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INTRODUCTION 

The Third Commonwealth Regional Training Course on Educational Administratio n 
and Supervision too k place in Bridgetown, Barbados, for the Commonwealth 
Caribbean from 14 May to 13 July 1979. I t was hosted by the Government 
of Barbados in association with the University o f the West Indies, at the 
Cave Hill Campus. 

The Fifth Conference of Commonwealth Ministers of Education held in 
Canberra in 1971 was the first Commonwealth Education Conference to discuss 
specifically th e subject of educational administration. I t expressed suppor t 
for the training of professional and administrative personnel in education 
and for the clearing-house role of the Commonwealth Secretariat. Betwee n 
that Conference and the Accra Conference of 1977, three regional workshops 
in educational administration were held. Th e first was in Freetown, Sierra 
Leone in 1973, the second i n Georgetown, Guyana in 1974 and the third in 
Kuala Lumpur, Malaysia in 1975. B y that time the value of regular Common-
wealth in-servic e meetings for educational administrators had been 
established and the Jamaica Conference of 1974 which adopted th e theme 
"Managing Education: Innovation , Implementation and Consolidation" had 
agreed tha t consideration be given to the establishment of regional and 
inter-regional centre s for training educational adminstrators and supervisors. 

A planning meeting for the organisation of such centres which was held 
in Nairobi i n November 1975 , drew on the experience of the three workshops 
of 1973 to 1975. I t provided th e framework of the regional courses, the first 
of which was organised for Commonwealth Africa and took place from January to 
March 197 7 at the University of Nairobi, Kenya. It s participants were senior 
educational adminstrators and inspectors. Whe n the Seventh Commonwealt h 
Education Conference met in Accra in March 1977, the Nairobi course was 
drawing to its close. It s success led the Conference to endorse a 
continuation of the Secretariat's programme of such regional trainin g courses 
and a recommendation tha t governments should consider making regular 
provision in their national budgets for the training of personnel in the 
various sectors of educational administration. Followin g the Accra 
Conference, therefore, a second regional course was held in Fiji for 
the Commonwealth Pacifi c i n 1978. 

The present report describes the planning and implementation of the 
Commonwealth Caribbea n course, the third and last in the current series. I t 
was the shortest, lasting 9 instead of the 12 weeks of the first course. 
This report is devoted largel y t o the presentation of a selection of material 
used on the course and considered likel y to be of value to the planning of 
in-service programmes for educational adminstrators. I t also includes a 
short review of all three regional courses organised so far by this Division. 
On the basis of the experience gained, which was welcomed by the Colombo 
Conference (1980) , further initiatives in pursuit of the various options are 
aimed at assisting the provision of such courses for various cadres of 
educational administrators at senior policy level s through much shorter courses 
than so far organised. 

The Commonwealth Secretariat wishes to record it s appreciation t o the 
Government of Barbados for the generous support it provided fo r the course. 
Our thanks are due to the many officials in schools and offices throughou t 
Barbados who welcomed participants t o their places of work and assisted them 
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during the attachment element of the course. Th e co-operation of the Ministry 
of Education and Culture in St Lucia enabled th e participants from Barbados 
to spend their attachment period i n a different setting - highlightin g the 
vital importance of the support of member governments to the success of 
Commonwealth educational co-operation. Th e course also drew similar support 
from the School of Education of the University of the West Indies at all 
levels, especially Professor A.S. Phillips, Professor and Dean of the 
School of Education and Sir Sydney Martin, Principal of the Cave Hill Campus. 
The local Course Director, Mr R.D. Goodridge, Vice-Dean of the School of 
Education, Cave Hill, was the key figure in its development and progress, 
and with his team of experienced educators, gave more than might have been 
expected of a nine-week course. D r M.K. Bacchus, Professor of the Sociology 
of Education at the University of Alberta, Canada, who served as consultant, 
made a sterling contribution to the course and enabled i t to retain a 
Commonwealth perspective throughout its duration. O f course, a vital 
component consisted of the 18 participants themselves from 15 Commonwealth 
countries of the Caribbean who shared mutual knowledge and skills and 
deepened thei r awareness of the issues contributing to effective management 
in their countries. 

In offering all of them and other Commonwealth educational administrator s 
this report, the Commonwealth Secretariat believes that the sharing of such 
experience is the foundation of all Commonwealth educational co-operation 
and trusts that educational practitioners will find the report a useful tool 
in their national efforts at in-service staff development. 

Rex E.O. Akpofure 
Director, Education Division 
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COURSE PLANNING 

Background 

The Report of the Planning Meeting on the Training of Personnel in Educational 
Administration and Supervision, Nairobi 197 5 provided a rationale and a frame-
work for the development of the Commonwealth regional trainin g courses. Tha t 
part of the report which examines the content of training courses is 
reproduced here as Appendix 1. 

In January 197 7 the first regional training course, organised by the 
Education Division of the Commonwealth Secretariat, took place in Nairobi 
for the Commonwealth Africa region. Seen , in part, as a pilot programme, 
the Nairobi course indicated strengths and weaknesses in the course structure, 
and in the practical arrangements, to which subsequent courses could respond. 
For example, the course highlighted th e difficulties of meeting the needs of 
a heterogenous group of principals, advisers, district education officers, 
and inspectors in a consistently appropriat e way both in the conceptual 
structure of the course and in its practical expression. A t the same time 
the value of a professional interchang e of views among officers occupying 
different positions in national administrative structures was readily 
apparent. I t was recognised als o that attachments to educational and 
administrative institution s could play a prominent training role, 
strengthening an appreciation of concepts and processes examined 
theoretically. Similarly , it became clear that a variety of training 
techniques should be utilised, associated with training materials which 
could be of use in the participants' home countries. 

In the light of this experience and of the second course held in Fiji 
for the Commonwealth Pacific i n 1978, the Commonwealth Secretariat organised 
the third regional course maintaining th e principle that existing trainin g 
institutions are the most effective mechanism through which courses of the 
type recommended by the Nairobi meeting may be provided. 

Participants 

Early in 1979 governments in the Commonwealth Caribbean region were invited 
by the Commonwealth Secretariat t o nominate one or two participants for the 
course. I t was made clear to ministries of education that the course was 
intended for inspectors, district education officers, advisers and curriculum 
specialists or potential appointees to these posts. I t was further 
recommended tha t the participants should be in a position to initiate and 
undertake national and regional training exercises in their home countries. 

In the event, 18 participants from 11 Commonwealth Caribbea n countries 
were able to attend the nine week course. Anguilla , Antigua, Bermuda, 
British Virgin Islands, Cayman Islands, Dominica, Grenada, Montserrat, St. 
Kitts, St. Lucia, St. Vincent, and Turks and Caicos sent one participant and 
Barbados, Guyana, Trinidad and Tobago each sent two administrators. 

The group brought a wealth of expertise and experience from different 
levels in the education system. Fiv e participants were school principals; 
the schools they administered includin g junior secondary, all age schools 
and community secondary schools . I n addition, there was a principal of a 
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teacher training college, ten education officers or supervisors whose roles 
varied according to country and level but included supervision of teachers, 
in-service and curriculum development, one assistant secretary t o a ministry 
and a chief education officer . A  list of the participants is provided in 
Appendix 2. 

The majority of the participants were experienced i n a number of roles 
within the education service but with many years of professional servic e 
ahead of them. Ther e was at the same time considerable variation in the 
training role or potential trainin g role open to the participants i n their 
home country and thi s element of the multiplier effect of the course was 
received with different degrees of significance and appreciation according to 
the scope perceived fo r this role in the individual participants job. 

All the participants were awarded a CFTC bursary t o cover travel, 
accommodation and other subsistence expenses. 

Syllabus 

A syllabus was prepared by the Commonwealth Secretariat in the light of the 
experience of the Africa and Pacific courses, and in consultation with the 
course director and the course consultant was modified t o meet the specific 
needs of the participants and their home region. 

During the course of the training programme discussion with the 
participants resulted i n units of the syllabus being highlighted or 
strengthened accordin g to the wishes of the group or sub-sections within it. 

Materials for the course were prepared by the School of Education and 
by the consultants and guest contributors. Booklist s were prepared in 
relation t o titles available in the University Librar y and t he Commonwealt h 
Secretariat provided a small core collection of titles for the use of 
participants. 

The outline syllabus appears in the section on course implementation. 

Accommodation 

Accomodation was provided fo r the participants at the Sandridge Hotel half 
an hours drive from the Centre of Multi-Racial Studies on the Cave Hill 
Campus which provided th e base for the course. Ther e were disadvantages in 
this arrangement, notably i n circumscribing th e opportunity for individual 
participants to easily pursue their own programmes. Thi s had to be matched 
against the pressing need t o keep accommodation costs to an acceptable 
minimum. Nevertheless , the hotel did itself become a centre for both formal 
and informal programme activity. 

The Centre for Multi Racial Studies provided an excellent study centre. 
A self contained unit with a sufficiency of space and office facilities, it 
served th e needs of the course ideally. Bot h in the Centre and elsewhere in 
the University every effort was made to make the participants feel at home and 
to provide, whenever possible, study and technical services to assist the 
successful pursuit of the course. 
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COURSE IMPLEMENTATIO N 

Objectives 

The course was designed t o meet the following objectives: 

(a) T o deepen the participants' appreciation of the administrative 
process and concepts of educational management with a view to improving 
their effectiveness of performance in administration and supervision; 

(b) T o strengthen participants' awareness of the relationship 
between education and socio-economic development, in terms of planning 
for educational objectives and national goals; 

(c) T o encourage co-operative attitudes among participants i n view of 
their inter-related roles, by discussions, case studies and group 
activities involving all those engaged i n educational administration in 
specific task areas; 

(d) T o assist participants i n identifying areas where training in 
educational administration and supervision in their individual countries 
would be of benefit, and to enable them to formulate and conduct 
programmes to meet such needs on an in-service basis. 

The outline syllabus was conceived i n two main units: Th e first 
examining education in its social and economic context and the implications 
which flow from this for understanding different elements of the management 
cycle and the second, concentrating upon supervision in relation to specific 
task areas. 

A. Educatio n Administration: Administrativ e processes with reference to 
ministries, departments and educational institutions. 

(a) Educationa l policies and the national framework. Nationa l 
development. Th e role of education in relation to national objectives 
for social and economic development. Th e Ministry of Education in the 
structure of Government. 

The social context of educational planning and development; socia l 
change;. educationa l opportunity; socia l mobility; resourc e 
allocation. Th e economics of education in the national context and 
the economics of educational planning. 

(b) Huma n relation s in educational administration. Staf f relations, 
morale and motivation. Rol e theory ; inter-grou p and inter-rol e 
conflict: Grou p structure. Perception s of self and others. Powe r and 
authority: Leadershi p behaviour. 

(c) Communication . Natur e of communication: Barrier s to communi-
cation. Communicatio n theor y and supervisory practices. Horizonta l 
and vertical communication within the educational system . 

(d) Decision-makin g and the management of resources. Th e concept of 
leadership in the educational system. Goa l clarity: Th e management of 
time. Staf f recruitment and selection. Us e of available plant, 
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facilities and finances. Allocatio n and use of resources. 

The decision-making process: Th e art of decision-making: Effectiv e 
staff meetings. Crisi s management. Managemen t of change: Chang e and 
innovation. 

(e) Organization , Co-ordination and Evaluation. Organizatio n Theory; 
some factors affecting organization effectiveness. Managemen t of 
human resources. Th e work of the organization and its design. 

Supervision of departments and divisions. Delegatio n of responsibility. 
Improving communication and consultation: Ministry , school and 
community relationships. Routin e and developmental activities. 
Evaluation organization and management effectiveness. 

B. Educationa l Supervisio n 

(a) (i ) Th e concept, aims and objectives of school supervision. 

(ii) Principle s underlying effective supervision. 

(iii) Major functions of the school supervisor: Executiv e and 
advisory. 

(iv) Technique s of school supervision. 

(v) Evaluatin g the effectiveness of school supervision 

(b) Selecte d functions of the school supervisor. 

(i) Supervisio n and curriculum development. Curriculu m 
objectives. Curriculu m design. curriculu m evaluation. 
Strategies for implementing change. 

(ii) Supervisio n and training. Trainin g skills and techniques. 
Course design and appraisal. Developmen t of national in-servic e 
programmes. 

(iii) Supervision and the improvement of instruction. Plannin g 
for: Observation ; analysis and treatment of teacher's classroom 
performance; helping teachers analyse their own and each other's 
teaching performance i n relation to pupil-learning and behaviour. 
Self Evaluation: Staf f Evaluation: Staf f Development. 

The outline syllabus was treated flexibly t o meet the needs of the 
group and individual s within it. Th e first unit of the course was given 
four weeks and the second unit was treated similarly with an intervening 
week of attachment between the two. Th e course timetable is reproduced as 
Appendix 3. 

In examining the elements of the syllabus the course sought to develop 
a set of skills and insights which are classified below. No t all of these 
could be considered i n great detail but the variety o f techniques and 
situations which the course offered indicate d ways and means by which 
participants could further develop these skills in their own national 
training contexts. 
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Human Relations Skills 

(i) Workin g with groups in planning and executing tasks. 

(ii) Tappin g the full resource potential existing among the members of 
any staff or other educational team. 

(iii) Conducting a successful staff meeting through its various stages -
the pre-planning, the actual meeting and the follow up stages. 

(iv) Identifyin g and overcoming barriers to communication within a 
school and between a Ministry of Education and its schools. 

(v) Introducin g changes and overcoming resistance to change. 

(vi) Selectin g and interviewing candidates for teaching and other 
professional posts in education. 

(vii) Improving relationships between supervisors and supervised, and 
supervisory practices in general. 

(viii )Evaluating the effectiveness of supervisory practices. 

(ix) Developin g a self-evaluation schedule for their roles as Education 
Officers or Headmasters. 

(x) Planning , conducting and evaluating a workshop or seminar. 

(xi) Helpin g teachers to evaluate and improve their own teaching 
performance. 

Other Skills 

(i) Identifyin g some of the basic weaknesses in the organisational 
structure of an institution e.g. A Ministry of Education. 

(ii) Evaluatin g a school or a teachers' college. 

(iii) Making a successful presentation at a workshop/seminar. 

