w- it

- <

plans to address the identified needs. The survey.results and proposals

\ 7 -

would then be rev1ewed by Alberta Education and the Department of
Advanced Educatlon 1n ordxr to determine ‘the level of special prOJect

funding that would be required to provide services. The survey could be
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"ico;aucted in the spring of 1986 with-a view to‘providiﬁg bedget'support
fpr,augmented‘programmes in the 1987-1988 proyincial budget-Year.
Discuseion. It was noted by several rnteryiewées‘thatlﬁlberta's '
" uhiversit;ee havebnot been qurtk to respondlto'requeéts for serv;ce;
Lwhlce requireﬁ modlficatlon of programmes, dlstance dellvery of courses,

or adjustments to traditional graduatlon requ1rements (1- 2 30 1-2-41,

,1—1—37, }—1—39) Iﬁ llght of the variety of offerlngs described in

Chapter III sueh criticism may be somewhat overstated. Nevertheless,
as indicated in Table 3.12" substantial numbers of thls prov1nce s

. practising edueational\edministrators chose tofpursue their higﬁest

‘ degrees'at unrversities oetsiqe of Alberta (31 percent”of.baehelor's
'degrees{'eight'pertent of erofeseiOnal diplomas; é6upreseﬂt of maeter's
degreeé, ahdt6§=pereent of»dbctoratesjf'Itumay be argueﬂ"thét much of
this extra proV1nce study was prompted by a desire on the ‘part of those :

who completed Junlor degrees in Albérta 1nst1tut10ns té6 pursue
. t

PR e !

eubéequent studies in other venues. However, ‘the- numbers stuuylng

out51de Alberta are large and suggest that the effects of consultatlonx

ramong c11ents and universities to lmprove the quallty of admlnlstratlve
practice through the redesign of university programmes, will be limited.

A further indication that *a gap exists between the demand -for services .

t add the'willingness'or ability of Alberta's_un{Veréities to comply is.

“

found in the operat;on of United States un1vers1t1es wlthln ChlS

©

province.. A telephone interv1ew with the Dean of Educatlon of Gonzaga
University, Dr. Jean Wardlan, indicated. that the Spokane-pased"

institution during the 1984-1985 academic yeérjqffered courses in four

Alberta locations., She reported that approximately 20 students were

¥
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enrolled/ln master s programmes in Administration and. Curriculum in each
‘of Lloydminster/Cold Lake, Lethbridge. and Calgary, "and that 12 students

were enrolled in 'a professional diploma programme in Medigine Hat

Although Gonzaga Univer51ty is accredited by the Northwest

- Assoc1at10n, many American univer51t1es offer Educatlonal Administration

programmes which are oftnarginal or 1ow quality, a state lamented by

Deans of Education of University Council of Educational Administratiom

RS

(U .C.E.&,) 1nst1tutions (UC.E.A. Rev1ewg 1985 1). .- L

It is not the purpose of this recommendatlon to restrlctzthe

attendance of AlberUas educational administrators to this prov1nce s
universities; however, it does seem -appropriate to expect "that
P . . ‘ ‘ . .

: ) .

.reasonable access to university services will be available in Alberta.
JIn order to determine the demand for service and"to develop plans to
. meetQihat demand the surveys are proposed The surveys may suggest the

need fpr expanded outreach programmes which are expensive to- deliver,
but whlch need not imply a lowerlng of academic standards (2 5 10), or

AN
may 1mply the need for 1nst1tutions 51ngly,<or ag part of a consortium,

to eXperiment with dlstance education technology. Regardless of the

A hY

form of expanded or innovative programmes, requests for additiohal

‘special project funding from the provincial'government may be»expected.

LoE . v
- N

Goal 2 the opportunity for appropriate experience

* Individuals aspiring to particular educational administrative
roles  will have the opportunity to acquire appropriate
preliminary experience. '

Mang of the objeotivesﬂstated in Chapter -1V have been
transferred directly to the present chapter. However, in keeping with

the evolving nature of the policy development process used in this
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I
a

study, éome changes in objectives were justified in light of insights
gained by the author as a result of interaction during. the second round
of interviews. With reference to the objectives originally stated for
Goal 2, the author has chosen to modify them so ‘as to preclude the
éreécriptive action implied by provincial regulatioﬂ or the requirement
for the development of local policies. The - rationale for such
modification is that regulatioﬁs/or policy guidelines in this area wouid
ngCessarily impact upon the prerogatives of local jurisdictions with
regard to decision making procedures, intréorganisatiohal relationships,
¢ ,
vvand personnel practicesl The modified objective statement cited below,
leads to the less‘intrusive course of action indicated in Recommendation
Four. |
The modified objective statement for Goal 2 -follows:

1. Alberta Educatioﬁ will make jurisdictions aware df the benefits
associated with .employing educational administrators who have
gained appropriate preparatory professional experience.

" Communication regarding the roles of jurisdictions in fostering
the career development of aspiring and incumbent educational

administrators could be issued by Alberta Education in the
. autuinn of 1986. :

&

Recommendation Four. It is recommended that Alberta Education

commiséion'tbé production of a monograph outlining the benefits‘to be
: defived from the récruitheﬂt, séleéﬁion, énd emplgyment of'eduéétional
admiﬁistrators with suipable preliminary brofessional work experience,
and suggestiné apprdachegﬁwhich ﬁight be taken by jﬁrisdictions of
various sizes tb provide sﬁéff meﬁbers Qith developmental administrative
challenge#. |

Discussibh. As was noted in Chapter V,“all interviewees

concurred that educational administration is an aspect of a professional

. 9‘
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career which should be embarked upon after successful teaching
experience in a range of instructional settings, and, to the extent
possible, after success in progressively more challenging informal
administrative roles (2-1-28, 2-3-40, 2-4-19, 2-5-43, 2-6-37, 2-7-32).
Although experience in‘increasingly responsible formal administrative
roles.was generally viewed as being desirable, many interviewees
preferred that a formal "career ladder” approach not be mandated (1-3-
51, 1-3-52, 1-3-50, 1-7-46, 1-5-47). This developmental perspective
notwithstanding,.few Alberta jurisdictions have in place any formal
policies or procedures which would pfemote such professional growth.
The‘proposed anograph would reflect the premise implied in
Recommendation One'whieh viewed the development of educational
administrators es being a shgfred responsibility of the universities, the
jurisdictions, the profession, and the individual professionals. It
would elaborate on the recommended roles of the>jurisdictions stated in
the previous section‘and would draw on career related‘literature,’such

as Musella (1983) and Anderson eﬁ al. (1982).

Goal 3: establishing qualifications

Individuals who apply for particular educational administration
positions will be able to establish that they are qualified.

-Objectives related to Goal 3 include'

1. Alberta Educatlon will communlcate to school jurisdictions
‘criteria to be considered when educational administrators are to
be recruited, selected, and appointed. Such communication could
be issued in the autumn’ of 1986 with provisions to be’ applled as
of April 1, 1987, :

2. Alberta Education w111 require local jurisdictions to develop
policy statements selated to the evaluation of school and school "
system administrators. The guidelines for such policies should
requlre clearly defined role statements and provide for the om-



227

going professional development of educational administrators.
Time periods would correspond to those indicated in objective
one.

Recommendation Five. It is recommended that Alberta Education

require all school jurisdictions to develop local policies intended to
promote a consistently high standard of educational administration at
the school and school system levels. The demand for such policies would

be in the form used in the Program Policy Manual (Alberta Education,

1984), and would address the issues of the induction, recruitment,
selection, evaluation, and professional development of educational
administrators. The policy requirement could be stated in the autumn of
1986 with local policies to be implemented effective April 1, 1987.
. Discussion. Recommendation Five is intended to correspond, in
large part, with the form and content of Preliminary gflicy Alternative
Four as detailed in Appendix 2. The pérégraphs which £d1low eléborate on
the Sationale underlying the proposed background, policy statements, and
guidelines which would direct the local policy development activity:
1. Background. The background section comprises three statements:
i. School and school system level administrators are employed
by and are accountable to local jurisdictions.
ii. 'Each educational administration position demands a unlque
set of competencies,
iii. The development of competencies among administrators is a -
’ career-long process -which requires the interaction. of the
mastery of theory and practice.
The. first of the background statements emphasizes that the
‘ contractual and political respomsibility for employing and supervising
educational administrators rests with local school boards and their

officers. The rationale for delegating such responsibilities to local

jurisdictions, apart from the politicai and economic advantages of
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providing accountability for the raising of local taxes, is that; first,
local decision.making can take into consideration the various
educational values which prevail in a8 community; and, second, school
district units provide organisational units of a size which are'améﬁihle

to political control. Although not explicitly stated, such aséumptions

appear to underl ie the principles espoused by such Alberta Education

publications as the Prdgram Policy Manual (1984) and Partnérs In
Education (1985).

Because each school jurisdiction operates using a unique set of
values and is influenced by the personal characteristics of politicians,
prdfessionals, students, and community members, each educational
administration role demands a particular set of competencies in order to
ensure successful practice, This feature is noted»by the second
background statement. That each roie is unique does not imply that
there are not competencies commonly reduired by all educational
administrators. Such gompegencies have been documented in Chapter IT'
and identified as skills and concepts in Chapter IV. However, these

elements must be applied situationally and demand particular skills on

)

the part of each administrator and the applicatiqn of gareful selection
procedures on the part of each employer.

Placing the onus on local jurisdictions. to hire and sﬁpérvise
educational'adﬁinisg;ators does not éllow éoﬁplete discretion inasmuch
as such individuals must be chosen from the ranks of certified teachers.
In recent years, this réquirement implieé that candidates for positions

will have completed at least four years of un1ver51ty tralning. will

have successfully completed a teachlng practicum under the scrutlny of a

2%
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trusted professional, would have successfully competed for a teaching
position (which, in recent years, implies héviqg superfor academic

credentials ds well as the ability to appear competent in an interview

situation® involving one or more administrators), and finally, would have

o~ v

compiled a recerd as a classroom teacher: which inspires the confidence

of a selecfidﬁ panel.ofteﬁlcomprising both adminisgtrators and trustees.
This minimal procesg involved in gaining access to an administrative
role therefore implies the use of four levels éf screening before an
individual atquiresleven a relatively low level of formal administrative
responsibiligy¥§§§T§ ' ,

_In diréét?y controlling the criteria ;f ceréification for
teachers, sefting the requireﬁents for systematic evaluation of

teachers, supporting the professional.career development of teachers

(including development of the educational administration
specialisation), and requiring local jurisdictions to develop and

implement rational policies with respect to the induction, selection,

evaluation, and ongoing development of educational administrators, the

Minigter of Education would fulfill both the political and 1égal mandate
with regard to the sta d of educational administration practice, to
provide high quality educational services to all students in Alberta.