(iv) Preparin g a case study and simulation exercise to be used in a 
workshop/seminar. 

(v) Writin g up a job description. 

(vi) Writin g up a report on some incident, individual or investigation 
which one had to conduct for a Ministry of Education. 

(vii) Listening skills. 

Understandings 

(i) Ho w groups work. 

(ii) Wh y educational policies need to dovetail into or at least be 
congruent with other national policies. 
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(iii) Ho w the allocation of funds to education is made. 

(iv) Th e importance of balancing the needs of an organisation agains t 
the personal needs of its members i f administration is to be effective. 

Course Materials 

It is not the purpose of this section of the report to reproduce in full 
the discussions, papers, reports and activities of the nine week programme. 
Rather it seeks to provide examples of the case studies and simulation 
activities which might have value for a wider audience than that of the 
participants t o the training course in Barbados. Particula r attention is 
given to supervisory roles as these came to the fore throughout the course 
and provided th e basis for most of the illustrative material. 

Three main sections are presented: 

(A) Educatio n in its national context. 

(B) Rol e perception and leadership exercises. 

(C) Selecte d functions of the school supervisor. 
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A. EDUCATIO N IN THE NATIONAL CONTEXT 

In order that participants might explore how education fits into the 
national development scene both at a macro-level and from the standpoint of 
their own particular niche in the education system three main approaches 
were adopted: 

(i) Th e presentation of country papers and outlines of the participants 
own functions and responsibilities within their national education 
system. 

(ii) Th e examination of a composite case study highlighting the 
difficulties and challenges facing an education officer in a Carribean 
country. Thi s study not only indicated ways by which participants 
could develop similar material for their own training purposes but 
enabled them to examine their own role against the feelings, attitudes 
and skills of the imaginary characters. 

(iii) The study of a nation's educational syste m based on available 
objective data enabling participants to consider the importance of 
statistics and research and of the capability needed to produce such 
information. Backgroun d papers on the economics of education at the 
national level and of the use of finances, plant and facilities were 
provided t o give a theoretical base to the discussion of the tabulated 
material. Th e statistical material has not been reproduced i n this 
report for reasons of space but the list of tables provides an 
indication of the type of evidence against which similar national 
exercises can be conducted. 

Country Papers 

Country papers prepared by the participants are here reproduced fo r the 
following: Guyana , Dominica, Trinidad and Tobago and St. Vincent as 
examples of educational structures within the Caribbean. Thes e apply to the 
middle of 1979. 

In addition participants prepared an outline of their duties and 
responsibilities,allowing colleague s in a similar position in other Caribbean 
countries to compare and discuss roles and at the same time allow those 
at other levels of the educational hierarchy to become acquainted with the 
tasks of colleagues working to the same ends. Tw o such outlines are re-
produced here. 
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THE EDUCATION SYSTEM IN GUYANA 

Introduction 

"Like other countries before us, Guyana has identified education as the 
medium with the greatest potential for effecting changes relevant to our 
peculiar circumstances. I n placing education in the service of development, 
Guyana is guided by historical and contemporary evidence. Th e achievement of 
national goals, be they economic or social, is largely dependent upon the extent 
to which outcomes of a particular programme, support these goals." 

From the foregoing quotation by the former Minister of Education, 
Comrade Cecilene Baird, one can appreciate the philosophy of Government's policy 
in having radical and revolutionary changes introduced i n the educational system 
of Guyana so as to achieve national goals and objectives, which are pre-listed:-
(There are educational goals that go with each one.) 

(a) T o feed, clothe and house the nation. 

(b) T o build a n egalitarian society. 

(c) T o own and control the resources of our country. 

(d) T o develop Guyana through self-help and the medium of the 
co-operative. 

(e) T o develop the hinterland, so that one may realise the full potential 
of our nation's resources. 

(f) T o effect the orderly and rapid expansion of agriculture. 

(g) T o effect Caribbean regional unity in economic, and social matters. 

(h) T o maintain a posture of non-alignment in world affairs, and to work 
within the non-aligned movement for the liberation of oppressed peoples 
everywhere. 

Charged with the responsibility of achieving these goals is the Ministry 
of Education, Social Development and Culture, headed by the Minister of Education, 
Social Development and Culture, who is responsible for the initiation, endorsement 
and execution of Government's policy. 

Nursery Education 

All nursery schools were taken over by Government in 1976, the year in which all 
schools from nursery level to university level became government owned and con -
trolled, th e year to o that marked th e introduction of free education throughout, 
and the issue of free basic textbooks and exercise books. Thes e nursery schools 
along with newly established ones offer a 2-year programme for children from 
the age of 3 years 9 months to 5 years 9 months. Th e emphasis is on conceptual 
teaching, rather than teaching by rote, which was the system very much in evi-
dence in the past and which failed to provide the child with the correct 
attitudes towards learning. Presently , there are over 350 such schools with an 
enrolment of approximately 30,00 0 children. Ther e are regular seminars and 
workshops for teachers organised by the Nursery Unit of the Ministry of Education. 
Government has obtained assistance from UNICEF to establish a training programme 
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Secondary Schools (Seve n Year Programme) 

Admission to these schools is on the basis of SSEE. Emphasi s is on academic 
subjects, but students also do business and technical education. Presently , 
there is a pilot project at Moblissa on the Linden Highway where Sixth Form 
students do a live-in exercise. Th e programme emphasizes hinterland developmen t 
with students doing agriculture (experiment s and research), building technology 
(construction of chicken runs and pig pens), ecology, sociology and community 
development. 

External examinations: GCE ('O ' Leve l and 'A ' Level) and from this year 

CXC. 

Teacher Training 

The Lilian Dervor's College of Education provides a 3-year course for secondary 

school teachers. 

Technical Educational and Vocational Training 

(a) Technica l Institute s 

There are two technical institutes, one in Demerara and one in Berbice. 
The curriculum includes business education, electrical engineering, civil 
engineering, mechanical engineering, general education and science. 

External examinations: Ordinar y diploma and certificate examinations 
of the City and Guilds and GCE O'Level, London. 

(b) Carnegi e School of Home Economics 

This institution provides for full day-time classes for girls and boys. 
Special evening classes are mainly for women and men. Student s are 
prepared to write examinations in food and nutrition, needlecraft, 
GCE O'Level . 

(c) Guyan a Industrial Training Centre 

This institution was established i n 1969 and so far has trained well over 
1,300. students. Course s are offered in six disciplines: electricity , 
plumbing, carpentry, masonry, welding and heavy eequipment. 

(d) Guyan a School of Agriculture 

At this institution, there is a 1-year certificate cours e and a 2-year 
diploma course, the latter continuing to attract the largest number of students. 
Graduates of this institution pursue advanced studies in agriculture at insti-
tutions in the Caribbean (UWI ) and other countries (US A and UK) obtaining degrees 
in a wide range of fields. Recently , a faculty of agriculture has been established 
at the University of Guyana. 

Special Education 

(a) Th e David Rose School for Handicapped Children : Thi s institution 
caters for (1 ) the deaf, (2) the mentally retarded, (3) the blind. 
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for nursery school supervisors. Admissio n to these schools, as obtains also 
in the primary schools, is based mainly on the proximity of the child to the 
school. 

Primary Education 

There are over 400 schools providing primary education for well over 140,000 
children aged from 5 years 9 months to 12 years. Th e programme is a diversified 
one and is designed to influence and motivate the' child to use his talents and 
skills meaningfully. Beside s the basic academic subjects, pupils do music, 
dance, arts and craft, physical education and games. The y are provided the 
opportunity t o gain secondary education through performance in the secondary 
schools' entrance examination which, from this year (1979 ) saw the children 
being tested in mathematics, English language, social studies, general science 
and aptitude. 

Teachers for primary schools undergo a 2-year course of training at 
the Cyril Potter College of Education, which accommodates 600 trainees yearly 
with about 300 graduating yearly. Ther e is also an in-service teachers' training 
programme with centres in Georgetown, New Amsterdam and Linden. Th e latter two 
being located 70 and 75 miles from Georgetown. Teacher s from rural and hinter-
land areas are transferred t o schools close to the centres for their training. 
They are supervised on the job during the day by 'tutors and attend lecture s 
in the evenings. Th e ITTP caters for untrained teachers, mainly 24 years and 
over. Th e Ministry organises refresher courses, seminars and workshops. 

Secondary Education 

Secondary departments of primary all-age schools provide a 4-year Community 
High Programme for students between the ages of 12 and 16 - for students who 
failed to secure allocation to secondary schools at SSEE. 

Community High Schools 

There are now about 30 community high schools throughout the country. Student s 
are allocated to these schools through the SSEE. Th e schools offer a 4-year 
programme for students between 12 and 16 years of age. Durin g the first 
three years, students spend 60 per cent of their time on academic subjects and 
40 per cent on vocational subjects (theor y and practice at workshops/industrial 
arts centres). A t the end of the third year, they sit the secondary schools 
proficiency examination (Par t I) in academic subjects, high performance at which 
enables students to be transferred to senior secondary schools. I n the fourth 
year, students spend 40 per cent of their time on academic subjects and 60 per 
cent on the vocational subjects of their choice. Durin g this period, they do a 
3-month work attachment to gain work experience in their particular skill. 
Students write Part II of the SSPE. A  diploma is awarded for this examination. 

Secondary Multilateral Schools 

There are six of these schools sited in the three counties of Demerara, Berbice 
and Essequibo. Admissio n is through the SSEE. The y offer a 5-year programme 
leading to the GCE 'O ' Level. Th e emphasis is on technical education for which 
facilities are available. Student s successful at the GCE 'O' Level, gain 
admission to secondary schools offering a 7-year programme. A s of this year, 
students will write the CXC. 
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Adult Education 

Training falls mainly under the following heads: (1 ) Academi c Subjects, 
(2) Natura l Science, (3) Technica l Subjects, (4) Craft , (5) Developmen t 
Education, (6) Functiona l Education. 

There are 35 centres throughout the country, with an enrolment of 6,000. 

Higher Education 

Higher education is provided by the University of Guyana. Ther e are Faculties 
of Education, Arts, Natural Science, Technology and Agriculture. Th e 
Faculty of Education provides a 1-year course for the Certificate of Education, 
a 2-year Diploma Course and a 4-year course for the Bachelor of Education 
Degree. Presently , a joint committee of the U.G. and the Ministry are 
discussing proposals for the establishment of on-going degree programmes at 
the Master's level. 

Supportive Units 

(a) Th e Curriculum and Test Development Unit 

(b) Broadcas t to Schools Unit 

(c) Th e Audio-Visual Unit 

(d) Guidanc e Unit 

(e) Work/Stud y Unit 

(f) Statistica l Research Unit 

THE EDUCATION SYSTEM IN DOMINICA 

Introduction 

The educational system in Dominica provides formal education from the 
pre-school level through to the secondary level and, to a limited extent, at 
the tertiary level. 

Pre-School 

Pre-school education is at a developing stage. Most  pre-schools are privately 
owned and operated either by individuals or by religious or other bodies. 
However, in some cases, Government gives financial assistance to such schools. 
Parents pay fees for their children attending the pre-school in their area. 

Primary Education 

There are over 50 primary schools, most of which are all-age schools 
accommodating pupils from 5 to 15 years. Thes e are located throughout the 
island. Onl y the very small and isolated villages in the island do not have 
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schools. Educatio n at this level is free. 

Secondary Education 

There are six secondary schools. Fiv e are located i n Roseau, the capital, 
and one in the second town in the north of the island. Entranc e to these 
schools is obtained by passing the Common Entrance Examination which is open 
to all capable students below 13 years on the date of the examination. Som e 
children gain free entrance to the school of their choice (upo n winning a 
scholarship) provided space permits. Abou t 60 scholarships and 40 partial 
scholarships (bursaries ) were awarded at the last exam. A  scholarship winner 
gets a small allowance and free books. Transportatio n where applicable has 
to be met from his own means. Othe r pupils passing the exam have to pay school 
fees, buy books and pay for their transportation to the towns, or reside in th e 
town whereby boarding and lodging has to be paid. 

Of the six secondary schools, only two are fully Government-owned. Th e 
Dominica Grammar School in Roseau, and the Portsmouth Secondary School in the 
second town. Th e Convent High School and Saint Mary's Academy are Catholic 
high schools. Th e Wesley High School is a Methodist school while the 
Dominica Community High School is run by a board of directors of concerned 
citizens. Al l of these are assisted by Government. 

These secondary schools prepare students for the GCE 'O' Level and offer a 
wide range of subjects including agricultural science, art, drama in the case 
of DGS, housecraft, typing and other secretarial skills in the case of CHS 
together with the traditional arts and science subjects. 

The Sixth Form College is an 'A ' Level college. Student s from any 
secondary school who meet the entrance qualifications and who can afford the 
fees are automatically accepted subjec t to space being available. 

Technical Education 

The Technical College offers 2-year courses in woodwork, masonry, agricultural 
science, basic electricity, secretarial studies, motor mechanics and the 
related basic subjects. Entranc e here is by exam and the payment of tuition 
fees. 

Teacher Education 

The Teachers' College provides a 2-year teacher-training course for practising 
teachers. Entranc e is subject to the teacher having passed four 'O' Levels 
including English language and having been selected by the Ministry of Education. 
This programme includes a period of supervised practice teaching. Th e 
curriculum include s agricultural science, art, music, co-operative education, 
physical education and other subjects normally done in most teacher-training 
institutions. 

Adult Education 

There is a programme of adult education offering courses at GCE 'O ' Level in 
various subjects in the two towns. 
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Special Education 

There is a school for the deaf and a workshop for the blind. 

THE EDUCATION SYSTEM IN TRINIDAD AND TOBAGO 

Introduction 

Act No. 1 of 1966 clearly states the policy of the Government of Trinidad and 
Tobago in its commitment to make a better provision for the promotion of 
education in Trinidad and Tobago. 

In accordance with the general purposes of the Act, the Minister of 
Education, Culture and Community Development is conferred with powers which 
shall be exercised so as to ensure: 

(a ) Th e promotion of the education of the people of Trinidad and 
Tobago, and the establishment of institutions devoted to that purpose 
by means of which he shall thereby contribute towards the development 
of the human resources: physical, mental, moral and spiritual of the 
community. 

(b ) Th e establishment of a system of education designed to provide 
adequately for the planning and development of an educational service 
related to the changing needs of the community. 

(c ) Th e effective execution of the education policy of the Government. 
For the purposes of the performance of his responsibilities under the 
Act, the Minister may: 

(i ) Requir e the attendance of children of compulsory school 
age at all schools established and conducted under the Act. 

(ii ) Regulat e the operation of private schools. 

(iii ) Mak e provision for the professional training of teachers for 
the entire system of public education and lay down standards 
applicable to the recruitment of teachers, their training and 
conditions of service. 

(iv) Constitut e committees on other bodies to advise him on 
educational and other related matters. 

(v )  Prescrib e curricula, textbooks and practices in all public 
schools so as to ensure conformity with national goals in 
education. 

(vi ) Establis h and dis-establish schools including schools for 
technical education, and inaugurate classes and discontinue these 
classes. 

(vii ) Do all such other things as may be found expedient from 
time to time for carrying out his responsibilities for education 
and training. 

In order to facilitate or promote the powers and responsibilities of 
the Minister, the system of public education is organised in the following 
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three stages : 

(a ) Primar y education consisting of full time education suitable to 
the requirements of junior pupils i.e. 5 to under 12 years. 

(b ) Secondar y education suitable to the requirements of senior pupils 
under the age of 20 years. 

(c ) Furthe r education which shall consist of: 

i. Full-tim e education beyond secondary education (Tertiary) . 

ii. Part-tim e education. 

iii. Leisure-tim e occupation in organised cultural training and 
recreative activities available for further education of pupils 
who have attained the age of 15 years. 

In addition to these three stages, provision is made for the establish-
ment of special schools suitable for the requirements of pupils who are deaf, 
mute, blind, retarded, or otherwise handicapped. Also , within recent years, 
provision is also made, on the basis of a pilot-scheme, for pre-school 
education of 3 to 5-year olds. 

Primary Education 

As at 1976, 97.5 per cent of the primary schools population of 199, 120 children 
between the ages of 5-15 years were enrolled i n public primary schools. 
Of the 462 schools, the Government owned 113, the remainder being assisted 
denominational schools of which the Roman Catholics own the greatest number. 
Other religious boards of management include: Anglicans , Presbyterians, 
Seventh Day Adventists, Hindus, Moslems, Moravians, Baptists and Methodists. 
Rapid expansion of the secondary sector and a noticeable fall in the birth-rate 
have facilitated adequacy of primary school places, which are calculated on 
the basis of 8 sq. ft of floor space per child. 

For administrative and supervisory purposes the primary schools are 
grouped into eight educational divisions or districts: Port of Spain and 
environs; St. George; North Eastern Counties; Caroni; South Eastern Counties; 
Victoria; St. Patrick; and Tobago. Operatin g from 8 divisional offices are 
8 Schools Supervisors II and 26 Schools Supervisors I. 

In 1976, a total of 6,305 teachers manned these schools. O f those 
teachers, 64.8 per cent or 4,090 are trained, and the overall teacher/pupi l 
ratio is 1:30 i n all schools, with an average daily enrolment of over 400. 

Secondary Leve l 

Access to secondary education is by means of the Common Entrance Examination 
taken at 11 plus. I n 1979, approximately 20,00 0 children will enter secondary 
schools on the basis of the Common Entrance Examination. 

The 84 public secondary schools fall into the following categories on 
the basis of the programmes offered: (a ) Junior Secondary (26) ; (b) Senior 
Comprehensive (10) ; Senior Secondary (3 ) and Composite (2 ) which offer a 
3-year junior secondary and the 2-year senior secondary programme. Th e 
remainder of the secondary schools offer conventional academic programmes 
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for 5 years to GCE Cambridge 'O ' Level and in some cases a 7-year programme to 
'A' Level. Sixt h Form registration in 1975/76 was 2,479 which represented 
4.9 per cent of the 50,530 pupils in the 17-18 age group. 

Provision is made for the registration of private secondary schools. 
The Ministry estimated tha t in 1976/77, 16,642 children were registered in 
79 such schools. 

By 1977 the 20 junior secondary schools then established had an 
enrolment of 37,440 and operated on a two-shift basis with 960 pupils 
comprising an equal number of boys and girls on each shift. Student s who 
complete the junior secondary school programme are placed in senior secondary 
or senior comprehensive schools on the basis of a 14 plus examination. Thes e 
students who remain in the post-primary sectio n of the primary schools write 
a primary school leaving certificate examination. 

Technical and Vocational 

The provisions for technical and vocational education in Trinidad and Tobago 
are suprisingly lo w when one considers that even before 1974 the country had 
a substantial industrial sector in petroleum and manufacturing. Ther e are 
only two technical institutes at Port of Spain - The John Donaldson Technical 
Institute, and at San Fernando - the San Fernando Technical Institute. Bot h 
offer 2-year full-time day programmes, 3-year part-time programmes, day release 
and short term courses leading to the National Technician Diploma and the 
National Craft Certificate or its equivalent. Course s offered at these insti-
tutions include business education and management, distributive education and 
management, graphic and applied arts, home economics, electrical engineering, 
mechanical and building engineering. 

The Point Fortin Vocational Centre prepares students for craft level 
certification. Fiv e youth camps and six trade centres complete the public 
provision for this sector. The y prepare students for the Craftsman's 
Assistant Certificate. 

The Eastern Caribbean Institute of Agriculture and Forestry provides 
2-year programmes for the training of agricultural officers and forestry 
officers drawn from Trinidad and Tobago and the Eastern Caribbean. 

Teacher Training 

A 2-year teacher education programme for the primary sector is currently 
conducted at five colleges, viz: Mausica Teachers College, Corinth Teachers 
College, Port of Spain Teachers College, Government Teachers College and 
Catholic Women's Teachers College, with a total annual output of 630 teachers. 
The Government plans to reduce the number of training centres to two large 
institutions by September 1979; the new Teachers College at Valsayn and Corinth 
Teachers College. I t is anticipated that by September 1981 the back-log of 
untrained teachers in the system will be completely eliminated. Fro m then 
onwards the two institutions of teacher education will address themselves to 
the task of re-training and in-service training of teachers. 

Tertiary Level 

The St. Augustine campus of the University of the West Indies provides students 
at this level of the education system with study, training and research 
facilities to pursue under-graduate and post-graduate courses in the following 
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disciplines.; agriculture, arts and general studies ; engineering, law, natural 
science and social sciences. Graduate s of the arts, social sciences and natural 
science faculties are being absorbed int o the local teaching service an d the 
secondary leve l as graduate teachers, but within recent years provisions have 
been made for in-service training of graduate personnel to up-grade their 
professional competence. Plan s are also under consideration for the inclusion 
of education as a component of first degrees in the arts and natural science 
faculties. 

Finance 

In the absence of more up-to-date information, I further quote from 
"Education and Development in the English Speaking Caribbean: A contemporary 
survey" by L. D. Carrington (Octobe r 1978) . 

"Trinidad and Tobago's expenditure in 1976 was TT 270.6 million and 
represented 13. 3 per cent of the country's total expenditure. Give n that 
75 per cent of this was allocated to salaries, the provision is not as 
healthy as it first appears. Sinc e the secondary sector is so large and the 
new programmes require a high equipment maintenance and replacement cost, the 
financial allocations per institution approach subsistence levels. Th e 
Government is however conscious of this short coming and in the school year 
1977/78 a specific allocation was made for maintenance and supply of the 
secondary sector at a substantially higher level than previously." 

THE EDUCATION SYSTEM IN ST. VINCENT 

Introduction 

St. Vincent's education system is comparatively uncomplicated both in terms 
of provision for education and in terms of the personnel who execute policy 
and implement programmes. 

Legislation and Administration 

The Education Ordinance of St. Vincent 1937, with certain amendments, is 
still the principal law relating to education in the state. A  new Education 
Act has been drafted, scrutinized by the Board of Education and should soon 
be placed before the House of Assembly for the necessary legislativ e procedures 
before becoming law. 

The Minister of Education, Youth Affairs and Sports is ultimately 
responsible for all educational matters. 

The Chief Education Officer and Accounting Officer, the administrative 
and professional head of the Ministry i s responsible to the Minister for the 
administration of the system. H e also functions as adviser to the Government 
on all matters pertaining to education. Othe r senior officers appointed to 
the Ministry are three education officers, nine organiser s and a music officer. 
The organisers are subject specialists and carry out curriculum supervision only. 

A dual system of education still exists in St. Vincent. Th e chief 
denominations which co-operate with Government in the management of schools are 
Anglicans, Methodists and Roman Catholics. Eac h denomination has its own 
Board of Management, under the existing ordinance. Th e Minister of Education 
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in consultation with the Board of Education and subject to the approval of the 
Governor in the House of Assembly, makes regulations which govern the general 
management of schools. 

The Cabinet is the governing body of the two government secondary 
schools and teachers in these schools are considered to be civil servants, 
that is to say, they function under civil service orders and not under the 
teachers' regulations. Th e assisted secondary schools have their own 
Boards of Management with the Ministry of Education being represented on each 
Board. Othe r advisory bodies are: 

(a) Th e Teacher Education Advisory Committee 

(b) Th e Technical Education Advisory Council 

Government Maintained Schools 

Education in the state is provided in 

(a) 6 1 Primary Schools 

(b) 6  New Secondary Schools 

(c) 1 1 Traditional Secondary Schools 

(d) 4  Pupil Teachers' Training Centres 

(e) 1  Technical College 

(f) 1  Teachers' College 

Primary Education 

Of the 61 primary schools, 39 are state-owned and 22 are church schools, with 
9 being Anglican, 11 Methodist and 2 Roman Catholic. Th e payment of 
salaries of all primary school teachers, and the supply of all furniture and 
other essential school equipment are met out of public funds. Primar y 
education is free and non-compulsory. 

Primary schools are staffed at the beginning of the school year on the 
average attendances of pupils for the previous year. Th e allocation is as 
follows: 

Headteachers 2 0 

Qualified Assistant Teachers 4 0 

Probationary Assistant Teachers 3 5 

Student Teachers 3 0 

Pupil Teachers 2 5 

The nomenclature used to indicate qualification of teachers is: 

(a) Hea d Teacher 

(b) Qualifie d Assistant Teachers - college trained 
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(c) Unqualifie d Assistant Teachers 

(i) Probationar y Assistants 

One who has passed four subjects including English language 
at the GCE 'O' Level examinations. 

(ii) Studen t Teachers 

One who has less than four GCE 'O' Level passes or who 
has passed the local Grade III Pupil Teachers Examination. 

(iii) Pupil Teachers 

Those at lower levels of preparation. 

Secondary Education 

Education at the secondary level is provided in senior departments of all-age 
primary schools, new secondary schools, traditional secondary schools and 
pupil teacher centres. Admissio n of students to traditional secondary schools 
is based on the result of the Common/Entrance Examination conducted by the 
Ministry of Education. 

The two government owned older secondary schools are non-fee paying. 
The assisted secondary schools are grant-aided. Governmen t pays one teacher 
for every 35 pupils on roll up to a maximum of eight teachers, three of 
whom could be graduates, three qualified teachers and two unqualified teachers. 
Each assisted secondary school has its own Board of Governors. 

Before any assisted secondary school can receive assistance from public 
funds, it must satisfy certain basic qualifications. Th e school must: 

(a) B e subject to inspection by the Ministry of Education. 

(b) Admi t pupils without discrimination on grounds of religion, 
colour or race. 

(c) Presen t estimates and certified accounts showing how the aid is 
to be spent. 

(d) Satisf y certain minimum standards of accommodation, lighting, 
ventilation, seating, numbers and quality of staff. 

Technical/Vocational Education 

All the new secondary schools are equipped with facilities for teaching 
woodwork, metal work, technical drawing and home economics. 

Senior departments of all-age primary schools are provided with 
industrial arts and home economic rooms for use in the teaching of these 
subjects to pupils of the 12 plus to 15 age group. 

The Technical Centre, Kingstown, provides tuition for 12 plus to 
15-year old pupils of the Kingstown primary and secondary schools in 
industrial arts and the Kingstown Home Economics Centre for pupils in the 
same area in that subject. 
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The Technical College provides training in technical/vocational 
subjects at the craft and technician levels. 

Teacher Training 

Teacher training is carried on at the four Pupil Teachers' Centres and at 
the Teachers' College. Ther e are two channels of entry into the teaching 
profession: 

(a) Throug h the pupil teacher system. 

(b) Throug h direct entry by graduates of secondary schools. 

Persons who hold the Primary School Leaving Certificate or its 
equivalent may be employed as pupil teachers. Pupi l teachers are allowed to 
attend at the training centres for two days each week to receive instruction 
for the Pupil Teachers' Examinations. The y are expected to pass two 
examinations : 

(a) Th e First Pupil Teachers' Examination. 

(b) Th e Final Pupil Teachers' Examination. 

On passing the final examination they are promoted to student teachers. 
Failure on two successive occasions at any one examination results in the 
termination of the service of the teacher. 

Student teachers attend Saturday and evening classes in preparation 
for the GCE '0 ' Level examination. Succes s in at least four subjects 
including English language entitles them to be promoted to the grade of 
Probationary Assistant Teacher. 

Probationers are qualified t o enter the Teachers' College to pursue 
the 2-year course leading to the Teachers' Certificate of Qualification. 

Adult Education 

The Ministry of Education conducts evening classes for adults leading to the 
GCE 'O' Level examination. Th e Technical Centre and Technical College 
conduct evening classes in technical subjects. Th e Extra-Mural Department of 
the University o f the West Indies carries on various courses, seminars and 
workshops from time to time as the need arises. 

Curriculum Developmen t 

Curriculum development in co-operation with, and often funded by the School 
of Education, UNESCO, CIDA AND USAID have been on-going from time to time 
in various subjects. Ther e is presently one project being carried on in 
social studies. 

Maintenance of School Buildings 

General repair to school buildings are undertaken by the Public Works Ministry 
and new schools are built subject to the availability of funds. Ne w items 
of furniture are supplied to the schools according to their needs. 
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Special Education 

The School for the Blind is run by the Blind Welfare Association. Governmen t 
assists by providing a subvention. Th e school for children with special needs 
run by volunteers caters for other handicapped children. Governmen t provides 
two teachers to assist in this school. 