0

A-number of interviewees argued that a policy—driven‘apﬁrpach;

~

éimila; to‘that\béingvadvocated"iﬁ the present Stpdy.~woﬁ1d be
inadequate aé a scréen;ng dev;ce‘fbr educational administrators, and
Ainsisted thgf'a special certification programme should be in;;ituted (27
1-53, 2-6-38, 2—6—&5;.5;7-37). Such an approach would réflect the

regulations imposed by-society on other fields of proféssional‘prattiée,

+
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for example, areas of medical specialty for which requirements are
a

specified regarding specialized training and licensing. This approach
is based on the notion of "logic of confidence" thch, according to
.Meyer and Rowan (Scott, 1983: 40), endeavours to socialize profesejonals
thtough rigorous training and internéhip in the use of a standard

technology, certifies their abiljty toupractice, and then trusts them to

function as independent practitioners. It should be noted, however’,
that application of this logic to the practice of educational‘admini—
stration is inappropriate due to the different organisational .contexts
and natuce of’practice, ~Whereas medical specialists typically function
' 1ndependently, educatlonal admlnlstrators Operate within a complex :
;,organlsatlonal h1erarchy and are answerable to and evaluated by other
professlonals asgwell as by trustees. Medical spebialists may enter
practice'ditectly uponrbeing,licensedfwhetéas'educatlonal.administrators
'must go through the screenlng procees of job appllcatlons and
.1nterv1ews;' Last,lmed1Ca1 spec1allsts need to dlsplay after tralnlng,>
ﬁzcompetence? in applylng a well- def1ned .'if complex;v technology.
Educational admlnlstrators, as leaders of 51tuation—bound complex human
service organlsatlons, have no clearly deflned technology of pract1ce 1n'
.whlch in an examinatlon or 1nternsh1p 51tuat10n, they can conv:nc1ngly

demonstrate thelr competence S0 that observers could assume that their

\

: competence cou1d~be transfered.to other adm;n1strat1ve contexts; Itqis;
therefore, inappropriate to apply the socially sanctioned procedures

used in some areas of professional practice.to the regulation of

educational administration. "
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The final background statement recognizes that universities

-

‘alone, through preserfice»programmes are incapable of turning out
educational professionais as "finished products" (Anderson et al.,
1982). The intent of the statement is to reinforce the notion that
professional development needs to include both preservice and inservice
education and training coupled with critically analysed practice. This

conceot is complementary to the principles underlying Recommendations
N

One and Four.. Ay

2. Policy statement. In light of insiéﬁts gained subsequent to the

'development"of the preliminary poXicy alterndtives, the fallowing

modified policy statement is proposed'\ ’ : & s
\

In order to establish and maintain 2 consistently high standard of
administration in Alberta's schools and school ‘systems, each juris-
diction will develop policies whic provide for appropriate
induction, recruitment,: selection, ev luatiop, and professional
development. procedures for educational‘administrators. Alberta
Education provides support to jurisdiction€\for educational admini-
strator inservice activities that contr hute to higher quality
education for students by - improving administrator performance.‘

In keeping ‘with the empha51s on career developQEnt cited in-

/ \

prev1ous recommendations, the policy statement has been modified to

include reference to the 1nduction of teachers into the educational

administration specialization.‘

\followed by

tjurisdictions in developing local polic1es are first,.to set the general
{

directions and parameters which are acceptable to the senior level of
government and second to specify elements which the policy maker wants

the Junior level of government to 1nc1ude or exclude from the local

policy, In keeping with the\delegative relationship which prevalls§

, between the provincial government and the elected school boards, the

. Qn

N

°



)

2

232

author has phrased the guidelines to‘at;once-ensure that the policy
"issues of concern at the proQincialulevel are addressed,‘while
respecting the beneflts to be derived from optimizing the scope of local
“decision making.

i. The primary responsibility for the induction, recruitment
selection, and evaluation of educatlonal administrators rests.
with each jurisdiction. ) o y -
The intent of this guideline is td confirm that it. is the

locally elected board of trustees which ‘is politicafly accountable -for

4

these aspects of its operation.

ii. As successful adminlstrat1ve practice is based on the exercise =«
of a wide range of competencies by educational admlnlstrators,.
and as competencies are developed, at least in.part, in the
context of university programmes, the recruitment and selection..

. policies of school jurisdictions should emphasize the value of
formal academic preparation for educational administratibn. - ﬂb'

The Cgmmittee on Tolerance and Understanding (Government of

Alberta, 1984 65) wrote that "new standards and procedures should be s

-~

-

put into place to. ensure that pr1nc1pals have the neceSSary skllls ta:
perfonm thelr dutles and recommended that all pr1nc1pals "be requared
to fulf111 certlflcatlon requlrements recognlzlng thexr academ1ct7
competency to fulf111 the1r reSpons1b11it1es.. Slmilar sentiments were:
expressed by 1nterv1ewees representat1ve of the Dn1vers:ty of Calgaryi_ﬁl

and the Unlver51ty of Lethbrldge in the context of the present study (2—;"

a

6- &3 2~6—45 2—7—3&~ 2-7—39) The assumptlon underlylng these
’expreSSIQns of support for certlflcatlon baséd 1arge1y oq success in

academlc programmes is that the challenge posed to students and the'

N

craterla of success wlthm unlverslty programmes is anaiogcﬁus to the

"roles and expectatlons found in. the world of the*practltloner* As was

L

dlscussed in Chapter II however, the characterlstlcs of most university

. - '
R . . v
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programmes are quite unlike the role demands:of,tpejedOQationalAadmini—

stfa{or (Manasse, 1984), therefore,weekeningdthe-ergument fof.anA

,academically-based certification‘sCheme.

“

v Although unlver51ty programmes do not reflect toe.demands of
educational‘administration practice, they can’ profoundly 1n‘luence the
.conceptual development of aspiringuand 1ncumbent admlnlstrators. This
development, 'related to the topics tradltlonally dealt w1th %n

Educational Administration, can greatly enrlch the ;ndlvldual student s

A
understanding of education, schools, and society, but itﬂmust be:tlearly '

1

understood that scHools and school systems are bumar and pol@ticél

organisétions. They comprise people beihg led by‘people, and at any
N

partlcular instant represent the 1nteract10n of several different

actors.’ Fffectlve leadershlp 1s prov1ded by admlnlstratorb app1)1ng
approprlate concepts, not by the “intrinsic worth of the concepts

thémselves. It is, therefore;,approprlate to encourage .jurisdictions to

\

develop p011c1es which value the formal educatlon of candidates for

=

s
admlnlstratlve p031t1ons w1thout plac1ng undue emphasis™ on . any

-

particular academic credential.

'iii. As administrative competencies are, in part, developed through .
direct work experience, the recruitment. and selectlgn policies
~of school jurisdictions should also emph851ze -the value of

-relevant professional experience. '

A is)wesndocumented in Chapters IV and V, interviewees endorsed
the notion that educationél admin;strators4definitely shou1d<ha§é
experienced 9ugcesé'at a variety of levels and types of teaching -
. assignments, They also supported the idea that in moét cases it is’

desirable for‘administratofs’ careers to develop through sqccessful

experience at progressively higher.levels of responsibility., Marj,

. 7 - s
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however, félt that it was imbortant to provide for particularistic

consideration of the competencies brought by individuals to specific

administrative roles, thus rejecting a formal "career ladder" approach.

t

In keeping with these points of view, Recommendation Five requires °

jurisdictioﬁs to develop policies whic t the value of preparatory -

profesSional experienée’but allows each .j risdiction the latitude to'be

'flexlble or prescrlptlvéhas may be approprlate according to their

)

respective circumstances: Small, “remote Jurasdlctlons which typlCdl]y
\ .

receive few applications for adminlstratlve jobs, and which ‘may accept
-applicants with relatively little previous experieﬁce(may develop
/

general polia} statements. Other jurisdictions where strong competition

3

exists among 4pplicants for positions, and which may have established a

formal staff development prograhme,. may prefer to write policy

oo~

'stéteménts which cite several experience criteria for the selection of

-

educational administrators.,

-

The rationale for this guideline is to cause jurisdictions to
< ". t . .-
consider, in a rational fashion, how best to judge the adequacy of

applicants' professional experience for various levels of administrative

roles. 'Such“premeditation ¥ill lessen ‘the likelihood of ad.hoc

/

"dec1s1ons belng made on the basis of a pleasant Job interview, -a concern °

-
el ;

Aexpressed by some 1nterv1ewees (2 1 39 2- 7 37). Dec1slons regardlng

‘such maLters of consequence -as’ the selectlon of educational admini-

R

strators should be,ponstralned by. thoughtful con51deratson of the
several factors 1nvolved (Partlow, 1982 Musella, 1983). The policy

»development process hereln requ1réd would afford the opportun1ty for

~ ~
A3
S 4
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relatively detached, logical treatment of pertinent issues and would
place appropriate constraints on subsequent employment decisions.

‘iv. As educational administration is a special area of practice
. which teachers may enter in the process of their career
- development, school jurisdictions should develop policies which
provide for the induction of promising candidates to this area.
Policy statemeéfs should address the jurisdiction's approach to
fostering career growth, and should also state the means by
which women or other under-represented groups will be encouraged

to prepare themselves for formal administrative roles.

This guideline wa eloped Subsequent to the second round of
i&terviewé in keeping with the emphasis in this study on encouraging
-'career development progra‘m S’;n jurisdictions (as per Recommendation
Four). No policy action was recommended in the context of Recommend-
ation Four- in that the author thought that the content of the suggested
monograph may have been too prescriptive and inappropriate for some
" jurisdictions. Nevertheless, poliqy requifements are apt in the
present, more open-ended context. |

Renihan (1984) indicated that, particularly in }ural areas qf
Saékatchewan, teééhers‘we;e becoming increasingiy reluctant to assume
administrative roles,ﬁﬁhereby raisiﬁg the possibility 6f declining
'ﬁumbgrs of competent apblicants; with atte;dant declines in’ the sténdard
of eduéationai administrétive practice. Although no similar éfudy is‘
availéble for Alberta, similar demographi? and professional
cirtdmstances‘imply similar problems for rural Alberta. It.is, there-
fore, importanﬁ.that all jurisdictions in this prbvincé‘actively
encourage promlsing 1nd1viduals to consider develop1ng competenc1es
.:;which w111 quallfy them for formal admlnlstratlve roles.?\-

Gu1de11ne iv requ1res Jurlsdlctlons to pay spec1al attention to

the 1nduct10n Of women and members of other under—represented groups
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‘into the ranks of educational administrators. Although only one of the
seven reference groups involved in the present study alluded, in the
context of the interviews, to the implications of the policies under
consideration for the status of women in the teaching profession (2-3-
82), éhe author considers.the matter significant from two points of
view. First, there is no doubt that women are under-represented in
educational administration. Nixon reported‘éhat in 1982-1983 only 13
percent of school principals in Canada were female (1982: 5), notwith-
standiﬁg the fact that females constituted the?najority of teachers. Tt
is also noteworthy that of fhe 19 senior educators nominated to
participate ip the interviews only one was female. Such undér—
representation suggest social and proféssional discriminatio; against
women which should be corrected through the form of affirmative action
encouraged by Guideline 4. The second reason for encouraging more women
and minority members is that un?oubfédly there are many potentiéliy
effeétive administraﬁors among them who could make pqsitive contri-
.butions to edﬁcation in this province, Such talent should not be
wasted. - |

It should be %oted that the form of affirmative action advocated
Sy‘this guidéiine is at the level of inauction aﬁd preparation for
educational admihistration, nof at the selecfion stage. Although under-
represented groups sﬁould be encouraged to develop competencies and .

-

qualifications which will allow them tg-compete for specific jobs, the

0

main criterion of selection.must be the choice of the best_gualified

individual available, regardless of sex, race, etc.



. ' » 237

v, From time to time Alberta Education may suggest elements of
educational administrator training that should be addressed by
grant applicants (local sghool jurisdictions and non-profit
E.C.S. operators).

. Changes in administrative practice are occasionally demanded by

Alberta Education, for example, the introduction of the Management and
Finance Plan, for which limited ifdservice training is required.
Although professional development priorities should be determined
locally in consultation with the administrators concerned, provision for
limited intrusions by the provincial Department is appropriate.
vi. Local policies and guidelines should:
~a. Involve .local educational administrators in the planning,
implementation, and evaluation of administrators inservice
activity. ‘

b. Focus on the development of competenc1es which w111 improve .

the administrative and instructional leadership skills of

: educational administrators.

c. Accomodate the legitimate special- needs and interests of

individual educational administrators.

The intent of part(a) of this guidelines is to‘emﬁhasize the
participative nature of the professional development process.
Individual administrators should expect some input from ¢olleagues,
subordinat-es, and superordinates regarding areas of develo;;ment, and

'%ccasionally general inservice activities may be prescribed by super-
visord or Alberta’ Educatlon, but by and large, programmes will be
identified, ‘planned, and executed by ‘participants. - Part(a) also:

requires the evaluation of inservice programmes. Such evaluation should

not only address the reaction of pafticipants i‘m'media-f_ely following

inservice sessions, as is commonly done now after workshops and courses,
1
but should also take a longer term perspective and gauge the effective~

‘ness of the'programmen in fostering behavioural change in the work place,
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as well as assessing the contribution made by the programme to (hev
career development of the participant;.

Part(b) of this guideiine restricts the nature of inservice
activitiesﬂto those which relate directly to administrative or
'iéstructional leadership activities. Included in the latter category
would be courses related to‘curriculum and pedagogy.

Part(c).reinforces the notion that although many activities may
be arranged and conducted for groups of administrators within a juris-
diction, professional development for individuals is also a.lfgitimate
‘end.

vii.rAlberta Education will provide'a grant of up to $500 per
individual administrator (assistant principal, principel,
assistant superintendent, and superintendent) te jurisdictions
which have developed local policies which are in keeping with
this policy and guidelinest

A number of intefviewegs emphasized that in order to encourage
1océl'jurisdictions tQ imp1em¢nt policies directg? aﬁ the‘aygmentation
of professional development activitieé,'SQbstantial finanéialrinceniiQes
will have to be provided (2-7-56, 2-6-66, 2-6-63, 2-2-46, 2-2-52, 2-5-
. 62). The most cbnscientious juriSﬁictions and‘educatioﬁal admini-.
strators élrea?yfﬁiﬁzéxa‘highvpriority on professional development.
However, it gglnot these g;éups aqd inﬁividuals who cause concern and
prompt the néed,for policy action at the provinciai'level. It is fhoée
who have lacked fhe awareness, the will toﬁéct, or the resources to
undertaké a systematic programme of professional‘developmentiwho Qave
o cglled the QUality of the practice of educatioﬁai administration into
queStion‘in Alberta. JThé propoéed poiicy and guidélines would caﬁse

of fending jurisdiétions to develop suitable policies which would, in
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turn; qualify them to receive funds which they must show were spent on
the professional development of edministtators[ Even those trustees who
are not sympathetic to inservice training forxstaff, are sensitive to
the costs and funding sources of programmes (2-2-22), and when convinced
by administrators that inservice activities may be staged without
affecting the local requisition, will likely acqniesce to reqnests for
programmes. ‘

With 2837 educational administrators in Alberta, the $500 grants
could cost $1,418,500 annually, a substantial sum, but not overly large
in comparison to the total amount spent.on basic education annually
($1.74 billion in 1983)(Committee on Tolerance and Understanding,
Discussion Paper #3, 1984: 69). Such en expenditure would, in fact,
‘amonnt to only eight one hundredths of one percent of the total. If the
provincial_government were reluctant to make an on-going commitment to
funding-on the proposeé basis, consideratibn should be given to -
prdvidingvsupport on a fiQe year project.baeis. A shorter period‘ef
time ie not recommended as at least five years would be reduited to
‘develop andvimplehent iocal policiee wnich will have had measurable
effects on cereer development, the quality of practiee, and the
establishment’ of expectations of en—going inservice,growth on the part
of trustees and admlnlstrators‘ .

viii, Activities and expenditures qualifying for support 1nc1ude.

a. Tuition or course fees .associated with .short courses of at
least five days duration which address the dévelopment of
specific administrative competencies or in3tructional

- leadership capabilities, " “

b. Tuition or course fées (including texts and suppliesJ

associated with courses from an Alberta university or
university of like standing in the field of Educational
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Administration or related area which will improve the
administrative competencies or instructional leadership
abilities of the administrators.

The intent of part(a) of this guideline is to encourage the
participation of educational administrators in work role,related courses
of sufficient length to develop specific compehencies, i.e. the
acquisition of knowledée; the development ok understanding, and the
ability. to apply thst know ledge and understanding to the work setting.

Part(b) of this guideline\is intended to encourage the enrolment
by educationai adm@nistrators in appropriate nniversity-courses which
will promote educ;tionerelated conceptual growth and which may increase
the administrators' levels of competence. ] .

xi. Activities not qualifying-for’support are:

a., Costs associated with sabbaticals or extended study leaves.

b. Attendance of individuals at conferences. .

c. Salaries for the administration of the inservice programme.

’Part(a) of this guidelines prevents the use;gf the provincial
grant-money fof the costs of‘sabbaticals‘or ektended‘study‘leaves as too‘§
much of the grant due to a Jurlsdlctlon would be expended on too few
individuals. Although it is not the 1ntent of this policy that each
administrator be entitled to an individual'allocation of $500 each year,
it is expected that the benefits derived from the grant will be’
generally distributed. Forthermore, somewsenior adminishrators_have
- provisions for such 1eaves in their employment contracts. vItvis-the
purpose of this grant to increase professional development oppohtunities
Jfor administrators generally, not to assist school boards to meet their
current financial obligations. R

The tradltlon of admlnlstrators attend1ng conferences sponsored %

by specialist councils, profe551ona1 assoc1at10ns, or other
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. ’ ‘
organisations is well established in Alberta, with varying levels of

financial support accorded by jurisdictions to individual.prdfessiohals
(with such support being derived from local funds and'{he recentlyv
introduced provinciai inservice grant for teachers). As noted in the
preceding paragraph, it is the purpose of the Proposed policy to
increase professional development opportunities for educational admini~
strators, not‘to underwrite the costs- of existing endeavours,

A second purpose underlying part(p) of this guidelines is that

&

it is intended to support the use of grant money for the types of
activities cited in guideline eight. Aléhough conferences may be
somewhat effecfive in raising the level of awareness of administrators
regarding important topics, they are typica%ﬁy inadequate in promoting
lasting conceptual development or the dévélopment of behavioural change
(Fullan, 1982: 263). e |
x. All stakeholder groups assoéi;féd vifh the develbpment of
competencies among educational administrators are encouraged to

develop and ‘deliver programmes which meet the criteria
identified in guideline eight.

e

The intent of thls guideline is to encourage all reference
groups, universities, professional assoéiatiais, jurisdictions and

interest groups to become actively involved in promoting the profes-

sional development of educational administrators. This intent‘is'

supportive of the roles sdggested for the several reference groups ipn

‘Recommendation One.



. CHAPTER VII

CONCLUDING COMMENTS | >
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Introduction

This final chapter offers a retrospective examination'of the
extent to which the five recommendations satisfy the requirements of the
study's conceptual model and the several principles and criteria of .
adequacy. The:arguments against a formal programme of certification for
educational administrataoars are summarized, and a discussion of the
efficacy of the research‘methodology used in this study is presented.
The chapter concludes with the author's comments regarding three useful
applications of the concepts‘associatea with policy paradigms as

developed by Mitchell (1984).

Fulfilling the Purpose of the Study.

With reference to the cdnceptual model (see Figure 1.2) which
guided this research'broject, the purpose of the study was-to identify
alternétive cﬁuréés of action which dealt with the threehiésue§ of the
éducation, exﬁerience, and.formal criteria of'apppintment of educationai‘
administrators.ﬂ These alternative coursés of action Qere intended to
cdntribute to the realization of the main policy objectiﬁe which was
“"the develobment and maintenance‘qf an adequate pool‘of cgmpgteﬁf
educational administrators." The policy alternativeé fecomméndedihad to
_satisfy four criteria of adeqhacy: 1. potential effectiveness; 2.
aéceptable level of efficiency; 3. political feésibilitf, and; 4,

~

ethical soundness.

~r

262
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Recommendation One, that Alberta Education convene a forum

within which reference groups could coordinate prof essional preparatory
/4
and development opportl‘mities for educational administrators; Recom-
mend ation Two, that each of the three Alberta universitiué”s provid ing
service to educational administrators conduct prografhﬂme'reviews
involving consultation with client g /x:aﬁpS' and Recommendatlon fThree that
the three universities conduct surveys within their service areas to
provide information upon which to base possible new service deélivery
f

initiatives, all relate to ,the education isspe of the cpnceptual model's
independent variable. Recommendation Four, the development of a
monograph by Alberta Education for distributi"onfbo reference groups,
eépeci‘ally jurisdictions, regarding the value of preliminary prof es—
sional -experiencé for educational administrators, detailing initiatihvesA
which jurisdictions might take in order to enhané’e'-#tvhe value of
prellmipary experlence and prov1de career development opportunltles for
aspiring and 1ncumbent administrators, addresses the experience issue of
the independent variable, Last, Recommendation Five, c;utllnes a policy-
driven approach to recognizing the puaiifications of applicants for
administratlve posnlor\s requ1r1ng JUI’lSdlCthﬂS to consider  the formal
educational background, preparatory profe351onal experlenpe and on-
going profess:tqnal development of educatlvona_l _adm1nlstrators, thus
‘-‘addr‘essing all three issues of the Ai-n'dep“endent variable.

Careful consideration of each recommendation by the author

i

regarding the four criteria of adequacy cited above, suggested that each

<

was acceptable, That the recommenddtions or the concepts underlying

them were vetted through two rounds of ihterviews with senior members of |

~ - ) ’ P : h 4
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Albegta's %ducational community confirms their adequacy. Né;ertheless,
it mhét be acknowle&ged that interv;eyees‘repiésenfative of Alberta
Education, the University of Calgary, and the University of Lethbridge,
did express doubtgwregarding‘thé potential effectiveness of the

precursor of Recommendation Five, prefering instead a system of

certification for educational administrators.

Why Special Certification For Educational Administrators Should Not Be

N

Introduced.

i

A main emphasis in the earlier pages of this chapter was the

[

explanation of the rationale un@erly;ng Fhe five pqlicy fecommendatioﬂé.
Although the certification pf educatjonal administrators was not
recommended, because of the dichdtomous range of opinions expressed by
interviewees on this subject, the'gathor felt compelled to state, in
point form, why he chose to reject the cer;ificétion alternative. The
ideas of tho§e interviéwées who opposed certification are noted in
Chapter V, in the section headed "Cert%ﬁication.for administrators”,
items xxvii through xlv. However, because at a certain level of
analysis;'fhe logic of a special certification regime is appealing, the
following negative arguments arerpresented: \

_ .w;f 1. The criteria of level of fbfmal education and period of service

Jﬁ% ) normally ﬁsed as a basis of certificétion afe’not valid
indicat&rs of administrative coﬁpeﬁence nor arekthey predictors
of adhihistfatiie success, | Pt ?S

2. Objectively evaluated practice in the field, or as simulated in
an assessment centre, is_the only reliable indicaﬁor of

competence and predictor of success.
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\

The introduction of special certification would necessitate the

development of an expensive bureaucratic support system, causing
< )

' scarce resources ‘to be spent on administration, rather than on

the improvément of educatioﬁ in Alberta.