Examinations 

The Ministry of Education arranges for and conducts on behalf of external 
examining bodies, certain examinations. Thes e include the Cambridge GCE 
'O' Level and the London GCE 'O' Level examinations and the Caribbean 
Examination Council Examinations. Th e Ministry also arranges for and conducts 
local examinations such as The Primary School Leaving Examination, The Common 
Entrance Examination and The Pupil Teachers' Examinations. 

THE DUTIES OF A PRINCIPAL OF AN ALL AGE PRIMARY SCHOOL-IN DOMINICA 

1. T o supervise and direct the general running of the school. 

2. T o see to the implementation of syllabuses and other directives sent 
from the Ministry of Education. 

3. T o prepare syllabuses in subject areas where these are not/provided. 

4. T o see to the safety and general welfare of the students during school 
hours. 

5. T o direct supervise and assist the staff in their various teaching and 
other duties. 

6. T o maintain an acceptable level of discipline among pupils and staff. 

7. T o see to the maintenance of the school plant, equipment and facilities. 

8. T o keep records of attendance of both staff and pupils and to make 
weekly, termly and annual summaries of these. 

9. T o report on any irregular incidents or events both in a log book and/ 
or to the ministry. 

10. T o assess competence of individual members of staff. 
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THE DUTIES OF AN EDUCATION OFFICER IN ST VINCENT 

As an Education Officer my duties and responsibilities within the Ministry 
include: 

(i) Staf f Personnel -Recruitment an d appointment of unqualified 
teachers of Primary and New Secondary Schools. 

(ii) Teache r Training - Conducting pre-service and in-service training 
of teachers. 

(iii) Curriculum - Assisting Teachers in schools in organising units 
of work. Preparin g source materials and notes for the guidance of 
teachers. 

(iv) Advise r - Advising principals in all aspects of their work. 

(v) Assistin g with local and external examinations. 

(vi) Ensurin g that the physical facilities are adequate. 

(vii) Preparation of educational statistics and processing same for 
the information of external and other agencies, on request. Preparatio n 
of annual and triennial summaries and reports. 

(viii)Serving on Schools Examination Committee of the Carribbean 
Examinations Council, The Board of Education, The Nursing Selection and 
Training Committee and the National Nursing Council. 

(ix) Assistin g the Chief Education Officer with administrative duties 
as the need arises. 

Composite case study 

The study 'T o Apply or Not to Apply' attempts to draw out in particular the 
philosophy of education which guides the reader or participant to a training 
exercise. I t is a basis for quickly establishing respective viewpoints and 
relating these to ones actual home situation. Th e questions at the end of the 
study provide one set of guidelines for making the most of the exercise. 
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TO APPLY OR NOT TO APPLY 

John Ford was Senior Education Officer for Antevis, a one time British colony, in 
the Commonwealth Caribbean. H e had served the Education Department and, since 
independence, the Ministry of Education for many years. Hi s career began as a pupil 
teacher in a primary school in 1942 at the age of 17. Subsequently , he worked his 
way up to a Class 1 trained assistant master, to deputy headmaster and then head-
master, first of a small primary school and then of a large urban primary school. 
He reached this last position by the time that he was twenty eight years of age. 
After five years as a headmaster, he received a government scholarship to follow a 
general degree course in mathematics and science at the University of the West 
Indies. O n his return to Antevis in 1962 he was made Education Officer. Wit h the 
expansion of the system in the nineteen sixties three Assistant Education Officers 
were appointed. Eventuall y John Ford was promoted to the post of Senior Education 
Officer five years ago. 

The Chief Education Officer was about to retire and John Ford was considering 
whether or not he should apply for the post. H e was now fifty three and could 
retire at fifty five with the option of staying on until sixty. 

His first reaction was to put in an application for the post since he felt 
that he might find it intolerable to work under one of the new "whipper snappers" 
as Chief Education Officer. H e had worked very well under the retiring Chief 
Education Officer, Herbert Small, who never really interfered with him and let him 
get on with his work. Th e friendship between Herbie and himself went back years -
Herbie was his senior at college - and while they did not always see eye-to-eye on 
professional matters Herbie respected his judgement and never forced him to do 
something with which he disagreed. 

He began to assess the reasons why he should or should not apply for Herbie's 
job. H e was happily married, comfortable, owned his own house and did not have a 
mortgage payment round his neck. H e had three children; the eldest boy had finished 
secondary school and had won a scholarship to do law at UWI. Hi s second son was 
finishing secondary school and was also likely to win a scholarship to UWI. H e 
wanted to become an accountant. Hi s last child, a girl, was attending a grammar 
school and doing quite well. S o his material circumstances were such that he did 
not have to worry. Bu t he was apprehensive of the possibility that if he did not 
apply for the position and a junior person was appointed he might have an uncomfor-
table time during his last few years in the Ministry. S o he began to delve deeper 
into his own feelings as to why he was not over-anxious to apply for the post. 
While he could live comfortably on his salary it would, he felt, be nice if he could 
end his career at the apex of the hierarchy. I n fact, when he originally became 
an Education Officer he looked forward to the day when he might be made the Chief 
Education Officer. 

Although he did not always agree with some of the recent changes in education 
he considered himself still fairly competent, and able to do the job. S o why was 
he so hesitant to apply for the job? H e began to think O h yes, in the older 
days the Director of Education and his Education Officer really had some power to 
initiate changes in and make a solid contribution to the field of education. Now , 
he was no longer in the same position. Th e Minister of Education made all the 
policy decisions sometimes against the professional advice of the Chief Education 
Officer and sometimes even without consulting him. Th e Permanent Secretary - an 
appointment from the administrative branch of the Civil Service - was in charge of 
all the funds. H e could not even make any decision which involved expenditur e 
without it first being cleared with the Permanent Secretary. Eve n if he had to 
spend some funds in carrying out his job such as paying for travel and subsistence, 
he had to have it approved by a clerk - the finance officer - before the Treasury 
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would pay him. "Wha t indignity!!", he thought. Th e Permanent Secretary had 
maintained that since he was technically responsible fo r expenditure of all funds 
the final authority for spending money must rest with him, even when he had the 
power to delegate this responsibility to a finance officer. Thi s he felt made the 
administration of education much more difficult since it took away crucial areas of 
decision making from the professional officers and gave them to "clerks" who have 
no professional training as educators. " A slap in the face of the education 
officers", he thought. O r as he put it even less succinctly "makin g us clerks of 
our former clerks". 

Another thing that added to his discomfort was the increasing involvement of 
politics in professional decisions about education. Al l the new appointments which 
had taken place during and after the mid 1960s were, in his view, political appoint-
ments, since the Minister virtually hand picked officers. However , he had to admit 
that they were keen, hard-working individuals although with their pet educational 
theories dealing with such issues as education and cultural deprivation and behavioural 
objectives he felt that they had their heads in the clouds. I n the good old days 
when he carried out an inspection of a school, if he did nothing else, he tried to 
assess the students' level of performance in each grade in the 3R's. Thes e he 
considered to be the building blocks of a sound academic programme and needed to be 
re-emphasised rathe r than the "frills" which were creeping into the curriculum. 
These were the areas which would determine whether a child would do well in the 
secondary school. 

John Ford also argued that little or no attention was being paid to such areas 
as good discipline, a tidy school, and the use of school uniform to help children 
to develop a pride in their school. H e could not see the value of all these new-
fangled ideas and the "mumbo jumbo" jargon that went with them; establishin g 
behavioural objectives , balancing the needs of both idiographic and nomothetic 
dimensions in administration, organisational climate and innovatory supervisor y 
practices. 

In previous times, matters were much simpler and issues not obfuscated by 
language. Whe n you needed a headmaster for a school, you selected the best man 
available and let him get on with the job. I n fact, you made sure you got the best 
man for the job by his long period of apprenticeship. First , he had to serve for 
some years as a classroom teacher before he was promoted to deputy head. I f he did 
the job well he was later considered fo r the headship of a small school. Later , as 
he proved himself he was promoted to even higher levels. No w there is too much 
"molly-coddling" of staff. Th e Education Officers do not even give a good head-
teacher a chance to be himself and do the best possible job. The y are always around 
the schools with some half-baked idea s of theirs which they did not get a chance to 
try out because they were not long enough on the job as headmasters. 

If they were not around to see the headmaster they were listening to some 
complaint by a teacher. Whe n I was an inspector of schools, he thought, we considered 
the headmaster's job to be to deal with his teachers. I f the headmaster could not 
handle his teachers then it was his problem and a sign of his weakness as an 
administrator. Yo u gave him a job to do and held him accountable for it. N o ifs, 
buts or excuses. 

But while he had not changed his views on the administrative process he did 
find it necessary to keep abreast of the current jargon in education since all these 
consultants and advisers flying around the place seemed to be caught up in the same 
world of words. 

But there were other developments which came in the wake of self government 
and independence with which he could not agree. H e put these broadly under the 
heading "politicisation of education". Schools , he argued, existed to teach people 
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to read, write, calculate, learn chemistry, mathematics, etc. I n short, to educate. 
This should therefore be done in the best possible professional manner by professional 
educators. Th e politicisation of education was, he thought, at the root of the 
deterioration in standards. 

First, the policy makers wanted the schools to teach all kinds of subjects 
which they considered necessary fo r national political development. I n fact, almost 
every subjec t must have a political dimension. Whe n would they learn that you teach 
history as history and not as a means of political indoctrination . 

He recalled that he had recently heard what he considered to be a most back-
ward step being contemplated and supported by some of the professional officers of 
the Ministry, namely, allowing children to speak in their local dialect or patois 
in schools. "Wha t next will these jokers think about?" Ho w are you going to get 
on in life unless you can speak and write proper English - the Queen's English? 
Books for advanced studies are not written in the local dialect or patois and those 
who want to allow such speech in schools would only be jeopardising the future of 
the children and especially those who are going abroad to study. 

Another point that worried him was increasing political influence in the 
appointment of educational personnel, even the senior administrative staff. Thi s he 
argued could do nothing to help the cause of education. H e recalled last year that 
the Ministry had appointed a new headmaster to a village school. Th e gentleman was 
there for only a term and the villagers asked for his transfer because of some 
excuse they gave the Minister. Befor e you know it, the gentleman was transferred. 
"How could people have confidence in you?" he questioned. "I f the man was not 
competent and not producing results you could understand. Bu t he did not have a 
chance to prove whether he could run a good school or not." 

All the politicians seemed to encourage people to complain about the work of 
government officers including teachers and this led to increased political inter-
ference in education. True , Mr Ford argued, when parents have a grievance against 
a teacher they should complain. Bu t they should complain either to the headmaster 
or the education officer or some other professional officer - not to the politicians, 
at least not in the first instance, and the politicians who are always encouraging 
them to complain to them are only undermining the professional integrity of the 
headmaster and the teachers. 

However, he did see the need for increased community participation in the 
activities of the schools which politicians had been encouraging. "But" , said he, 
"I draw the line when you give them the idea that they can contribute to the profes-
sional work of the school such as the development of curriculum". H e thought that 
the major activity of the community should be to help the staff of the school find 
resources and raise funds to assist teachers increase their effectiveness in teaching. 
Raising funds for school libraries was an excellent way for a community to help its 
school. Similarly , children should be sent to school regularly and on time. Bu t to 
give them ideas that they can contribute to the management of the school or to the 
instructional programme was patently unprofessional and should not be encouraged by 
the politicians. 

Just as bad or even worse was the idea that students (Go d forbid), especially 
those in the secondary grades, should be involved in decision-making about school 
policy. Onc e you do that the whole structure of discipline in the schools would 
collapse. Wha t did students know about these things? The y come to school to learn 
and the teachers are there to teach them. Yo u could not try to change this basic 
fact without upsetting the whole school and creating serious problems of order and 
discipline. 
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On the positive side, he saw that the assumption of political responsibility 
for education by elected members of government was very good for the people. I t 
resulted i n a marked increase in the provision of educational service s for all 
sections of the population. Mos t noticeable was the expansion of secondary and 
tertiary education which gave many poor boys and girls a chance to get the best 
education possible - irrespective of the fact that their parents were poor. H e was 
proud to see all the top posts in the government service and to a lesser extent the 
private sector held by local boys and girls, some of whom he knew had come from 
modest backgrounds. 

But he deplored the idea which seemed to have been gaining acceptance in the 
Ministry that you can provide good education cheaply. H e remembered his own school 
days when the secondary schoo l he attended was well equipped with playgrounds, a 
library, a music room, four laboratories and other facilities. Today , some of these, 
he felt, were regarded as "extras" and not enough provision was made for them. 
Also, the staff-student ratio was declining and he was sure that this resulted in a 
poorer standard of work. I n the grammer school which he attended the staff-student 
ratio was about 1:20. No w the secondary schools had one teacher to thirty or even 
thirty-five children, and these new Education Officers were saying that the size 
of class does not adversely affect standards. What  arrant nonsense!! Anyon e who 
had taught in a school knew better. 

So there was still a lot to do to prevent standards from falling - in fact, to 
maintain and improve present standards. H e felt that if by not applying he allowed 
one of the "young Turks" to take over as Chief Education Officer of Antevis standards 
would begin to fall even more rapidly. The n again, he wondered if the fight that 
he might have to put up to prevent further slippage in academic standards was worth 
it. 

Group Assignment 

(1) Identif y what are the main elements of Mr Ford's views or philosophy of 
education. 

(2) Discus s each of these views and indicate whether or not you agree with them 
and why. 

(3) Ho w far do you think his own background has influenced his views? 

(4) Wha t are his major objections to what he calls the increasing "politicisatio n 
of education". 

Do you agree with these? Giv e reasons. 

(5) I n what ways do you think Mr Ford's views about who should be responsible for 
educational decision-making sound or unsound? 

(6) Identif y the problems which Mr Ford saw as existing between the professional 
and the technical sectio n of the Ministry. 

What are the sources of these problems? 

Do these problems exist in the Ministry of Education in which you work? 

How are they overcome? 

(7) Wha t are Mr Ford's views on leadership? 
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Do you share them? 

If your views differ from his; in what ways do they differ? 