A special certification scheme would represent a step toward
centralized deéisioé méking, a move contradictory to the spirit
of the espoused philosophy of the gévernment.

There is a risk that insufficient certificated applicants would
% *

be available for small, isolated or rural schools, necessitating

the issuance of exemptions from the reqdirebeﬁts-by the central
authority.,  This would add to the.bureaucratic load, and
indicate the system's failure to address'the unev;n stahdardsiof
qualification that the regime was inrended to correct.

Administrators are already cértificatgd and ar enerally

experienced teachers. Improvements to the teacher education

" programmes, the recent introduction- of teacher evaluation

policieé, and the activities of the newly created Cduncil on
Alberta Teachlng Standards (C.0.A.T.S.), have the potentlal for
improving the effectiveness of prellmlnary screenlng of
admlnistrators.

The ihrroduttion of spécial'certifi;atioﬁ for admihistrators
mlght weaken the sense of colleg1a11ty between teachers and,.

Al

their supervisors, increasing the level of bureaucracy within

schools.

R Ty i} : .
A special certification programme could make it more difficult

for competent educational administrators from other provinces to



10.

11.

13.

. quatity of educational opportuﬁitiéS’évaiIaﬂlg'to‘serious

gain employment in Albertas, reduclng the pool of candldate@ from
which Jurlsdlctlons could choose personnél
The 1031c of special certlflcatlon could 1ead to a wide range. of

certificatés being required for}vanious edugationai speciaIties

raising the risk of increasing proportions of scarce resources

LY

. o . : : S
being committed to more bureaucracy and government

infrastructure.
¥ -

Compelling aspiring and incumbent admin;s;rators‘to‘regrster in-

~
o

university programmes against their Jill’;buld have a
Heleterious‘effé;t on the university proérammés‘aqd Jower the

-~ “g ’
[N

,Studenﬁs} " e T , .

d / -

fThe Ioglc of standardlzatlon which under]ies‘spec1al

R

confidence of the public in'education‘(and»politicianS), Spéciéiz7

1‘~u .

LI -

certif1cat10n, could milltate toward 1ncreasedrempha51s in

R .
N .:v.

unlver81ty programmes on the technical 35pects of administrat1on

to the detrlment of the conceptual Such a shzft would ﬂbuse _

A vk'!’

the 1nstruct10nal strength of the un1ver$1ties, and would be'

1. -
- P

--.,,s

~ . - \
N . . S R . ‘ .

S

adapt thelrvorganlsatlons. o e T TP . e

- L, . -

. " . L . >
v

,A special certifiCation;programmé foruedﬁcatfdnal.édminisﬁrators

8 u
e - R L
.

implies the risk of increased government 1ntervention in the

curriculum and research of the universitles which could

a
- " . >

« .

ultlmately restrict valued 1ntellectual freedoms.. LT

Even as symbolic policy intended to raise the’leveﬁ;hf -

4

,changlng social environment: of educat;on .and who can $p1tably'4

1nappropr1ate given the need’ for leaders who cah 1nterpret ther g

‘r

0

o=
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‘certification schemes for educational administrators are

P

ineffecti#e; _AlI'American states have imposed such

requiremerts, aﬁd'the popular and scholarly literature still

-

indicates a.low -level .of public confidence in education in

general,

N

The Efficacy of the Reseafcb Methodplogy.

Retrospective consideration of the methodology used in this

study causes the researcher® " recommend it to others who might be

involved in prospective policy analysis projects. The methodology'is

-implied in Figuré 1.3, showing the stages of whe policy development

L : : o Co g
profess, andlis Yased on communication with individuals associated with

the policy.issues. The purposes of such communicatidn'gre, first, to-
.allow*the researcher to develop greater insights. regerding the

o -

definition of the policy problem and the relétionships among the germane
issues, and, second, to allow 'the researcher to learn what the pbsitioné

of the various stakeholder groups are regarding those issues (a factor -

with important implications for subsequent: implementation plans). i

The researcher in the present study chose to use interviews with '

- groups of individuals who, onithe basis of their rank and long

association with the respective reference groups, were expected to

present points of view characteristic of their organisations. The use

-

of the group.interview technique helped to impart some of. the normative

%pfluéncei;ypical of the respective groups and consequently was seen to

) D N -
reduce the ideographic nature of responses, thus making them more useful
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N

» - The use of intérviews in the present study was appropriate in

order fo raise the 1evgl of valldlty of the data gathered. In dealingwnﬁ
K : ] ’
wlth complex issues 1nvolv1ng several int€ractive g@%ups it was

1
\ \

1mportant to be able to- raise: questlons clarlfy p01nts; and ask for the

elaboratlon ‘and’ extan51on of respondents ideas. Such probing and

- ;adaptatlon of the b351c 1nterv1ew gUlde questlons by-the researcher

: requireﬂ that he have @AreIatiygly strong background knowledge of the

~ -

subJect matter in quest1on. "Such background knowledge was, in part,

based on’ a thorough rev1éw of pertlnent literature, but also drew upon
the. researcher sﬂpersonai and professioﬁal experience., While this

1

background knowledge was helpful to the researcher in facilitating the

gathering of dataf;hgough‘the’intervlews, it also required that he

exercise restraint in.‘participating in the discussions, biasing

"inappropriately the direction of the questions, or refuting what he

perceived to be ill-informed comments by interviewees. The researcher

is satistied that such restraint was, in fact, practised as all of the
Vs

interviewees who participated in the first round of interviews agreed to

participate in the second - someEhing they probably would not have done

“

had the researcher been too intrusive in the interviews.

The use of a follow-up set of interviews as part of the data’
: . . ‘ - \
gathering process is recommended. In the present study, the second
{‘;_ .
round of ¥nterviews, based on printed material dérived from the initial

round, afforded part1c1pants the opportunlty to review some of their

previously stated 1deas 1n Juxtap031t10n with those of other

intqrvieweesi This allowed them to recon51der and restate their

respective positions. In aﬁdi;ion, the second round of interviews.

-

v
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presented the researcher with an additional opportunity to clarify

concepts and refine his understanding of the issues affecting the study.

Paradigms and Policy Research.

In the review of policy-related lite;ature in Chapter 1I, Guba's
opinions (1984) were cited reg;rding the significance and impact of the
analyst's selection of a guiding definition of policy for each study.
Sych advice is valid but fails to provide the analyst with a theoretical
rationﬁle to guide the choice of Aefinition. In the.context of the
present study, the author found that this deficiency was overcome to a
great degree by reference to Mitchell's description (1§8&) of the four
social science paradigms- (structural, functionéi, exchange, and'intér—;
action), as applied to policy analysis. Insight into the implications
of each paradigm for the interpretation Qf'the policy environment and

the various definitions of policy can be very useful in helping t%e

analyst consider the values, assumptions, and metaphors implicit in

policy definitions drawn from particular paradigms. Such insight

provides a basis from which the analyst can examine his or her personal
biases with regard to policy issues, and allows him or her to match the .
_ nature of the policy environment and the definition to be chosen.

A second benefit derived -from reference to policy paradigms is

-

the framework tﬁe paradigms provide to the analyst to aid his or her -
understanding of comments made by interviewees. Although the policy
researcher normally selects, as data sources, individuals who are
knowiedgeable in the subject being studied, such individuals may not
‘have previously developéa reasoned positioQﬁ énd articulated then

clearly. This lack of explicit positions accounts for inconsistencies
. a @y

’
4
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iﬁﬁarguments and points of view. Through reference to the elements of

the policy péradigms, as shown in Figure 2.1, the analyst is able'tﬁ

check the interviewee's statements for consistency and ask for

clarification or explanation of unclear boints. Such an exercise is

possible and useful as 1nd1v1duals typically function at any given time
o

in a manner consistent with only one paradigm.

In addifion to assisiing the analyst in selecting a suitable
policy definition, and helping him or her to undersfand the points of
view of informants, the analyst caﬁ refer to the policy paradigms ok the
respective decision makers and poligy actors to infer the type and
degree of pélicy chénge which is feasible in a particular context, In
the present study, fqr example, the inciinations oggsome actors were
toward policies which would have affected sudden and dramatic change,
i.e. the introduction of'certificatioﬁ requirements for educational
administrators, Such policies might have been appropriéte if the
structural, functional, or exchange paradigmatic perspectives were held
by all or most of the policy actors, However, because implémentation qf
such polieies would require communication with, and- the cooperation .of,
several different reference groups and a great‘hgny individuals,
implying the lack of a unified organisational autﬁority stfucture,
uncertain obJectlves, and a varied and changing social env1ronment
feference to the 1nteract10n paradigm held more prom1se for effectlve
implementation. In short, reference'to the implications of the four
_policy paradigms provided the theoretical background upon which the

“analyst based his recommendations. These recommendations urged a more

-incremental and consultative approach than would have been appropriate
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had he only considered the great differences between the legal,
political, and financial power of the provincial government vis a vis
the other reference groups, and the dispositions of senior members of

Alberta Education. . \
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APPENDIX 1
Interview #1

QUESTIONS RELATED TO GOALS DETERMINATION AND NEEDS ASSESSMENT
A\

e

EDUCATION AND TRAINING

1.

1.

What do you consider to be importarnt areas of (a) conceptual
development and (b) skill development for educational
administrators?

What 1nst1tut10ns or organisations should be involved in providing
preservice learning opportunities for the education and tralnlng of

‘educational administrators?

.Is it appropriate in preservice training programmes to distinguish

between the elements of knowledge and skills needed by those
aspiring to different administrative roles (i.e. the assistant
principalship, the principalship, a central of fice role, the
superintendency)?

Do you copsider any’ partlculér level of university Educational
Administration programme, as presently available in Alberta

~ (professional diploma, master's degree, post- graduate diploma or

doctorate), to be providing for (a) the conceptual development, and
(b) the’ skill development needed by asplring educatlonal ;
admlnlstrators° Please elaborate.

a

EXPERIENCE

a. Is it de51rab1e for aspiring educatlonal admlnlstrators to have
experience. as teachers7 ‘

b, If‘no, pleaée explain why not.!lV - .

¢. If yes, what criteria should be applied tp 1dent1fy the -
adequacy of such experience?

N T !

;a; Should appllcants for higher level admlnlbtratlve positions

have admlnistratlve experlence in. subordlnate roles? -
b, If no, please explaln why not.

c. - If yes, what crlterla should be applied to 1dent1fy the
adequacy of such exper1ence7

~
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CERTIFICATION

1. Does the role of the educational administrator influence the
educational process sufficiently to warrant special regulation?

2. Is educational administration a function so different from teaching
that a special set of regulations, credentials or certificates is
warranted? )

3. Should there be different regulations, credentials or certificates
for the respective administrative roles (assistant principal,
principal, assistant superintendent, and superintendent)?

4, Should the role of the province be essentially one of -leadership or
of control with regard to issues related to the training and
experience criteria associated with the appointment of educational
administrators? i
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603B Michener Park

v, Edmonton, Alberta
-T6H S5A1l
O
May 17, I985
‘m

Dear , :

-

‘ At thxs thme I would like to express ‘my gramude to y& for participating in
the first round of interviews associated with my dissertation study "D_evelopmg an
Alternative Approach for Educauonal Admlnxstrator Preparation in “Alberta”. Your
gandxd commetfits consxdered thh those of; your colleagues and -those cxpressed by
rcpresentauvw of other Tesponse groups have been ‘most heipful to me in 1denufy12§,‘ )
appropriate goals nceds and objecnves related to the issues in qucsuon I am most
pleased that you along with each of - the other mtervnewecs - were kmd enough ‘to
agree to participate in the second (fmal) _round of group mtemews and respectfull\’

submit the onclosed pohcy »altematxves for your con51derauon and reacuon. K v

Space and I am sure; your - valuable time, ‘do not permit a full report of

zf,é the results of thc analysxs of the first round of mtemews however, you may recall

#

I
that the purpose of the fu'st interviews was to identify “suitable goals n:;eds, and

objecuvcs pertaining to the three issue ‘areas “of: e
a. the formal preparation of educational administrators; - .

265
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b. the professional expcn'en’ce_ of educational administrators; and
" C. approaches -to recognising lraining and experience. '
These goals, needs and objectives have been stated. operationally in the forms of

four policy alternatives which address specific goals.

+ . The poljcy alternatives have been designed .to address the following three
goals: ' ‘ _
a. Edu_ca{ional administrators will have. the opportunity to deyelop__ thr.ough
formal preparation‘ 'prograrpmes‘. competencies germane ‘10 t‘he;rqéprbfession.
b. Individuals aspiring 10, particular.. edueauonal adrmmstrauon roles will have
thé opportunity to acqmre aepro;nate preliminary professronal expenence .
c. Individuals applying" for particular educauonal administration roles wnll be

3

able to- estabhsp that they are qualified.

Please read the pages which -follow so that- in the i’drthcoming group

interview you will be able to address the followj‘rrg tasks:

&

a. On the basis of your personal _experience, please comment on the,“

vfeasxbrhty of each 'altemauve with regard to us apparent efﬁcncncy

. potential for effectiveness and poh(;rcal acceptabrluy.
b. From the 'perspective of your drg‘anization which aspects of each policy
~._ altermative do you 'think would be regarded favourably - which -aspcme
would be seen as unacceptable and fmally, what would you anucrpate »

would be the likely . reaction of your orgamzauon should any of the ..

. alternauves be 1rnplemenred’7 .
Please bear in mmd that  the polrcy altemauvcs are m/ a prehmmary form thleﬂ
they are based on the content' of - the t'rrst round of mtervxews. they are more"
)ntepded io sumulatc dlscussron and to help to clarify conccpts Lhan they are
meant “to represent final polrcy posmons. Iny. thc context of the interview, please feel )

'free 10 sugg’es.t modlfxcanons to the altemauvcs 1o regroup, certain concepts, “or




.Y

indeed to suggest completely new ideas.

I look forward to meeting with you and your colleagues in early June and
shall be in touch within the next few days to arrange a convenient tme for the

group interview. Again, thank you for your cooperation.

Yours sincerely,
' - ‘ . u
i Donald B. Duncan
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Preliminary Policy Alternatives

i

Issue 1

The Formal Preparation of Educational Admininstrators

) 3
Analysis of the content of the first round of interviews revealed compiete

agreement that well-rounded conceptual development is essential to the successful
przictice of educational administration, and further, that it is in the comcxr‘of the
' university that such developmem should be fostered. There is, as well, general
agreement about the areas of conceprual developmem that might be consrdered to be
‘rmporram., o educational admrmstrators. The belief was generally expressed that the
formal educauon of” educauonal admrmstrarors could not be effectively pursued as a
discrete pre-service activity: but should be addressed both before and durmg the
admrmstrarwe career. Such consensus, however, does not seem 10 exrsr regarding the
natureM of university Educauonal Administration programmes per se. ‘The two ’
g alremauves which follow reflect different views of the nature and role of the
.umversrty Educational Administration programmes, and approaches to the formal
preparation of educational administrators. L

<

Alternatwe ) ‘ .

"

. "Academxcally Based Educational Admmrstrator Preparauon Programmes

Educauonal Admrmsu'auon is a freld of study norrria.lly pursued by students

>

- after-.a’ frrst degree As such, mosr courses offered in Educatronal Admini Agati
programmes are at the graduare level and therefore should be subject 10 511 of Lhe

- expectauons regulauons and standards set. wrthm Lhe respectrve umversmes by Lhe

T Facult.y of Graduate Studies. Admrssron cmena and standards for ‘students applymg

¢ for enrry to Educ,auonal Admmrstrauon programmes should be set so . as o predlct

:‘. success wrthm the .programmes and should not consrder the potential the apphCaan -
ght possess as pracusmg admrmstrators Similarly, cruerra Sfor success wuhm the

h‘programmes should be Lhosé whrch have tradruonally prevarled in academrc serungs :

wrth strong emphasxs placed on research and wrmng skrlls

NN



Universities are essentially academic communities. Although universites have an
important contribution to make to the imellecr‘ual deyelopmem of educational
administrators, they should concentrate on clements of knowledge and urnderstanding:
By and large). universities are neither effective nor effxcnem contexts in which to

develop prof:aencxes in the execution of technicai-level skills.

AR '
‘ In order to provide for the acquisition and development of technical-level

skills of practice, in-service training programmes would be organized and sponsored

by a consomum of interest groups (such as the proposed Centre for Educational

269

90 Leadcrshxp in Albcrta) individual professwnal organizations (A.T.A., C.ASS,, \

C.S.A.), or individual school jurisdictions or consortia thereof, In-service activity

would centze around short courses which would: o -

1. Introduce skills, providing a ratonale explaininAg why ,,iheyf‘ are significént and
appropriate; - Co

2. . Dernonsuate and explain the pracuce of mc skills;

3 Afford _oppo_rtumues for thg parumpams to practise the §kills:

4 'Proﬂ'idt:‘ feedback to. participants -.regarding their performance and provide further

| pracu'ce and feedback; . . \

5. Rccord me levels of prot’xcxency of tha practmoners issue; geport.s v |
"pamcxpams and provide fo ow up support as needed ‘

- The costs of thcse increased in-service aguvmes would be borne JomUy by Alberta ‘

nEducauon school Junsdxcuons and individual panmpants

(

Altcmauvc 2

"‘Competency Based Educauonal Admlmstrator Pre‘barauon Programmes

Educanonal Admmlstrauon is" Iess a \field “of study than it is a fxeld of
pracncc As such, thc prunary purpo’af umversxty based Edu&onal Admmxstrauon
programmes is Lhe preparauon of competent admxmstrators rather than - Lhe fostcrmg

«

of successful students and mcxplent scholars and tesearchers Although predictors of

academxc success should be censtdered among cntena of adrmssnon to Educauorlil

o e B .
PRSI T B s : A

. .
» . . ] ‘ . . ) .

B
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Administration . programmes, consideration should also be given 10 predictors - of

success in professional practice. . .

The main focus of Educational ':Administration,progrgmmcs should be the
devclopmem of competencies that can contribute to the effective practice of
administration. . Competence -implies mastcw by the student of knowlcdgc and
understanding, reldted to significant topics. Il ‘also demands the abxhty 0 apply

+ effectively, in real or simulateg, sitvations, that knowledge and understandmg. With
the development of competcricieé becoming th fgcus of Educational Adﬁinistralion
programmes the criteria traditionally used to judge graduate students’ success will

o
have to be shifted away from an emphams on thc traditional acadcmxc competencies

_ of research Yand writing. ?

A move 1o competency-based university  Educational Administration programmes
X has impfications for the content; methodology and staffing of _university departments. 4
First, extensive and on-going consultation among the several stakeholder groups
should be initiated on a systematic basis. Such consultation would apprise the
univcisities’ of the competencies seen 'by those in the fi_cld as being irpportam and

<
~ their programmes. Second, in order to increase the opportunities of students to

would provide‘f'eedback to the uniwicrsitieé ‘regardving- the apparcm effectiveness of

pracusl Lheu skills in Teal educational settings. administrative mternshxps or practica
could’ ,be implemented on an. opuonal bas:s The design and coordmatlon of such

internships could be. famhtatcd through formal consultauon am/on/g Stakeholders. .

A Ac‘ompetency-based approach to:- educational adminisuatornprepa’r;ﬁon ifnplié ‘
the uicreased use of - mstructlonal methodology akin to that outlined in Alternative 1\
for in- servnce programmes It ig erdvisioned, that a substantial proporuon of ’
coursework may be addresSod using a competency- ~based approach howevet, it .must .
\t?e .noted thai ‘2 strength of the umversuy setling is. its ablhty to foster conccptual
growth Thls abxlxty should bc hlghhghted in all courscs. Lhosc which ‘lend 'thcmselvcs

to l;emg competency based as well as those wmch axe more esmenc and thcorcnqal



R ' ' . \ : 271
In order to deliver Educational Adn;inisualion programmes which are more
. competency-based, it will be necessary for universities to employ faculty members
who themselves possess the competcx;cies. This i_mplics, perhaps, a degree of
differentiation of staffing .within university departments. with both accomplished
practitiqm.\rs and able researchers and scholars being hired. It may also irpply the
increased need for dcpé.rtmcms to(cngage, on a sessional or secondmcm bzi‘sis.'

exemplary administrators to design or teach specific courses.

Almouéh an increased emphasis on competcnc'y-bascd‘cour—ses may heighten

, N .
the performance levels of graduating students, it will not lessen the appropriatgaess

of on-going inservice activities as outlined in Alternative I. .

« * .

L ;i .

’

©. Issue 2 ) ' X | : ;

" Preliminary Professional Experience

- : ; .

Analysis of Lﬁc data from the first round of fﬁterview"s revealed geheral
agrecmcﬁl' among the, reference groups. on ‘the following poiius: ’ ‘
1. 'E&uQUOnal ;drhinistra\tors should have experience as teachers. . : ,
2. -Such teaching expcfien\cé should have béen successful, should have been
) rc'léu'vel); broad (at_se\fera} levels and - subject areas), aﬁd should evidence
exampies of instructional, professxona] and eera-currﬁixlar leadership.
3. - flixed riod of expcnence was ‘seen as geheraily appmpnate however at

- lcast two yca:s of successful teachmg expenence before assummg a formal

adrmmst:auve role was consideréd necessary. o S

4, Expenencc in Jumor admlmstrauve roles was “seen: s desxrable ‘for those :
: {

aspmng ‘1o semor posmons Howcver most rcspondems opposed a formal

'lock stcp career ladder forumla

- s

5. - "As was the case thh teachmg expenence prehmxnary adrmmstrauve experience
should have- been succcssful relatively  broad, ev:denoe mstrucuonal professional,
’ .and extra cumcula: leadershxp. and also dcmonstrate the adrmmsu'ator’s ablll[y

tq commugicale cffecuvely with the commumty.