(8) D o you agree with Mr Ford's views on school/community relationship? I f not; 
how does your view differ from his? 

A Case Study Based Upon Statistical Evidence and Policy Statements 

Participants were provided with abstracts from National Plans and 
Annual Reports and on the basis of this evidence were asked to examine. 
ways by which the efficiency of the  syste m could be improved expecially in 
relation to cos:. Tw o background papers on the economics of education were 
provided 

Background 

Formerly a British Colony. Da: e of Independence; 1966. Ther e is universal 
primary education. Formerl y provision made for all children between the 
ages of 5 and 14; now provision expended to all children between ages 3 and 
16 including the handicapped. Educatio n is free in all Government institution s 
from primary t o tertiary. Bu s fares are subsidised fo r all school children 
in primary and all age schools. Secondar y schoo l children receive all text 
books for which a nominal payment of BD$5 per child per annum is paid. 

Government education policy 

The policy of the present Government for educational development is 
contained i n the Education Manifesto with which it went to the polls in 1976. 
The principle features of the Manifesto are: 

(a) Th e provision of educational facilities for children between the 
ages of 3 and 5, making maximum use of Day Care Centres. 

(b) Th e reform of school curricula to permit the teaching of subjects 
relevant to the country's needs as a developing society. Fo r example, 
agriculture must be taught in the schools. 

(c) Th e upgrading of educational facilities to cater to the 
development of the full personality o f the student. 

(d) Th e decentralisation of technical and vocational education and 
the relating of such education to national manpower demands. 

(e) Th e empowering of schools to market within their immediate 
communities th e commodities produced by the students. 

(f) A  programme for making the entire educational system co-
educational . 

(g) Th e abolition of the Common Entrance Examination (11+) . 

(h) Th e raising of the school leaving age to 16. 
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(i) Th e expansion of teacher training facilities. 

(j) Th e construction of schools until ail children of school age, 
including the handicapped, are provided fo r in the public system . 

(k) Th e appointment of a Careers Guidance Officer in every secondary 
school. 

(1) Suppor t for the continued development of the University of the 
West Indies. 

(m) Th e abolition of fee paying and other discriminatory provision s 
against students of law at the University of the West Indies and at 
the law schools run by the Council of Legal Education. 

(n) Th e expansion of the scholarship programme in areas of national 
demand. 

(o) Th e provision of free uniforms for school children. 

(p) Th e expansion of the Schools Meals Service to embrace the 
entire country. 

Exercise 

In the light of the stated policy and using the basic data provided, indicate 
any measures which might be taken to improve the efficiency of the system, 
especially a s it relates to cost. 

The exercise may be approached throug h a series of related questions. 

1 What  should be the main objectives and functions of the 
educational syste m and its constituent sub-systems ? 

2 Whic h is the best of the alternative ways of meeting the 
objectives and the functions? 

3 Ho w much of the nation's resources should be devoted t o education 
at the expense of other things? Wha t are realistic limit s to real and 
financial resources? What  level of resources can education effectively 
absorb in a given time period? 

4 Wh o should pay? Ho w should th e burden of educational cost and 
sacrifice be distributed between the direct recipients of education 
and society at large and amongst the different groups in society? 
Is the present fiscal structure and other sources of educational 
revenue well adapted t o attaining a socially desirable distribution of 
the burden and at the same time ensure a suffficient flow of necessary 
income to education? 

5 Ho w should th e total resources available to education be 
allocated amon g different levels, types and components of the system? 

Basic Sets of Data Available t o Course Participants 

1. Basi c background data - area, population growth rates, 
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- unemployment rates. 

National financia l 
information 

- current and capital expenditure by 
Government. 

- capital expenditure by Ministry. 
- gross domestic product by sector. 
- gross domestic product per capita. 

Educational financial- total Government expenditure on education & 
information a s a percentage of gross domestic product. 

- current and capital educational expenditur e 
per annum. 

- Ministry of Education's current expenditure 
by major sub-sectors. 

- Ministry of Education's capital expenditure 
by major sub-sectors. 

- unit costs at different levels of the 
education system. 

Educational 
information 

- educational enrolment at all levels by 
grade and by sex. 

- crude flow rates at the primary level. 
- teachers - numbers and qualifications. 
- structure of the formal education system. 
- examination candidates and passes. 

The Economics of Education at the National Level 

Economics is the study of how people, and more importantly SOCIET Y chooses 
to allocate the resources at its disposal in order to achieve its chosen 
objectives. Economic s is about scarcity and the implications of this fact 
for every day behaviour, both at the personal and national level . Wher e 
there is an unlimited resource of any product, the product becomes 
economically insignifican t e.g. sand in the Sahara. 

In any country toda y government has a very wide variety of activities 
and among these is that of controlling th e economic progress of the country. 
Also, government i s interested i n social services, of which education is 
generally sai d t o be one, and in defence. Som e countries have foreign aid 
interests, or nationalised industries , while elsewhere th e government may be 
especially concerned with subsidising agriculture. I n order to pay for all 
of these different activities, the government receives revenue from various 
sources, mostly taxe s and duties on goods and services. Th e government 
usually regards its income as limited t o the receipts from its various taxes, 
It treats this income as the amount of money it has to spend in providing 
the services that it offers the people. Thu s the government has an expendi-
ture limit and hence faces the problem of limited resources with which to 
achieve its different objectives. I t is necessary t o consider our special 
interests, education, in the light of this basic fact of scarcity of 
resources. 

The various reasons why government is interested i n spending money on 
education are well-known. Ther e is public demand t o be satisfied, there is 
the need of the economy for skilled and qualified manpower, and there is the 
built-in momentum of the educational system itself, such that once it is 
established i t has to be maintained. Al l of this is true and it provides a 
powerful set of reasons for spending money on education. Bu t equally ther e 
are very good reasons for the government to spend money in other directions. 
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People have to be provided with housing. Agricultura l development must be 
fostered especially i n a predominantly agricultura l country. 

So the government has to make a basic decision in the first place 
whether t o spend money on education or whether to spend it on other activities. 
Beyond thi s we come to all the details of what must be the exact content of 
such an educational policy. Her e again, it is necessary t o choose between 
different alternatives, since invariably peple want to do more than they can. 
However, notice that already a wider ranging decision has been taken than 
simply th e one to spend money on education, because by deciding to spend money 
on education we also decide not to spend money on certain other things on 
which it could have been spent. S o although i t seems a very simple decision 
just to spend on education, actually i t is a whole lot of decisions includin g 
the social and political. 

Within the educational system choices have to be made in the first place, 
say, between spending more on primary education and less on secondary or 
perhaps more on higher education. Thi s is an economic choice because, for 
example, it is more expensive t o expand secondary education by a given amount 

than it is to similarly expand primary education. Secondar y education needs 
better qualified teacher s so they have to be paid higher wages, or, since 
more equipment i s needed i n a secondary school than in a primary school, the 
school becomes more expensive. Als o the educational system itself has certain 
built-in limitations . Thu s secondary educatio n can only be expanded as fast 
as additional teacher s can be provided for it and of course there is a 
limited capacity for teacher training. 

However, it is not only economic factors which affect this decision-
making. Ther e is very strong public interes t in education and the public 
may want certain kinds of education and be perhaps less interested i n others, 
so this has to be taken into account in making decisions on how to develop 
the educational system. Similarly , once educational facilities are in 
operation they usually have to be kept in operation and this necessitates 
restricting part of the resources allowed for education to maintaining what 
already exists. Therefore , there is less available for future expansion and 
this in turn is another limitation on the freedom of decision, on the economic 
choices. 

This comes down to recognising tha t although i t is not only economic 
influences which affect our educational choices, all these decisions on 
education, these planning decisions, partake of the basic characteristic of 
economics, namely, the need t o make choices within the limitations of scarce 
resources. Thu s it can be said that planning is only a specially discipline d 
type of economic decision where we have particular objectives in mind. 

Concepts 

There are certain fundamental economic concepts which are relevant to the 
problem of making choices when we try to behav e economically i n dealing with 
the educational system. The y are: (1 ) Investment; (2) Savings; (3) Con-
sumption; and (4 ) Production. 

For economists, saving is not just hoarding. I t is not simply a case of 
holding money and keeping it under the bed, but something more positive. 
Saving i s the the decision to abstain from consumption now with the expection 
of being able to consume more later, whereas of course keeping money under the 
bed is simply postponing spending it. 
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A very simple illustration will help to bring out some of the 
particular characteristics of the concepts of saving and investment. Con -
sider a society of the most primitive kind which exists only by hunting, so 
that life is basically th e hunt for animals which provide food. Suppos e for 
some reason that hunting becomes more difficult as there are fewer animals 
around. Th e hunter decides to develop a simple aid to help him, such as a 
primitive spear. Previousl y his whole time was devoted only to consumption 
but now he has to pause from hunting in order to make the spear. Fo r 
economists the act of making the spear represents both a process of saving 
and also of investment. I t is saving because while the hunter is making 
the tool he has to stop hunting, which means that for that period he is 
foregoing potential consumption, although with the objective of being able 
to consume more later. However , this is also considered t o be investment, 
because by making the tool the hunter increases his hunting capacity, and 
therefore his future productivity i n terms of the numbers of animals he 
can hope to catch, which in turn implies increased future consumption. 
The principle to be brought out from this example is that for economists 
there is an identity between savings and investment. 

Making the tool was both saving and investment, but in the context of 
this example hoarding would simply be deciding not to hunt thereby postponing 
the possibility o f consumption for a day. S o there is an important difference 
between saving and hoarding i n economics. 

The identity of savings and investment was very obvious in the example, 
but of course in modern economics life is far more complex, it is not 
always clear that there is this identity between savings and investment, 
especially when we recognise that in present day society the two activities 
of saving and investment are frequently carried out by different people 
who have quite different motivations. 

1. Investmen t 

In economics, investment refers only to net capital formation, i.e. the 
act of increasing the community's stock of reproductive capacity. A n 
important aspect of investment is that it always involves some kind of 
innovation. Tha t does not mean that every time a factory i s built it has 
to be a new kind of factory, because simply building an existing type of 
factory i n a new location is an investment since it creates a new situation 
for economic behaviour. A  further corollary of this concept of investment 
is that we exclude the simple replacement or maintenance of the existing 
productive capacity. I n economics the terminology tha t is commonly used to 
describe such replacement i s provision for depreciation. 

Thus investment is undertaken by the producers in society, which means 
enterprises of different kinds in agriculture, industry and of course 
government. I n the case of enterprises their motivation in undertaking 
investment is clear enough. The y expect to make a new product, or sell an 
old product more widely, and so to make higher profits. I n the case of 
government the motives for investment may be somewhat more obscure and 
diverse. Fo r example, much of government investment is in developing 
social services. Thes e do not produce a physical product to be sold in the 
market, but they can contribute to the productive capacity of the community, 
e.g. education expenditure potentially increase s the skill of the labour 
force. Thi s can help the economic policies of the government and in turn 
improve its political position, so we can see that there is a wide variety 
of possible motives for the government to choose to invest in its different 
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activities. 

2. Savin g 

The concept of saving has a restricted meaning in economics by which it 
excludes hoarding and simply postpones consumption. W e only count as saving 
that which involves withholding from current consumption in order to have 
more future consumption. I n terms of everyday lif e this distinction may 
sound a little artificial but in economics it is an important one. 

In the case of enterprises there is an obvious motive for such saving 
relating to the motives we have referred t o in their choosing to invest for 
increased future profits. I n the case of individuals, however, motives for 
saving can be extremely varied, e.g. they may wish to buy a car or take a 
long vacation or perhaps they have a longer term aim such as wanting to 
ensure a more comfortable old age. Bu t in each case the point which 
characterises this activity i s the desire to increase future income rather 
than simply t o retain the existing income for use at some later time. 

This point is a complex one to make clear because the economic use of 
the term saving is decidedly narrower than the everyday use of the term. 

3. Consumptio n 

The concepts of consumption and production als o have some importance in 
educational planning. Consumptio n is a term about which not much needs to 
be said because economists use the term consumption simply i n much th e same 
way as it is used i n everyday conversation. Consumptio n simply represents 
the disposal of the rest of income apart from that which is saved. Hoardin g 
is included i n consumption since hoarding is only delaying the purchase of 
goods and services for current satisfaction. 

4. Productio n 

In the economic sense this is the total output of goods and services resulting 
from previous investment. Thi s is an obvious statement but it contains a 
complication. Par t of the output of one enterprise very often represents part 
of the investment input into another enterprise. On e of the objectives of the 
educational system is to produce trained teachers who can hence be regarded as 
part of the output of the educational system. Bu t trained teachers are also 
a very important input in the educational system because they help in the 
production of the qualified school leavers who are another important output 
of the educational system. I t is comparatively eas y to assess the gross 
production of a country but it is much more difficult to calculate the net 
production, since this involves excluding all products which are used in the 
further production as investments, because to establish net production it is 
only necessary t o count the value added at each stage of production. 

Applications of the Concepts to Educational Planning 

Education can be treated as both consumption and investment if considered 
from the individual's point of view. Whe n someone receives education it fits 
him in a wide variety of ways for what can be called to use the simplest 
terms - a better life. H e has greater access to culture, he can read 
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newspapers and so on, and this represents an increase in his consumption 
possibilities. Bu t also from this individual's point of view such education 
is an investment in that it provides him with better qualifications for 
employment or better capacity t o absorb further training. I n this way he can . 
develop his future earning capacity and potentially his living standards as 
well. Thi s is considering education only from th e individual recipient' s 
viewpoint, but investment in educational development i s very important from 
the national point of view for economic growth, mainly because of the 
possibility offere d of increasing th e supply of qualified manpower. 

These general comments on investment and consumption i n relation to 
education are fairly self-evident, but in going beyond the m it is 
necessary t o recognize that the detailed application of these concepts in 
educational planning has not been entirely successful so far. I t has created 
a great many problems for educational planners which are still far from solved 

These concepts are difficult to measure when used in relation to 
education. Althoug h education has both investment significance and a con-
sumption significance i t is very difficult in practice t o identify one part of 
education as having primarily th e investment effect and another part primarily 
the consumption effect. I f we said that a history lesso n is a consumption aspect 
of education and a mathematics lesson an investment aspect this is obviously 
a very over-simplified an d unrealistic way of trying to approach the problem 
of separating the consumption and investment effects. Althoug h the different 
effects of education can be distinguished, they cannot be linked t o particular 
types of education, so it is difficult to be specific i n trying to allocate 
resources to education say for its investment effect or for its consumption 
effect. 