. .‘g"’ " As there was such general agreement on the desirability and nature of

preliminary professional experience, no discrete policy alremalrvcs in this area will be

presented. Iteshould, however, be noted that the administrative mremshxp or
. . ' s 3 . b
pracﬁcum as noted above in Issue 1, Alternative 2, was seen by some rcspondcms
r

jd'? acccprable substitute for formal administrative experience. Aucnuon is also
P

0 )he queStion of preliminary professxé'nal expenence in rhc secuon dcalmg
13

w4irh recogmz.mg preparauon and experience, 1mmedrarely followmg

Iss'tre 3

Kecognizing Preparation and Experience

-
N

. . ) . e
Analysis of the data from the frrsr round of interviewd generated two

'_*lr

r

" Alternative 3 " o e , A_‘j. ’ , 5
. "Thc C°mf1cauon ‘of Educaucmal Admrmstrators y
| Backggound v . - - A . ¢

”’, _distinct approaches re}ardmg the recogmuon of the formal pieparation and
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- A

professronal expenence acquired by educational administrators. As the ~legal aurhOmy o

to deal with ‘these magters rests at. the provincial level, ‘the policy. alrcrnamcs are
' sra/red in forms used by Alberta Education. One approach, described below in
Alremauvc 3, emphasrles Lhe accountability of the Mxmsrer of Edueation regardmg
Lhe licensing of professronal educators and sets our in the form typical of Albcrra
Education regulanons srandards seen by some 'respondents as being at once '
responsible but not unduly restrictive. The ‘second approach, outlmed below m

Alternative 4 devolves more responsrbrhty to “school Jurxsdrcuons and. is srated ,m lhe

" form used by Alberta Educa‘hon in the Progra Policy Manual 4

'

@ Lhe Mlmsrer of Eduga’rxon is responsrble for the (provrsnon of basxc
educanqn in Alberta and as” Ehe performancc of educanonal admrmstrators
srgmfrcantly affects- the quahty of ,educatroual scrvrce, and as educarronal ‘
adrmmstrauon mvolves a ser of competencres that are drssrrmlar from those forv

: whrch teachers are u'arned and cemﬁgd Alberta Educauon proposes to nssuc two

K

LAY
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categories of cerificates to educational administrators. QOne level of certificate will be
issued to qualified school-level administrators (principals and assistant principals) énd
‘the second level of ;‘Eenificatc will be issued to system-level administrators

(superintendents and assistant superintendents with line authority over teachérs). Each

category of certificate may be issued on either an interim or permanent basis.

1. The School-level Admxmstrator s Ccrufxcate .
In order 1o quahfv for an Interim School level Admnﬂstrator s Cenificate, the -

apphcanl mu5t; )

a. Have completed a minimum of two years of success(ul téaching as
cStablished by supervisors’ evaluations and school j{xrisdfétion rccords. .

b.  Hold a valid permanent professional teaching ceﬁificate issuéd by a
_Canadian \province,ﬁ a.n'd. l}old' or qualify foj‘ ‘a; A_Ibé\r‘ta .professional
teaching cerﬁfigate. : !

c. Have successf:illy completed at least 24 semester credit’ houfs of senior
level cdurses with a concentration in Educational Administ_raiion at an
Alberta university or university of like standing. .,

2. The System-level Administrator ‘s Certificate

In order& to qualify for an Interim .'Systcm-lév'el Administrator’s Certificate, the
applicant must; - ) Lo
a. | Have complcted a minimum- of two years of succ‘essful teachmg

,cxpcncncc as established by supervisors’ evaluauons and school Junsdncuon

.
r

records. . ' . ' o -~
S ‘Have completed a rﬁiﬁjm}x@ of two yearé of successful administrat-ive'
e e’ipericnce \in a supervisory pOsitidn as attested to by superyisbrs‘ Teports

and school Junsdncuon records. , | o | -' , é
‘ c. Hold ‘a valid pcrmanent pmfe551onal teachmg certificate issued by & '

~

Canadxan provmce and hold or quahfy for an Alberta professxonal 0

~, teaching certificate. - - ;
d. Have sucmsfully completed a’ Master's d#gree with a concentrauon in

R E Educauonal Administration frdm an Albeng..umversny_ or umversuy of
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like standing. LT . L
. o " . .
4 -)\

Upon applxcauon to the Registrar's Office of Albena Educauon the .

n

submission of sunablc documematxon and the payment of an acCredxtauon fee, the
Minister may issue an interim school-level or system-level certificate thch will be
valid for a period of five years. ° X '

‘ , R
_Upon the successful completion of two years of work in an administrative

‘tole in Alberta, as attested to. in wriling by supervisors, or-in the case of -

supermtendems by the chairman of the employing school board, the administrator @
may apply to the Minister through the Office of ‘the Reglstrar for a perrnancm

admxmstrator s certificate. - D e P

-

Possession of a Sysmem -level Admlmsxrators Certificate also qualexes the

o
hoider to pracme as a buxldmgﬁ;vél-admxmsujator. T e
' A . L% o )
Incumbem “administrators are not requned to possess Admnmstrators .

Cerflfxcates as long as they retam thexr curient posxvons However should Lhey

request a transfer to a similar posmon or be promoted lb a more senior posmon

\ they will be requlred o hold an appropnate cer.txﬁcate Nevettheless, it 15
recommended . that all qualified ,adhiunstralors apply for cemﬁcates as_soo_h__: as*

“possible. . N ST T .

In order to allow aspiring admmlstrators time lto enrol in sunable umversuy

“programmes these regulauons wnll not. be 1mplememed for two years followmg thelr'

adoption by Lhe-Mxmster. S
Altemahve g T- , ’

olicy. riven Approach \ . , A
Back 0 d . S | . . K 5 c; - . v ° S :_.iv_ . .

The followmg charactcnsncs pertam o educatlonal admlmsuauon in Alberta s

schools and - 'school’ Junsdxctwns -

1. . School and school system level admuustrators arc cmploycd by and are

A

[ Y%
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" ki
accountable "to locair 1unsdictions.
Each educational administration posion demands a unique set of competencies.
The development of competencies among admimistrators 1s a career-long process

which requires the interaction of the mastery of theorv and practice

In recogniion of these charactenstics. and in order 1o .encourage the

conunuing professional development of educational administrators through n-service

learning activities, the pohicy which follows has’ been developed

Policv .
In Qrder to es_labhsh and maintamin ;a consistenty high standard of
administratiog in Alberta’s schools -and school svsiems, each ]urlbdlLIlOr‘:
will develop policies which provide for appropriate recruitment and

. 'selection procedures, admimistrator evaluation, and professional

development. Alberta Education provides support for educauona!
admiinistrator in-service activiuies that contribuie to h1¥her qualits
education for students b\ improving admimstrator performance.

Guidelines

1. The primary responsibility for the recruitment, selection and evaluation of

ro

educational administrators rests with eaeh school junsdicuon.

As sugccessful administrative practice 1s based an the exercise of a wide range

of “ competencies by educational administrators, and as competencies are

developed, gt least in part. in the context of umversity programmes, the

&

recruitment and selection policies of school junsdicuon's should- emphasise the -

~value " of *formél. 'preparation for ‘educational administration.

ro
~4

As admm:suauve competencxes are,” in- part also devcloped through direct work

'expenence the recrunment and selecuon pohcws of school jurisdictions should

&

empha51se the \alue of relevant . professnonal experlencc
From time to ume Alberta nduaauon may suggest elements of educational

administrator trammg.that should be addressed bv grant applicants (local school

jurisdictions and non-profit E:C.S. operators).

V‘Ac'tviv'ities’ and expenditares qualifying for support include:

a.. Tuition or course fees associated with short courses of at least five days

duration which address the development of specific administrative -



" educational administrators are encouraged to develop and deliver programmes

R

competencies which have me‘polemial to enhance the ms‘trucu‘onai

leadership capabilities of the administrator. .

b*  Tuwon or course fees (including texts and supplies) -associated with
courses from an -Alberta university or umversity of like standvmg in the

")"'fiéld of Edugauonal Administfgn‘on- or related area which will improve

the instructuional leadership provided by the administrator.

Activiues not qualifying for support are;

a. Costs associated with sabbaticals or exiended study leaves.
b. Attendance of individuals at conferences.
C. Salanes for administration of the in-service programmes.

Alberta Education Will provide a frant of up to $500 per individual

administrator (assislam principal, principal, assistant supenntendent ;nd
supenintendent) to junsdicuons which have developed local policies and
guidelines that are in keeping with this policy.

Local pohdes and guidelines should:

a. Involve local educational administrators in the planning, implementation.

and evaluation of administrator in-service activities.
b. Focus on the “development of competencies which will improve . the

admim’st;alive and instructional leadership skills of educational

. . :

administrators. ’

¢. * Accomodate the legitimate special needs and interests of individual
‘ ‘=educationa] administrators. .

All stakeholder grdups associated with' the developmeni of the competencies of

-

which _meet the criteria identified in Guideline S, above.
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APPENDIX 3

EXECUTIVE SUMMARY

3

Sumﬁarv of Chapter 1

An overview of the dissertation wasrprespntcd in Chapter 1. . A
brief introduction to the nature of the study was tollowed by a
statement of purpose. The hackground‘to t he srud}'was described with
particular attention given to the poljiical and organisntiyhn]’(fmtvxt
and the current regulations governing the appointment of edqutiunul
adéinisfrators in Alberta. The signifignnce of the study was discussed
with particular emphasis on the potential.eftocts of policy action on
the several reférence groups and individunls associated with educational
administration in this province.; The concebtual‘mode? which puided the
study as a whole, and the model of the policv development process wlich

provided the framework for the &ethoqologonf the policy analvsis were

presented. The objectives and subobjectives for the study® which

ultimately are satisfied by the policy recommendations stated in the

concluding chapter were cited, as were the delimitation, limitations,
assumptions and definitions applied to this research project. An

. : ﬁ L . - .
overview of the content of each chapter of the dissertation concluded

—

Chapter 1.

Summary of Chapter II

This: chapter has presented a review of three broad areas of
literature: 1. that which is related to policy and bdlicy analysis; 2.

that which dealt with the practice of educational administration; and 3,

277
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that which pertained to the preparation and the professional vdevelopment

-

of educational administrators.
’ N L)
The policy literature revealed that although there is no one

generally applicable definition of policy, the chojée of a particular
définition is important in‘that it profoundly influéntes the nature of
the'fiﬁal product of the analysiSrprocesé. To inform the choice of a
sgitab]e definition of policy for the present sthdy, reference was made
to the four paradigms and their attendant assumﬁtions and values. The
literature also recommended ghe reference By the analyst to the policy
context so that a choice of policy definition would be-made that suited
the issues being analyzed. As a consequence of,these‘cdnsiderations,
the author chose to define policy in the pfesent study in fhe manner of

the interaction‘pafadigh: "the concious attempt of officials,
, o ;

legislators, and interested publics to find constructive responses to

the needs and pathologies which they perceive in their surfounding
, .

culture.”
The review of policy literature also examined the meanimy, .

methods and limitations of policy analysis as they impinge on this

study. Policy analysis was defined and the roles of policy'maker and

-policy analyst were distinguished. Some processes of policy analysis

were «cited with particular attention to the appropriateness of .the

techniques of assumptional analysis as represented in the policy

i .

+

development process used in this'studyt Criteria for assessing the

adequacy of policy recommendatidns‘ﬁere identif@ed.- e .
The limitations of pqlicy analysiS'were'diséussed with'

particular emphasis on the effects of political and‘professional biases -
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on the products of the analysis. [t was also emphasized that policy
- ) .

analysis, unlike physical or behavioural Séiences,‘doos not lend itse}t
o
to the universal application of a standard methodology or technology,
but rather, requires the analyst to select or create analvtic processes
: \ ,
which are suited to the policy issues, environment and stakeholders in
the particular situétion under éonsidegétion.
- The first sectionbnoted some of the rochniqués of nnnl\si!
chosen for use in the present study, spécifﬁca]ly the use of jnrvrviv;s
- aé ﬁean% of 'data gathering, and the use of data sorging‘pxocpduros.

The. final asbect of policy literatgrc to bg,considerod dealt
with policy implementation and change. It was noted that consideration
~should be given by the analys# to the implications of implementation
during the policy development process. Implementqfion was described ps
a comblex process jﬁvolving the iﬁteraction of many elvmvnt;.
Consequently, it was recommended that the muftiple realities of.ﬁhe many

actors and stakeholders be considered by the analyst in the development

process~-a factor which drgues in favour of the selection, in this

- ]

context, of the definition of policy from the interaction paradigm.
Reference was made to the important roles pIa?ed by ;hé‘maﬁy
individuals responsible for policy implementatiod,‘and the analyst was
céu;ioned to‘considgr both the direct and'ipdirect consequencosvﬁf a
policy. Mention was made of s;rategies which may be used tb.incpease
the likelihood of policy implementation with specific rgference to .
'approaches f ound to‘successfu11Y‘induce change in post—secondary
institutiohs;' In conélhsﬁon,“thg observation was madg‘thaf much of the

"change" theory and techniques are, in fact, more geared to conservation



280

and preservation of value and power structures than they-are directed
. - . : {

L

toward effecting profound organizational change:
The second major area of literature which was reviewed addressed .

the practice of educational administration.. jJfhe administrative

i

behaviour of school uperintendents was examined through the writings of

.

researchers, consultaﬁts, and academics. Five works were cited whfch
‘dealt with the Alberta superintendency, establishing the skills and
competenéies seen as important to success, indicapiﬁg the nature.of the
workjand héw superintendents spent their working time, outlining rele
expectations, and notiné common prdbléms‘associated with the role. * An
Ontario study was ogtlined which stated the personal‘qualities'and

competencies needed by supervisofy officers, and which also listed the
criteria ‘most commorly used by school boards in hiring senior
w . .
educational administrators. ‘ _ e
) . o - i o ‘ .
’ Three studies conducted in the United States regarding school

superintendents outlined time use, interaction patterns and job satis-

»

faction. These studies also addressed the nature of the leadership role

performed by superintendents, emphasizing the importance of information

S

processi;guékills and ébilitiesn

Regarding the-administrative 5ehaviour‘of schpolvprincipals,
studieé~wgré cited which identified tgé'ﬁgngé‘of.skills and knowledge
required by successful principals. ‘Oﬁserva§i§é§Vwere made which
reflééted that,-in ﬁan; respects, the roles’ of priﬁéipais'wéreﬁsimilar

. o : ) S s o
to the roles of superintendents regarding skills,‘knoyledgeﬁ-and,time

use. A number of areas which were seen by prihcipals as'éhélienging or .

.
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problematic were identified, and the need for principals to function

)

.

effectively in .an increasingly ‘complex political environment was noted,
Y +

Although educational administrators shoﬁ]d alwavs  consider the
implicatioﬁs of the unique ngture of educational organizations, their
‘behaviour can be informed bv persbectiyes from other areas of‘aninij
‘spration. The third sub-section in this area dealt with the general

‘characteristics of administrators, noting specifically the attributes

and skills demonstrated by  successful organizatidna] leaders. Fach of

the c¢ited authors referred to thre need for administrators to displav

certain complex conceptual abilities- not as commonly shown by those who
are not successful leaders. [ ' s i _ :
. ! - / N | ¢ .

Consideration was given to the organizational context in which

-

educational administration is practised. Although’' the unique qualities

of each situation were acknowledged, certain organizational qualities

) .
were identified as being characteristic. .The éducational goals which

 formally govern the operétidns of schools'and,schodl_syspdms wi-T 6

-~

m."discussed, and the influence éf political values was.gaugedlv,pr,wés
poéited that the interaéti&nﬁof ed;cational and bolitical'values
fostered the develqpﬁént of.tbeﬂprofessional bureaucratié organizational
form, and the foles of‘administra£b§s in such coh£ezis were discuSsédfﬁ
The sub—seétion conclqded with constderation'df'fhe dysfunhtioﬁé‘whi(h'
~were seen to be implicit in the’profeséionai.bureauc}acy; |
Attention waé then given to the bodyvof 1iterafure which ﬁoéused
on exemplary ;r “effective" educatiénal orgéniiations aﬁﬁ admini-,>
strators;” The concepf of effectivgness.wés‘re;iewed, and.fhe:édmini— 

A T
Bt L S ) 1

strative emphases of successful leaders were cited.

.
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) The final main area of literature to be reviewed pertained to
the preparation and professional development of educational admini-
strators. Attention was given to the historical development of
!

university-based programmes which went through phases of dealing with
the development of technical skills among practitioners,-through i

increasing concentration on formal academic endeavours with particular

emphasis on analytical-behavioural sciences. ‘The opinions of some

N
authors were noted regarding the failure of most university programmes
to include \cphtent from the humanities, and the lack of field
expefiences was eeen to reflect a growing separation of theory from
prattjce. Commonly USed instructional methodg were 1dent1f1ed and
partlcular attentlon was pald to a 1978 study of the Educatlonal Adm1n1— p

strat1on programmes at the University of Alberta -and the Univeréity of

Calgary.

‘The assumptions which underlie competency-~based programmes were

identified as were the.arQUments against their adequacy. Consideration

was then‘giien te'the'need.for a morevfullyfdeveloped partnership
betmeen the universities, the profession, Jurlsdlctlons ahd govemnment
‘ih‘fosterlng the professional - growth of teachers in.geﬁeral and
educational adminiStratOrs,in particuls:. Such a partnership wouid‘see
net only 1mproved commun1cat10n and cooperation among the members, but
would also encourage each to make contrlbutlons to the endeavour which

were most in keeping_Vith their special tﬁaracteriStics.

'

O

Summary of Chapter IIT

-

Chapter I1I presented 1nformat10n whlch pertalned to the pollcy

,env1rdnment in wh1ch the three issues addressed by thls study are
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S

cons@dered. The first section dealt gwith the levels of training and
. X o
experience set as entry level standards by each Canadian province and

some American states. for the respective educational administration

roles. Information received fro&&other jurisdictions, especiallv in -

Canada, suggested that no common- standards have been set. Some
provinces, notably Ontario and New Brunswick have a tradition of setting
minimum standards and issuing certificates to school-level admini-

strators while only Ontario issues certificates to system-level

personnel. ~ Seven provinces, however, do set minimum standards for
training and experience for school superintendents. Formal criteria for

appointment, including the possession of an administrator’s certificate
i . k l
appears to be the norm in the United States.

7
The second section presented data regarding the levels ot formal

preparation and academic achievement of each category offeducational
» -

administrator'in Alberta. It is noteworthy that at least 82 percent of

superintendentsvhave voluntarily achieved academic levels beyond those
required by reguléiion. 'Similarly; althdhgh only a-ﬁeaching certificate
is formally required, moéf‘other administra;drs (éO'ber cent of
assisﬁant supérintendents,ISSVpet cent of principals, and 46 percent of

4

assistant principals) have chosen to pursue formal courses beyond the

bachelor degree. These last figures are the more impressive as they

. /
. . /
also include personnel in, Alberta's smallest and remote schools.

Information w3§ also presented which detaiféd the universities

iin Alberta chosen by given numbers of incumbent educational admini-

-

strators. ‘In addition to showing the distribution of students among

. . < . .
Alberta's three conventional universities, the statistics indicated that
\

.
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12

a substantial number of administrators, have chosen to atterd
[+]

universities outside the province with presumably many registering in
United States universities. This last fact is significant in that it

F

implies 1imitations on the ability of interested stakeholders to consult
on questions of programme content or co—ordination.-h

The final sectiop of this chapter referred to interview data and
informetion published in the calendars of Alberta's three ‘conventional

universities to provide an overview of programme content, structuré and

.

1984-1985 enrolment. ‘ . ’ .

Summary of Chapter IV

- The chapter began by outlining the nature and particular

characteristics of social policy research, explaining that unlike the

study ofonatural‘phenomena, social policy research endeavours to apply

empirical methods to the gtudy of value-based activities, . Such activity

was described as leading to the development and application of normativ

theory; Atténtlon was pa1d to the notion that in soc1al pollcv
research, the values of the researcher have a legltlmate role to plav in
the design of the study but should - not bias the conduct of the study nor
the interpretation of data. | | |

.o

“Authors were c1ted (Dror, 1968 McRaei 1980; Dhnn 1981) who

p01nted out that policy ana1y31s, unllke some other . soc1al and. - natural'“f

fksciences, was not limited in'methodology It was emph351zed ‘that the-
choice of methodology was left to the analyst who would select an
apptroach which waS?51tuat10nally approprlate and whlchdappeared to have

the potential to generate results deemed to be useful to decision makers

‘or other actors in the policy environment.



*

- . . . ) . » »

The appropriateness of the use of group interviews was

established in the present cohtext, and the questions of validity and
s . Co. - . X .- .

S

reliability o¥ data derived from stich interviews were reviewed. The

author concluded that under thé circumstances in which the interviews

N

were conducted, that the data corresponded to the indicators he sought

and were therefore'valid. In that the data recorded apparently

corresponded to what, was stated in the interviews (as was <onf1rmei‘in

©
)

the second round of 1nterv1eus) the methodology was conslderod u)h(

[

rel1ab1e.

As more than 500 indiwvidual concepts were recorded it was’

:decided that a representative.set would be quoted, and‘conseqnentiy,

N

“yithinathe,apprépriate eategories and sub-categories, a set of interview

éomments;@as presented which expressed the‘range'of salient poifts made

by the respondents. o ” o —— | ;:‘ S v

The data whlch was- thus presented was then USQstO support the~

development of a set of three goal statements wh1ch were seen hy Hn

F

~wresearcher to reflect ‘the 1eve1 at whlch all referents had expressod

,consensus.’ The goals were stated 1n Such a way that they addressed the'

respectlve 1ssues whlch m\;e/ypsthe 1ndependent var1ab1e of. the study

conceptual framework Lo ’>~

.

- .

-

bexplalned and needs assessment was deflned in keeplng W1th a dlscrepanCy

8

v1éw ofvneeds; Needs vere- 1dent1f1ed wlth respect to each of the goalq 4

prev1ously c1ted . ;

. .
v

-

The fneeds assessment stage of the pollcy development process waq.;
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The snecification of objectives, in effect, restated the goals
in such a wey as to address the identified-needs and to detail the
"what", "whomg, and "when" of subsequent policy action.

The final section of t he chapter ekpleined the intent and
derivation of the prellmlnery pollcy alternatlves which are presented in

&

LAbpendlx 2. A deflnltlon of "formal preparatlon for edUcatiQnaIN
.administrators was presented whlch‘considered both preservice and
inservite education and traihing. The section outlined~the'dichotomie
nature of the Comments of‘interview reenondents'regarding the mission
and role ef univeregty'EducaeioneidAqﬁinistration nrogramnes, with some
'vemphasiiing a very stroné.acedeniéubent while‘others emphaSized the
'1mportance of preparing practltloners. In both Alternatives land 2

“the need for the 1nvolvement of non un1vers1ty organlsatlonc in the

’preparatlon process was noted. - . 0 v _ -

As there was apparent consensus among respondents regardlng the .

japproprlateness of educatlonal admlnlstrators hav1ng a. range af

successful teachlng experlence,v no alternatlves were developed.f

1

Srmllarlyp-1ntefv1ewees agreed thatta pattern of ex ‘riencev;n
‘*;progresslvely more responsible admlnlstratlye pos1t10ns wa
5]

,but shouid not’ be mandated by pollcy or regulatlon.‘f

DER
13

The fl“al paragraphs Of the chapﬁer explalned the, ratlonale:“'n

underlylng Alternatlves 3 and(A Both alternat1ves addrese the issue of

. Cw

:establishlng thé quallflcatlons of asp1r1ng and 1ncumbent educatlonai

3

kfadministrators.< ”he former alternatlve prescrlbed the attalnment of a

‘provxnc1ally 1ssued admlnlstrator S certlflcate based on levels aof-

A

unxver51ty programmes cOmpleted and prellmlnary prefeif}onal experlence. ;

g e CAl .
S ’ §\v€>;{' .

deeéireble“'f
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The latter alternative stressed the accountability of administrators to .
their employers, and the responsibility of local jurisdictions to deal

with situational needs with appropriate recruitment, selection,

evaluation, and professional development policies.