There is also the question of trying to identify th e rate of return to 
expenditure on education. I n the case of physical investment , a monetary 
value can be given to the resultant output, but what value can be given to 
the output of education, educated people, especially when we take into account 
the consumption aspects of the education received? Th e differential earning s 
of the better educated are a limited guide in this instance. 

When we go a little more deeply int o educational planning these 
questions become much more complex. Thus , in making a choice between 
developing different types of education we might ask what are the relative 
contributions to economic growth of emphasizing technica l and vocational 
education or emphasizing general secondary education. T o put emphasis on 
technical and vocational education may mean immediately a  better supply of 
certain types of skilled workers. Bu t emphasizing general secondary educatio n 
may improve pupils' capacity for and their receptivity t o further training. 
In this way it may be possible to create a greater flexibility i n the future 
labour force than if we only endeavour to train people very specifically fo r 
certain technical positions. Thi s indicated a fundamental difficulty i n 
human resource development. D o we only try to educate people to fit them into 
some pre-conceived employmen t pattern, which might be regarded as a strict 
manpower approach, or alternatively ar e we trying to educate people so that 
they can bring to future society thei r particular abilities and offer thei r 
full capacities for the continuing development of society? 

Finally we must refer briefly t o the concepts of saving and production 
and their significance i n educational planning. W e spoke of savings as 
having an identity with investment. Fro m the individual's viewpoint whenever 
he continues his education beyond any compulsory leve l he has to make some 
kind of saving t o support this. Thi s might be through the form of income he 
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foregoes in not starting work earlier, or through using personal resources 
which he could otherwise consume. I f he is supported by some kind of 
government grant, the government undertakes the saving in order to make the 
investment of providing more education. Thu s when government undertakes a 
programme of educational investment i t also has to make a saving decision 
since in choosing to invest certain resources it thereby precludes the 
possiblity of allowing thos e resources to go into consumption, for example, 
through making a reduction in taxes. 

The significance of the production concept in educational planning 
refers to our earlier example of the characteristics of teachers in the 
educational programme, in that they are both an input and an output. Thi s 
can be extended t o a further level if we consider the need to produce people 
who will staff teacher training colleges. The y are an output of the educat-
ional system but then they are also an input which in turn will help create 
something else, teachers, which is again both an input and an output of the 
system. Thu s the question of gross and net production can become quite 
complex even within the educational system. 

Having looked very briefly at the economics of edcuation at the national 
level, at some definitions of some of the fundamental concepts that can be 
applied t o the economics of education, it should be realised tha t educational 
planning is the technique used to make the best use of the scarce resources 
devoted t o education. 

The Allocation of Scarce Resources 

There are three decisions which have to be made: 

(1) Th e determination of the total amount of resources to be devoted 
to education. 

(2) Th e allocation of this total between levels or types of education. 

(3) Th e choice between specific projects. 

The educational planner should have provided th e information on which 
the first decision was taken, that is, the determination of the total amount 
of resources to be devoted t o education. Thi s amount will reflect the priority 
which the government and the society place upon education. 

If we think of this distinction between consumption and investment when 
considering why governments spend money on education, it is obvious that 
education is regarded as both a type of consumption and investment. Peopl e 
want schools sometimes, as they want TV sets - as a status symbol. The y 
want their children to learn to read because they will enjoy life more as a 
result. Thes e are just some of the consumption benefits of education. Bu t 
education i s also a form of investment in human capital. Futur e levels of 
production are not dependent simply on labour and physical capital - but on 
technical knowledge and the skills of the labour force - and these are 
provided by education. S o the answer to the question 'Is education consumption 
or investment'? is simply, both. 

Having accepted th e allocations of the national pie, the educational 
planner has to make two other decisions - how to allocate th e total between 
different level s or types of education and following this , to make the choice 
between specific activities. 
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There are three aporoaches which planners can use in attempting to solve 
the problems of how to allocate scarce resources in the present so as to 
maximise benefits i n the future. The y are: 

(1) th e 'socia l demand' approach. 

(2) th e 'man-powe r forecasting' approach. 

(3) th e 'cost-benefi t analysis' approach. 

1. Socia l Demand 

The 'socia l demand' approach rests heavily on forecasts of the private demand 
for education and is more concerned with the consumption tha n the investment 
aspects of education. Thi s approach in fact treats education as a service 
demanded by the community - just like any other goods and services and 
regards educational planning as the process of forecasting demand, and 
providing sufficient places to satisfy th e demand. Th e simplest version of 
such an approach has been in use for a very long time - attempting to forecast 
demographic trend s in order to estimate the school population. Bu t when it 
comes to forecasting the demand for higher education, a more sophisticated 
way of forecasting demand i s needed. A  recent example of the social demand 
approach to planning higher education was the Robbins Committee, in Britain. 

What then are the strengths and weaknesses of the approach? First , it 
does provide the educational planner with a precise target of the number of 
places to be provided. Bu t only by assuming that a lot of factors remain 
constant; that standards of entry, for instance, remain constant and that the 
price of education, in terms of the level of fees and scholarships remain 
constant, and finally that the level of employment remains constant and all 
the graduates are absorbed int o the economy. I n other words, the social 
demand approach shows how much must be allocated t o a level of education if 
present trends continue, and if private demand i s to be satisfied, but it 
does not claim to show that this is the 'optimum ' allocation of resources. 
As an approach, it perhaps deserves the name 'forecasting ' rather than 
'planning'. 

2. Manpowe r Forecasting 

The two other approaches, which are concerned t o seek the optimum allocation 
of resources are concerned with education as investment, rather than con-
sumption. Method s of forecasting the manpower requirements of a economy 
vary - and may use international comparisons of the ratio between educated 
manpower and output, or may be based on analysis and extrapolation of trends 
and manpower utilisation patterns in different industries, or on mathematical 
model of the economy based on constant or changing co-efficients between 
manpower and output. Bu t the basic rationale of the approach i s to forecast 
the manpower 'needs ' of the economy - that is the number and distribution of 
trained people in the labour force that would be required t o produce a given 
output in a certain year - and then to match the educational system with the 
manpower needs of the economy. Thi s approach has an immediate attraction, 
particularly fo r developing countries. I t is well known that a shortage 
of trained workers represents one of the major constraints to economic growth 
and that if the educational system can be planned so as to produce just the 
right numbers, surely this can be regarded as an optimum allocation of 
resources? Eve n if it were possible to predict accurately th e manpower needs 
of an economy, educational planning based entirely on manpower 
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would be at an optimum i n only one sense, and would neglect the other aims 
of education such as social and political development. Bu t concentrating 
for the moment only on the manpower aspects, is it in fact possible t o fore-
cast manpower needs? 

The important word in that sentence is 'needs' . I f it is assumed 
that a economy has certain 'needs ' in an absolute sense, then it may be 
possible, though very difficult, to predict the need for physical capital 
educated manpower and unskilled manpower. Suc h a view of absolute 'needs' 
implies that these three factors will be used i n fixed proportions to 
produce a certain level of output. Bu t if these factors are to some extent 
interchangeable, or in economic terms substitutable then the same level of 
output could be produced with different combinations of inputs, and in this 
case the optimum allocation of resources depends on the price of each factor. 

This means that manpower forecasting becomes even more difficult - not 
only are there the problems of predicting technical change and new methods of 
production, but also the added difficulties of analysing the effect of changes 
in relative prices and earnings on demand for physical capital and manpower. 
Thus the view that education is an economic investmen t which produces the 
trained manpower needed by the economy suggests that manpower forecasting is 
necessary, but by no means solves the problems of how to allocate resources. 

3. Cos t Benefit Analysis 

A third approach t o this problem is to use the techniques of cost-benefit 
analysis. Whe n a firm is considering whether to invest in a certain machine, 
the usual way is to estimate the income that will be produced by the machine 
over its whole life, discount the expected incom e flow to allow for the fact 
that money i n the future is of less value than money today , and compare the 
present value of the income with the cost of the machine. Th e rate of 
return or benefit/cost ratio is an indication of how profitable it would be 
to invest in that machine rather than undertake some other project. Th e 
firm will normally inves t in the project promising the highest rate of return. 
Turning now to education, if it is possible to measure the economic returns 
to investment in education that is the additional income generated by the 
education, then they can be compared with costs by means of the rate of return, 
and presumably th e government should spend most on those types of education 
with the highest rate of return. Thes e rates of return look at education both 
as an investment for the whole community and as investment for the individual, 
by using the private rate of return. I t is easy to see how to calculate the 
private rate of return, and to understand what it means for the individual. 
By choosing to go to school, or college, the individual incurs certain costs 
- both fees, expenditure on books and the earnings he foregoes while in 
school instead of working. O n the other hand he can expect to be paid more 
throughout his life as a result of his education. I f the extra earnings he 
receives, less the tax he will have to pay, are related to the costs he has 
had to incur - this gives the private rate of return to schooling. 

The information contained i n an estimate of the private rate of return 
may help to explain the private demand for education already discussed under 
the 'socia l demand' approach. I t may also be used to show the effects of 
the government's policy on subsidies and scholarships for the higher the 
degree of subsidy, the higher the private rate of return to education. Bu t 
can the rate of return be used as any sort of a guide to allocation policy? 

For this the relevant concept is the social rate of return. Th e way 
this is usually calculated i s to compare the earnings differentials of educated 
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people, inclusive of tax, (because the tax in paid as a benefit to the 
community) with th e total social costs of education (includin g the value of 
production foregone by having people in school instead of in the labour 
market, as well as all the costs of tuition). 

Does this calculation really reflect the economic value of education 
to the community? Ther e are a number of difficulties which may be raised as 
•possible objections t o the use of cost-benefit i n educational planning. 

(a) Earning s are related t o many other factors besides education -
innate ability, family backgroumd, motivation, to name just a few -
so that extra earnings represent returns to all these factors, not just 
education ; 

(b) Earning s are also determined by habit and custom, and thus do 
not reflect the real economic value of different jobs. Earning s 
differentials are no measure of relative productivity; 

(c) Educatio n generates 'spillove r benefits'. I t may raise the 
productivity o f people other than the educated worker himself and these 
indirect benefits are not shown up in earnings differentials; 

(d) Age-education-earning s profiles, which are the basis of rate 
return calculation, reflect past and present supply - demand conditions 
rather than future conditions - which is what interests the planner; 

(e) Lookin g only at the earnings of workers and the costs of educating 
a successful graduate, is to ignore the facts of unemployment, and 
wastage and the fact that not all educated people enter the labour force. 

Conclusion 

The three approaches do not attempt to provide the same type of guidance for 
the planner. Whil e th e social demand and the manpower forecasting approach 
aim to provide actual targets for enrolment, the rate of return approach 
provides a 'direction-indicator' . Th e policy prescription from a rate of 
return calculation i s 'inves t a little more' or a little less, in a particular 
type of education, rather than 'buil d a certain number of new schools, because 
rates of return provide an estimate of the effects of a marginal change in 
investment allocation. An d after a change has been made, it becomes necessary 
to make a new calculation of the rate of return, given the new supply and 
demand conditions. 

Returning once again to the question 'ho w can the economist help in the 
problem of allocating resources? H e or she can do so by emphasising the 
investment aspects of education and by demanding that every benefit of education 
- whether economic, social, political or cultural, be thought of in terms of 
its cost. I f educational planning is able to take account of the private 
demand for education, the job opportunities fo r educated manpower, the effects 
of changes in supply and demand on relative wage levels, and the need t o talk 
in terms of different types of education, then we will not need t o talk in 
terms of 'alternativ e approaches'. Th e important matter is not whether a 
plan is based on manpower forecasts, rates of return or any other technique, 
but that resources allocation decisions should be made in a framework which 
includes consideration of both costs and benefits. 
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Use of available Finances, Plant and Facilities 

For the purpose of this exercise capital may be considered t o be of two types: 
physical and human. Bearin g i n mind that economics deals with scarce resources 
and that people who actually run educational systems, who practice planning, 
decision-making and management every day in all sorts of situations are all 
involved i n trying to solve the greatest problem of education today, namely 
how to get more and better education from the resources available, both 
planners and administrators have t o take into greater account the economic 
aspects involved i n their plans and explore every means of improving the 
efficiency o f their educational systems so as to get the best value from 
existing resources. Experienc e has proved tha t an indispensable techniqu e 
for this purpose is an analysis of the costs of education. B y means of this 
technique i t is possible t o check th e economic validity of educational 
plans, draw up a precise programme of expenditure over the planning period, 
estimate both the costs and the real economic consequences of specific pro-
jects, and facilitate decision-making when several alternative possibilities 
exist for the allocation of funds. 

There can be no single list of the 'minimu m essential facts' needed for 
cost analysis on all places and for all purposes. Bu t cost analysts find the 
following statistics indispensable: 

1. Presen t population by age and sex; birth rates and death rates 
over a number of years; forecasts of population trends; occupation. 

2. Tota l enrolments by levels and types of institution, geographic 
area, and if possible, by individual grade levels. 

3. Annua l number of graduates from each category of institutions; 
examination results. 

4. Annua l number of drop outs and repeaters (show n separately) by 
type of institution, geographic area, and if possible, by individual 
grades. 

5. Tota l teachers, distributed by types of institution and levels 
and divided, if possible, by qualification and salary categories. 

6. Tota l annual expenditure at each level and type of institution, 
broken down by recurrent and capital costs and by major sub-categories 
within each of these (particularl y separatin g teacher costs from other 
recurrent costs, and new construction and equipment from repairs, 
maintenance and replacements). 

7. A  breakdown of annual revenues by source of finance (e.g . central 
and local government, private grants and fees, etc.) for each main 
educational sector. 

In addition t o these more or less standard educational statistics cost 
analysis and planning require much information on economic and social trends 
of a sort that educational administrators have not been so accustomed t o using. 
This includes data on the growth and distribution of national income and 
public revenues, population growth, internal migration and distribution, 
manpower needs and employment trends ; general price, wage, and construction 
cost trends, and changes in the structure of the economy. Suc h data are 
usually available in some form in various government bureaus. 
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Beyond th e basic statistics listed above, there are a number of 
crucial relationships, indicators and patterns that are invaluable to the 
cost analyst for a variety of purposes. Som e of these can be derived from 
combinations of aggregate statistics while others require sample studie s of 
institutional accounts. Amon g the most important are: 

1. Th e ratio of educational expenditures t o the GNP and to total 
expenditures. 

2. Th e ratio of teacher costs to other recurrent costs. 

3. Th e comparative leve l and composition of unit costs per student 
in rural vs. urban schools. 

4. Th e comparative cost per student in primary, secondary and post-
secondary education. 

5. Comparativ e costs per student (teachin g and non-teaching recurrent 
and capital) of day schools and boarding schools where applicable. 

6. Comparativ e costs of full time and part time instruction or of 
formal technical schools vs. on-the-job trainin g schemes. 

7. Th e theoretical cost of a primary school graduate (cos t per year 
X normal number of grades) as against the actual cost per graduate 
(allowing for drop outs and grade repeating). 

8. Th e comparative costs and composition of undergraduate and post-
graduate university students , broken down by major fields of study. 

9. Th e relative size of classes in different types of institutions 
and in various subject areas. 

10. Indicator s of space and equipment utilisation. 

Unit cost figures and ratios such as these do for the educational 
diagnostician what x-ray photos do for the medical diagnostician; they reveal 
what is going on internally, how the patient is faring, and what remedial 
actions may be needed. 

It may be useful, when studying the foregoing indicators, to compare 
them with certain critical norms that have been established on pedagogical 
or other grounds to see if there are any substantial deviations. 

It was stated earlier that the objective was to provide more and better 
education. Thes e represent the quantitative aspects and qualitative aspects of 
education. 

If we take the quantitative aspect, two questions can be asked: 

1. D o we mean education for more persons? 

2. O r more education for the persons presently being educated? 

Education for more persons would mean increasing enrolments an d 
providing more school places. Bu t before you start the drive to increase 
enrolments a number of questions must be asked. 
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1. I s there a need for more places? 

That can be answered by looking at the demographic trend s of the 
population; the birth rates, death rates, the percentage increase ; the geo-
graphical distribution of the population and forecasts of future trends. 

2. A t what level is there the need for more places - primary, 
secondary or higher? 

3. I s the increase to be for a specific typ e of education or general 
education? 

4. I s this increase to be maintained fo r a specific tim e only or is 
it to be continuous? 

All of these questions have to be asked against the background of the 
present stock of plant, facilities, and teachers, and their cost at the 
present time. I s it absolutely necessary t o construct new buildings, or can 
better use be made of existing buildings? I s the ratio of pupils to teachers 
high or low bearing in mind internationa l standards? Thes e questions can be 
asked on any level of education, and in most instances for selected projects. 

When these questions have been answered, there are the unit costs to 
be calculated. Th e term "unit cost" can be a trap if one is not careful. I t 
is used most often to mean the annual cost per enrolled student. Bu t there are 
a variety of other types of unit cost measures that come in handy for certain 
purposes and it is important to keep them straight. The y include, for example: 

The total cost per graduate 

The capital cost per student place. 

The capital cost per occupied student place. 

The average cost per teacher. 

Cost per classroom. 

Cost per school. 

Cost per course. 

Cost per square or cubic foot. 

It all depends what the most appropriate unit is for costing the 
particular ite m with which you are concerned. I f you are costing the number 
of pencils and textbooks needed, or the food bill, then the invididual 
student is the most appropriate unit because in these cases cost varies in 
direct proportion to the number of students. But  if you are estimating 
requirements for teachers, or for desks, maps, globes and various other items 
of class room equipment, then the classroom is unually th e best unit, since 
staffing and equipment requirements vary with the number of classrooms rather 
then the number of students. I n estimating lighting costs, square or cubic 
footage may be the best unit. 

Several different norms are used for estimating educational costs and 
for making educational budgets, based on a variety of costing "units" each 
selected to fit best the particular ite m being costed. 
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To avoid confusion it is a good idea when using the term "unit cost" 
to be explicit about what kind of unit cost is in question, unless this is 
already clear from the context. 

There are many potential ways to improve both the economic and 
educational efficiency o f educational systems - for example - by introducin g 
modern teaching media, by utilising facilities more fully, by freeing teachers 
from clerical and housekeeping chores to spend more time actually-teaching, by 
giving both teachers and students better tools and materials to work with, and 
by enlarging small classes and educational institution s to more optimum size. 

Taking advantage of such potential economics, however, is often difficult. 
The actions required ten d to upset established routines and create incon-
veniences. Wors e still, the more unconventional changes and innovations often 
run into opposition from established interests . I n all events, cost con-
siderations alone seldom are sufficient for reaching decisions to alter the 
status quo; these must be weighed against the likely teaching consequences 
(which are rarely as easy to estimate as costs) and against the likely 
teaching consequences (whic h are rarely as easy to estimate as costs) and 
against practical problems of acceptance and implementation. 

Putting schools on a double-shift basis, for example, or raising the 
pupil-teacher ratio from twenty-five to twenty-eight, or increasing the 
number of small seminars in a university, all such changes can improve the 
cost picture, but whether these gains will be outweighed by teaching losses 
must be carefully considered. Inevitabl y th e final decision involves com-
promises and trade-offs among a range of considerations. 

A new set of attitudes towards educational changes and innovatio n by 
educators and non-educators alike is also required, along with new research 
and development infra-structures and processes within educational system s 
to enable the m to examine themselves critically, to devise new solutions to 
their problems, and to engage in a continous process of self-renewal. 

These lead in to the qualitative aspect of education which is always a 
far more difficult aspect to measure than that of the quantitative aspect. An y 
measure taken to improve educational quality or opportunity without prior 
examination of its cost consequences can easily prove self-defeating. Bu t 
costs have little meaning or value until they are set against educational 
results and the results are weighed against the objectives. Cost s in other 
words, are only one side of the equation that links educational resource 
inputs to a systematic way of looking at an educational process that enables 
educational planners, evaluators and managers (broadl y defined to include 
teachers) to improve the efficiency and productivity of any educational 
activity. 

Efficiency 

There are many potential ways to improve an education system's 
efficiency. Generall y speaking , they fall into three categories, according 
to the degree of change required i n the present system. 

Efficiency may be improved by changing the amounts, quality, and 
proportion of inputs, or by utilising present inputs more intensively, with-
out basically alterin g the system's existing form and technology or 
"production function". Example s include a change in the pupil-teacher ratio, 
the qualifications "mix " of teachers, the enrichment of instructional materials 
per pupil and the fuller utilisation of buildings and equipment. 
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Secondly, efficiency may be increased by modifying the system's basic 
design involving the introduction of distinctly new components and technol-
ogies such as team teaching, instructional television,"programmed " self-
instructional materials, or language laboratories. 

Thirdly, a more radical approach to improving efficiency would be to 
design a brand new alternative "teaching-learnin g system" that differs 
radically from the conventional one. Fo r example, creating a new system of 
home or on-the-job instructio n involving correspondence an d radio, self-
instructional materials, and simple do-it-yourself laboratory kits and 
exercises. 

It does not follow, of course, that any changes or innovations will 
improve efficiency; some may do quite the opposite. I f 10 per cent more 
inputs are added per student and their learning improves by only 3 per cent, 
this may seem to be a successful change, but efficiency has actually 
declined because the costs have increased proportionately more than the out-
puts, worsening the cost-output ratio. 

Paradoxically, an educational system can have high internal efficiency 
yet low external productivity. Thi s happens, for example, when an educational 
system spends its time and resources efficiently teachin g the wrong things -
wrong, that is, in terms of the real needs of the particular students in 
light of their environment and future prospects. Requirin g all Eskimo 
children to learn ancient Greek or tropical agriculture would be an extreme 
example. I t also happens when a system turns out far too many expensively 
trained specialists of certain types and too few of other types relative to 
the economy's manpower needs and demands. Th e first specialists may have 
been well trained, but if there are no jobs open in that field, the invest-
ment in their training will produce few benefits. 

There are other matters of quality includin g qualifications of teachers, 
of materials and aids or lack of them, and their effect on the system, on the 
buildings, and on the content of the curriculum. Al l these have to be included 
in our economic context and for the purposes of this exercise should be 
costed and the efficiency or otherwise evaluated . 

Conclusion 

It is impossible to give any one prescription as to what should be done 
for any one system. I s there any one solution or approach that would assist 
the Leeward Island s group in making the best use of the resources allocated 
to education? Ther e are many problems in common but the way you see the 
solutions may be quite different. 

The task of economic science like that of other sciences, is never 
finished because the real world which it studies is subject not only to 
irregularities of behaviour but to continuai change, and ways of thinking about 
it change also. 

But there is hope that economics in its original sense of household 
management may be successfully applied to the household of nations and to an 
international community, as reliable and detailed knowledge o f what happens, 
or what has happened i s achieved. 
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B. ROL E PERCEPTION AND LEADERSHIP EXERCISES 

As well as preparing country papers to outline the structure of the 
educational systems of the Caribbean, participants were asked to examine 
the pattern of human relationships within these systems and to assess the 
relevance of selected theoretical propositions t o an understanding of the 
effective working of educational administrators . 

This section picks out those exercises and case studies which were 
used to examine the concept of role and role expectation in the complex 
organisational structures of education systems. I t also provides case 
studies against which to discuss leadership styles. 

Theoretical Proposition s 

McGregor's Theory X and Theory Y 

Theory X 

1. Th e average human being has an inherent dislike for work and will 
avoid it if he can. 

2. Becaus e of this characteristic, most people must be co-erced, 
controlled, directed and threatened with punishment so that they will 
work towards the organisation's goals. 

3. Th e average human prefers to be directed, prefers security and 
avoids responsibility. 

Theory Y 

1. Physica l work and mental work are as natural as play, if they are 
satisfying. 

2. Ma n will exercise self direction and self control towards an 
organisation's goals if he is committed t o them. 

3. Commitmen t is a function of rewards. Th e best rewards are 
satisfaction of ego and self actualisation. 

4. Th e average person can learn to accept and seek responsibility. 
Avoidance of it and emphasis on security are learned and are not in-
herent characteristics. 

5. Creativity , ingenuity and imagination are widespread. 

The Concept of Bureaucracy 

One of the most important aspects of the formal structure of an organ-
isation and the typical administrative system is bureaucracy. Accordin g to 
Max Weber a bureaucracy incorporate s the following characteristics: 

1. A  high degree of specialisation. 
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2. A  hierarchical system of authority. 

3. Explici t rules which define the responsibility o f each member of 
the organisation and the co-ordination of different tasks . 

4. Th e exclusion of personal considerations from official business 
and impartiality i n the treatment of subordinates and clients. 

5. Recruitment  of experts. 

6. Th e existence of a career. 

Criticisms of bureaucracy 

1. Bureaucrac y encourage s undue conformity of thought. 

2. I n time, bureaucracy modifies the very personality o f bureaucrats 
such that they become drab organisation men. 

3. Innovativ e idea s will suffer from distortion and delay resulting 
from the slow transmission of ideas through the layers of the organi-
sation. 

4. Bureaucrac y does not take into account the presence of informal 
organisations, including primary groups,to which members belong. 
Behaviour is stereotyped and impersonal. 

Positive attributes 

1. Bureaucrac y i s efficient, providing administrative services to 
large numbers of clients systematically an d uniformly. Th e staff of 
specialists makes efficient use of time. 

2. Rule s are written and explicit. Th e hierarchy of roles is clear 
and authority relationships well established. 

3. Rule s are procedures applied in a predetermined an d unbiased manner. 

4. Unifor m rules are impartially applied to process cases quickly. 
Specialists collaborate on important problems. 

Exercise 

What is the model implicit in the administrative structure of your own 
country. Refe r in your descriptive analysis to the theoretical concepts 
outlined above. 

Role Theory 

Various offices or positions in an organisation carry with them certain 
expectations of behaviour held both by onlookers and by the individual 
occupying the role. Thes e expectations generally define role with the 
additional expectation that the individual will exhibit some of his 
particular personality i n his or her role behaviour. 
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Terms in role theory 

Role description - the actual behaviour of an individual performing a 
role or, more usually, a report stemming from one individuals perception of 
that behaviour. 

Role prescription - the abstract idea of what the general cultural norm is for 
the role. 

Role expectation - the expectation that one person has for another. 

Role set - the complement of role partners with whom the occupant of a position 
interacts. 

Role conflict - the situation in which the incumbent or occupant of a position 
experiences difficulty i n conforming to the expectations that make up his 
role. 

Role perception - the ability of an administrator t o perceive people as 
individuals is one important aspect of staff relations. The lowest level of 
understanding i s where all members of the staff are considered t o be the 
same and that no special or individual treatment is accorded t o an officer. 
Rules and regulations are adhered to strictly and the staff dealt with as a 
whole. A n intermediate position is where the administrator recognises 
categories of staff, old and new, rural and urban and so on. A t the other 
end of the continuum the administrator recognises and acts upon knowledge 
that the staff is composed of individuals all of whom should be treated 
separately accordin g to their peculiar needs. 

Similarly individual s will have varying perceptions of themselves and 
of how others see them. Fo r example, they may accept their own worth and 
believe that other people are equally or more accepting of their worth. 
They may reject themselves but believe tha t other people are more accepting 
of themselves or they may accept themselves and believe that other people are 
less accepting of themselves. 

Role Conflict 

Conflicting perceptions, self perception and perception of others may result 
in role conflict. Fo r example basic forms at an external level include: 

(a) A  lack of consensus among the occupants of a position about 
their role. 

(b) A  lack of consensus among one of the role partners about their 
respective roles. 

(c) A  lack of consensus between a role incumbent and a role partner 
over the incumbent's role. 

(d) Expectation s of different role partners conflict. 

Conflict at an internal level includes: 

(a) Lac k of clarity and specificity of the role prescription 

(b) Th e ability of a role incumbent to carry out the role prescription. 
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Case Studies 

Role Perception 

People in the Case 

Arthur Thompson - Principal of Wright Street School 

Mrs Richards -  School cleaner 

Peter Bryant -  A teacher recently transferre d t o the school. 