Summary of Chapter V

-

Ih this chapter dealing with the preqentation of dana;
Statements were cited which were considered by theireéearcher to be
representative of the range of opinion expressedibyiihrerylewees within
eight categories of ideas. kegardihg university programmes, the

comments generally indicated that a balance between the extremes of
Alternatives l-and 2 was favoured, with all groups advocatlng a role for

universities which 1nc1uded both academlc and c&hpetency deve]opmenp

‘ aspects. The. relatlonshlp of theory and pvactlce was dlscusqed u]Lh thn

~
l

respectlve groups empha51sing varylng degrees of attentlon to each The

place of contentrderive ‘from' other disciplines was noted and the.

’ des1rab111ty of including the study of currlculum and pedagogy was.

stated ) Interv1ew participants dlscussed t he appropr1ateﬂess of

R .
admission‘crlterla 1nclud1ng-con51derat}on of applicants' administrative

potential as well as their scholastic recordsi They also commented on
Jthe implications of the nature of the programmes'and the desirability’of

faculty members hav1ng backgrounds as_both scholars and practltioners.

o

Competency—based programmes wvere generally not viewed favourably
é;$b }ﬁterv1ewees.. They agreed that although unlver51t1es shou]d

'endeavour to develop skllls of practlce among admlnlstrators, a
. ]

programme that were exp11c1tly competency—based would tend to'b%come
: . ) R , , o ’ v

P
v
S
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eackward~lobking, and weu}d promote a view of administration that was
too instrumental and mechanistic.

The internship for administrators was seen h? all groups as
poLenEially deéireble as a3 means of bridging the theories.addressed in

university classrooms -and the challenges of the administrators' world.

" The attendant costs, the need for close liaison among participating

i

graups, and lhe important roles of supervising administrators were all
noted. ,MoSt.groupé recomﬁended the fnclusion of infernships as a non-

eomeulsory element in university graduate-level Educational ﬁdmjﬁi—
. stration prpgrémmesl 1L ‘ , S S

A1l groups agreed that the proféssional development of

N

._eadcational administrators shouldobe accomplished through a coordina;eéﬁ

programme " of preserv1ce and, on- g01ng inservice act1v1t) - Such a

ETEN ‘-

’, prOgramme would recognize the partlcular instructional potentla] of the

universities; jurisdictfons, academics, and professional associatidhs in

3

« . i

mepting the various learning needs of aspiring ‘and incumbent admini-

! ' . : R

] . ’ B y N . PO Iy
strators. o "S o o § B
PRI ' o A
< - The state of communlcatlons among the agenc1es 1nvolved in the
. ’ ’ Y . : E EEN
devebopment of educatlonal admlnlstrators is regarﬂed by reference’
¢ Y. .

brodps as sporadlc Ghd 1n need of 1mprovement1 .Although several avenues
\ .

b . s P <

»

of communlcnt1on among the g;o%ps were 1de f° d, most were elther of a‘-

A ¢ # f

anuaIrnature;dﬁffotusea onvotgérugoplcs deallng only tangenta{ly hlth’

- *3 - ; ¥

- 0.

ﬁ' educatlonal admlnlstratlon., Each group seemed aware of Qhe de31rab111ty

in = ,‘-f > .
of more e?fe;%lve @ommun1catlod'3nd~wa§‘w1111ng ‘to” paft1c1pate in -

R4 5 .
LR !
adv1sor\ or ad hqg coqmlttees, but ndne 1ndiéated a wlllﬁngness to”
$ xpoo oL b e v g '
inltlabe d? coofdlnaneKSUCh foran € T S
4% . e T,

w " S A N U

LI S g e L .

o
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The interviewees generally endorsed the statements made in the
. e ‘ : .
interview support material regarding preliminarv professional experience -

- v

for gducational admini%£§al§rs detailed in Appendix 2. y
. , y
PR o ‘

v . S e L o
"Alternative 3, outlinifg a certification scheme for educational

» ‘

N

administrators, fet with a dichotomous response. Tndividuals from three
0 L : -

.

'

\ groups, Alberta FEducation, thP‘Univérgitf ot Calgary and the University
/" .
‘, . ) , . /ARy . . . ‘ .
of Lethbridge supporte& the principles of cortjfi(atfon, while those
“from thé AS.T.A., the AﬂﬂAt, C.A.S.S. and the University of Alberta

were. strongly opposed, favouring instead théAprjn(iples underlving the

TN . ’ ‘ . -
policy-driven gpproach detailed in Alternative 4. These difference are

IS

discussed in detail in the following chapter. ..
. ’ 4

0.

N

The-concluding pages of this chaﬁterﬂaddnessed the positions

. taken by the individuals associated with the respective organisations
: _ ,
' o

with regard to the germane issues of this study. This approach’ wis

taken so' as. to provide a basis from which to @ssess, the pélitical
““ - ‘ o .. . ‘ * .

igplicatigns of the policy recommendations presented in the chapter

,'which'ToPiéws. : : S - : .

- X v ©

Summary of Chapter VI

\ “ . . . . o
. Chapter VI served three main purposes: first, it reviewed the

legal and poiiﬁiégl c;ntext im which policy acti?n was’beiné considerod;
second, it Sythesizéékthe contenf'of'the rélated 1iteréture(-dnra
. bérfsiﬁingwtovtﬁé ﬁresgnt bolicy.environmentl data gafheréd }rom
éoﬁmunicatiq@ Qigh refereﬁce-géoups,‘;nd thg‘ihhficagion;‘éf the
pqlitical-cbﬁfex;nigftheiform of five recommenéations for policy/actiong

©

ané, third, it presented some concluding comrents .based on a retto-

spective view of the study.
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Thé first section of this chaptér discussed the légal,
politiFal, and organgsétional dimensions of the present policy context.
The legal authority of the Minister éf Education to promulgate policy
changes rega;ding educational administrators was established with
reference to pieces of federal and provincial legislation. An
exploration of tpe propensity of organisations to temﬁer objective
consideration of issues with attention to internal organisational

~

interests foaﬂowed, with reference made to the analysis of intra-
organis;tiohal forées (Odynak, 1963) and the metavalues identified by
Hodgk inson 0978),gr05th, maintenance, efficiency, and effectiveness.
Note was made that in the present policy context, most reference groups
did nét place a high priority on effecting change to therstatUS quo,

.

indicating that although they were prepared to cooperate in the policy
review process, ;ﬁd were willing to make some changes in their
operatioAs régarding educational administrators, they were disinclined
to make spbstantia& change or to commit their scarce human or ;inancial
resources to new practices. It was concluded, thereforéj/thaf any
policy actién would have to involve both committed leadership and
substantial_financial resources from the provincialbgovernment‘in order
to effect significant change.

Two concepts were discussed which established t+he parameters
bbun@ing the policy recommendations which were to stem ffom the study.
First, the notion of symbolic policy was devélopéd with particular
emphasis on the dysfunctions attendant upon its use. Second, "the
principle of parsimony was‘ihtroduced. The policy recommendations which

N .
were deve&oped were designed to realise effects which put them beyond

90
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the bounds of symbolic ﬁolicy, while seeking to accomplish their

L}

purposes without requiring ﬁgre than minimal resources.
Sedf

The concluding paragraphs of the section dealing with the policy
environment noted the principles of decentralization, partnership, and
consultation espoused in recent publiéations of Alberta quéation, and
concludéd that the same qualities should be reflected in the recommenda-
tions to be generated by the present Sahdy.

The Policy Recommendations section of this chﬂbtor 16 {h; focal
poing of the research prdject, offering a set of recoﬁmendations which
were derived from a synthésis of the content of pertinent literature,

the insights of senior educators, and the products of policy analysis

methods. The recommendations address the three issues associated with

the poiicy problem as identified in the study’'s conceptual model: the

/education, experience, and criteria of abpointment for educational
,administrators. The formulation of the recommendations was also guided
the foﬁr criteria of adequacy; potential effectivenes§, efficiency,
political feasibility, and ethical acceptability, specifjedgfs important
by Mayér and Greenwood (1980).

" The first policy recommendation.eﬁcouraged Alberfa Fducation to
convene. a fbrum within which referencebgrbups cogld coordinate
proféssionai preparatory and development opportuniﬁies for educational

administrators.” The discussion following the recommendation detailed

specific roles which coudd be played by the respéctive reference groups
in its implementation.

Recommendation Two suggested that the three Alberta dniversities

wofking with educational administrators conduct programme reviews which

2
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-

take into consideration the points of view of clients, professional

associations, and interest groups.
Recommendation Three proposed that Alberta's conventional
: T
universities copduct surveys of their service areas in order to
determine the demand for formal professional development courses. The

survey results would inform programme proposals which would be submitted

to Alberta Fducation and Advaaced Education for possible funding by the

province.
Recommendation Four encouraged the production of a monograph
commissioned by Alberta Fducation which would elaborate benefits to be

derived from employing educational administrators with suitable
prepreparatory professional experience; and recommend systematic

£l

approaches which could be taker by jurisdictions of various sizes to

foster staff career development.

RecommendaFion Five provided a comprehensive policy-driven
approach to recognizing the qualifications of applicgnts for admini-
strative positions fequiring‘jurisdictions to consider the formal
educational background, preparatory pfofessional efperience,and on-

. O
going professional development of administrators.

Summary’of Chapter VII -

- This ;6nc1uding»chap£er offered retrospective thoughts on the
extent to which the five policy recommendations met the demands of the
goncép;ual model which guided the study, and satisfied the criteria of
adequacy set out in earlier chapteré.

‘ &,
Because of the d1chotomous nature of 1nterv1ewees responses to

the alternatlves of a certification scheme or a pollcy—drlven approach
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= to recognizing the qualifications of educational adminfstfatbrs. it was

important to clearly state the arguments in oppositioff to the former

e ’

apbroach and those favouring the latter. As the case‘im favour of a
policy-driven approach was thoroughly presented earlier, the concluding

section presented only a summary of the thirteen points militating
A 3.

. :
L,

against certification.

Comments ‘were made regarding the efficacv of the research

methodology used in this study, with particular emphasis on the use of

group interviews as a method for gathering valid data on.a complex

subject. The need for the interviewer to be at once knowledgeable and

unbiased in conducting the study was addressed. o
The final paragraphs of the chapter addressed the usefulness of
the cbnceﬁts associated with policy paradigms to the policy researchers.

Reference to policy paradigms was recommended in order to help the

“analyst identify a su®table definition—of/gplicy for his or hér study,

I

to help the analyst understand the perspectives of informants, and to
guide the analyst in recommending directions and degreesnof policy

change.

-~