Bob Somers -  Deputy Principa l 

Jacob Saunders -  Chairman of the Anti Flouridation Leagu e 

Jill -  Arthur Thompson's (th e Principal's) daughter. 

Arthur Thompson, principal of Wright Street School, parked his car and 
strode into his office. I t was 8.15 a.m. and Arthur looked forward t o at 
least an uninterrupted half-hour in which to deal with accumulated mail. 

He had just sat down at his typewriter when Mrs Richards, the cleaner, 
knocked on the door. "O h hello, Mrs Richards. Ho w you are you this morning?" 

"Fine, thanks," replied th e cleaner. "  Mr Thompson, would you come and 
have a look at Mr Bryants room. It' s in a terrible mess again, and I don't 
know where to start." 

Arthur followed her along the corridor to Peter Bryant's classroom and 
looked round quickly. Mr s Richards' complaint was quite justified. Ther e 
were scraps of paper on the floor, books hanging haphazardly fro m below desks. 
These, like the ink-marked desks and pictures askew, were part of the normal 
scene in Bryant's room. Bu t this time he had gone too far. O n the teacher's 
table stood an ash tray piled high with cigarette butts, a half drunk cup of 
coffee and some crusts in a piece of waxed paper. Rat s had visited th e table 
during the night. 

"It's not my job to clean up after his meals," said Mrs Richards. 
"Anyway, what would th e union say?" 

"But surely you cleaned th e room yesterday afternoon?" 

"No, Mr Thompson. M r Bryant wouldn't let me come in. H e said he had 
a lot of work t o do and he didn't want to be disturbed. H e said he'd 
probably stay on until tea-time. I  asked him if I could just run the broom 
over the floor but he told me that the room wasn't really dirty, and to leave 
it till this morning." 

"Has this happened before?" 

"Oh, often. There' s usually been quite a mess to clean up, but never 
one as bad as this." 

"Yes, it really i s rather disgusting. Well , see what you can do with 
it just once more, Mrs Richards. I' m sur e it won't happen again," said 
Arthur grimly. 
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He marched back into his office and shut the door. "Blas t Bryant! Wh y 
is it always Bryant?" H e attacked his typewriter. 

At nine o'clock Arthu r visited th e staff room for his regular morning 
five-minute chat with members of staff who were not on playground dut y or 
busy i n their classrooms. Pete r Bryant was sitting in a sunny corner, 
leisurely smokin g a cigarette. "O h Peter, there- are a few things I'd lik e 
you to do for me in a hurry. Woul d you come to office for a moment." Pete r 
Bryant sat down in the head's office, lit up a cigarette without asking 
permission, and waited fo r Arthur to begin. 

Arthur Thompson hesitated. H e was not sure how to approach Bryant. 
From his observations i n the classroom and in the playground he was convinced 
that Bryant had the makings of a good teacher. H e appeared t o try hard. 
Certainly his lessons and programmes seemed t o be carefully planned: an d 
there was no doubt about his interest in the form football team . O n the other 
hand, his class was often unruly and progress in most subjects was far from 
satisfactory; also, he frequently sai d and did things which irritated others. 
In his five years of teaching he had been in three schools. Hi s first 
appointment had been t o a small school where he had alienated al l the parents. 
The principal of the second school hastened t o pass him on when his tardy 
and careless habits became obvious. Th e report written by his inspector 
had suggested tha t "Mr Bryant should seriously consider an occupation other 
than teaching." I t was tacitly agreed tha t Peter was very much 'o n probation' 
in Arthur Thompson's school. 

"Look, Peter, Mrs Richards took me along to see your room this morning. 
It was in a disgusting mess." 

"What's the state of the room got to do with her? She' s paid to clean 
it, isn't she?" 

" Yes, that's so. Bu t it's really to o much to expect her to clean up 
after your meal." 

"I worked lat e last night. I  knew you'd want everything just right, 
with the special inspection coming up." 

"That's quite beside the point." 

"I don't think so. School s are not for cleaners. The y are for teachers 

"For children, I think," snapped th e head. "No w for goodness' sake try 
to show some common sense. A  clean and tidy room is just as important for 
the kids as a clean and tidy notebook. Yo u know as well as I do that the 
real test of your fitness to teach is being conducted i n this school. I 
haven't spoken to you before, though goodness knows there are plenty of times 
when I should have done so." 

Peter Bryant seemed chastened. "Al l right, Mr Thompson; I'll d o my 
best." 

Arthur looke d sorrowfully a t the unfinished lette r in his typewriter 
and lef t to teach his own class. 

At morning recess Arthur's deputy, Bob Somers, joined him for their 
traditional morning cup of tea. "Wha t did young Bryant say to Mrs Richards 
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this morning, Arthur? Al l I heard was a sarcastic "Thank s very much!" whe n 
he came out of your room." 

"Did he say that? J  thought he left me a chastened young man. We'l l 
have to watch him." 

Bob Somers looked uncomfortable. "A s a matter of fact there are a 
couple of things about Peter Bryant I should have mentioned t o you earlier. 
We both know that his class is a shambles. I  heard recently tha t he's been 
running you down at the top of his voice to a crowd of his mates in the 
public bar at the 'Imperial. ' An d only yesterday I  heard a couple of members 
of the Anti-Flouridation Leagu e saying that they would report him if he 
continued t o criticise the m in class." 

Arthur was staggered. "Wh y on earth didn't you tell me about the 
flouridation business straight away? I' m not worried about what he says about 
me in the pub. It' s every man's right to criticise his boss. Bu t the 
flouridation issu e is another matter. Wh o told you about it?" 

"Old Jacob Saunders. I  didn't see any point in carrying tales. It' s 
part of my job to protect you from petty details, isn't it? There' s been no 
official complaint, and there's no harm done". 

"This is hardly a petty issue . Ol d Saunders is sure to cause trouble. 
I'd better have a word with Bryant before we do hear something official." 

Arthur once again called Bryant out of the staff room and asked him to 
come to his office. A s succinctly as possible, the head told Bryant what he 
had heard. Pete r Bryant seemed very upset. What' s wrong with taking sides 
on an issue like this? Yo u know as well as I do that flouridation of water 
supplies is strongly recommended by dentists and scientists." 

"Of course I do; but the argument is a hot one just now. Wh y do you 
pick on our most controversial issu e for discussion?" 

"But I thought schools were the very places where controversial issue s 
should be discussed. D o you mean we should only discuss events that are past, 
or that don't affect us directly? Th e syllabus says." 

"I don't care what the syllabus says. Us e your brains ! You'l l get 
yourself and me, too in trouble over this. Hav e you tried to give both 
sides of the argument?" 

"Yes, of course. Ver y objectively, too." 

"Thank goodness for that ... . There' s the bell. We'l l talk about this 
again later on ... " 

"Yes, all right. Bu t would you mind not coming and pulling me out 
of the staff room every tim e you want to see me. Th e others'11 think I' m 
being treated lik e an irresponsible kid." Pete r walked out of the office 
towards the assembly area. 

At tea time that evening Arthur could not resist the temptation to 
breach the topic of flouridation with his daughter, Jill, whose best friend 
was in Peter Bryant's class. Jil l was full of ideas on the subject. "Mr 
Bryant says that people who don't want flouride in their water are 'crack -
pots', she volunteered. "H e says they're like witches in the olden days. 
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I think so, too . Don' t you , Daddy? I  want to grow up with strong white 
teeth like Mr Bryant's" 

Arthur didn't reply. H e was determined t o confront Bryant with this 
version of his discussion next morning. 

After tea the phone rang. I t was Jacob Saunders. "Arthur ? Oh , Arthur, 
that young Bryant on your staff seems to be stirring up trouble. He' s been 
making all kinds of accusations against the Anti-Flouridation League . Th e 
League's pretty upset about it, you know. The y even wanted t o write to the 
Minister of Education, but as chairman I persuaded the m to let me handle it. 
I told them that you were the man to put Bryant in his place " 

Arthur was silent for a moment or two. "Thi s is a delicate situation, 
Jacob. Bryant  is free to discuss controversial issue s if he wants to .... 
Yes, I suppose it does depend on how he goes about it. Thank s for ringing 
me. I'l l se e what I can do. Whateve r you do, don't write anything" 

Arthur spent a sleepless night. H e tossed and turned. Wa s Bryant 
worth protecting? Woul d he ever develop some sense? Di d he really know 
enough about Bryant? Shouldn' t his deputy have kept him informed of what 
was going on? Coul d he really thro w his daughter's evidence at Bryant? 

Was Bryant in the right? Wa s he letting himself be prejudiced by 
relatively minor issues, like the untidy room? 

Sleep presented no solution. 

Exercises 

1. Identif y th e various examples of person perception touche d on by 
this case. 

2. What  first impressions did you form of Peter Bryant from the 
discussion between Mr Thompson,the principal,and Mrs Richards, the 
cleaner? 

3. I f your first impressions of Peter Bryant changed, give reasons 
for this revision of your perception of him. 

4. Wha t do you consider to be Peter Bryant's perceptions of Mr 
Thompson? 

5. Identif y tw o events in the case study to support your view of 
Peter Bryant's perceptions. 

6. Wha t do you consider to be Mr Thompson's perceptions about his 
own position as principal? 

7. Whic h aspects of the case would worry you most? 

3. Whic h aspect of the case would you deal with first, and how, if 
you were the principal? 

9. Identif y th e basic issue s involved theoretically . 
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Case Study 

Role Conflict 

I went to teach a class of mixed-ability nine to ten-year-olds in a 
new semi-open plan junior school with very clear ideas what I was to attempt. 

All children should lear n the basic skills and numeracy. I  believed 
that all normal children could master these skills but some would tak e longer 
than others. Consequently , the traditional classroom approach would be 
reversed: th e amount of work would be the constant and the time taken to do 
it would vary with the individual child. I n this way, the slow learner would 
not while away his time sharpening pencils because he would know that it was 
the work which had to be done, not the forty-five minutes to be filled as 
painlessly as possible. Mor e importantly he would realise that the teacher 
expected him to do as much as any other child i n the class and would not 
fall victim to self-fulfilling prophecies. Fas t workers would be encouraged 
to help slower ones; differentials would be reduced and co-operation fostered. 

Basic work was to be divided int o daily 'wor k quotas' which, once 
finished, would leav e the child 'free ' to follow his own interest for the 
rest of the day. A s much varied resource material as possible was to be 
provided so increasing the incentive to work at 'basics ' while at the same 
time giving ample scope for each child to explore the world within the 
limitations set by the classroom and the chance to excel in whichever direction 
his or her talents lay. Ther e was to be no subject status; whatever each child 
had to give was to be valued and appreciated, and a high standard o f work was 
to be encouraged i n each case. I n addition to the materials I and the school 
could provide (clay , plaster, wood, paint, glue, paper, card, magazines, 
reference books) it was also hoped that out-of-school visits and trips could 
be included to broaden and enrich the class's experiences. 

On the level of personal relationships, I believed tha t a true learning 
situation could only develop within an atmosphere of equality and 'openess' . 
I was the oldest and most experienced member of the group but it was intended 
that the emphasis would be on communal facilities and decision-making. Th e 
children should be helped toward s autonomy, responsible decision-making and 
self-discipline an d to this end I resolved t o do as little of the traditional 
teacher organizing the classroom management as possible. 

Finally, and encompassing all other considerations, I decided that 
nothing should tak e place in the classroom unless it was in the interest of 
the children I was attempting to educate. I f at times this was not possible 
they should know whose interests were being served and why. Basi c organiz-
ation of materials was in their interests; concern with the appearance of 
the classroom was not. 

Although a number of the objectives I set myself were achieved t o a 
significant degree, in the final evaluation I must be judged as having been 
successful to the point when it became necessary t o resign from my post. 
It is possible to identify th e reasons for my 'downfall " and come to some 
conclusions. 

Of crucial importance was the headteacher, supported by his deputy and 
his staff. H e it was who, defined by all to be in a position of power, could 
insist that teachers did things 'hi s way'. A t some pains to understand 
my deviance from the norm, he assumed at first that I simply did not under-
stand what was expected of me and tried to point me in the right direction. 
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His path from kindly toleranc e and advice to explicit authoritarian 
control is well illustrated by the example of the teacher's desk. A s 
evidence of the equality of relationships within the classroom, I had placed 
the desk against a wall with the drawers facing into the room for maximum 
accessibility and the top to be used as an additional working surface for all. 
Such blatant disregard fo r normal classroom procedure did not pass unnoticed 
and Mr H. expressed his concern on the first day: 'I t will never work. Yo u 
won't be able to see the children when you are sitting there ... . I'l l help 
you arrange it ... Well , it's up to you. I f you want any help, I'll help 
you move it'. Severa l subsequent references were made to it but I did nothing. 
On the third day he said: 'Yo u must turn this desk round, you know ... . yo u 
can't see the children ... . why do you have it like this? An d on the fourth 
day: 'On e day you will be very tired and you will want to set the class off 
and then sit in your chair to rest while you watch them. Yo u don't think you 
will, but you will:' 

But his hints, suggestions and kindness did not have the desired effect 
and, after registration on the fifth day, he came in to look over the class 
and, after reorganizing th e children's tables, he pulled th e desk round 
established i t in the centre of the room and placed th e teacher's chair 
behind it. 

Both head and deputy head made much use of opportunities t o make 
announcements to the class. O n these occasions, the children were reminded 
to ask permission t o speak to the teacher by the raising of one hand, 
and to conclude elicted responses with 'sir ' or 'miss ' was appropriate 
behaviour in school. S o also was the realization that one did not leave 
one's place without permission, whisper when a teacher is speaking, or eat 
sweets in class. I n this way I was also reminded of which behaviour I should 
punish and with reference to 'brigh t ones', 'laz y ones' and 'poo r ones', which 
should reward. I n an open-plan school other class areas are more apparent and 
the atmosphere is all pervasive. O n the other hand, the layout of the school 
also meant that what went on in our classroom was apparent to, other classes. 
The atmosphere which was developing there seeped out and affected, in some 
measure,the rest of the school. Tha t the outside was of greater weight meant 
that the losses far exceeded tha t which was gained. 

In spite of such pressures, it was still possible, more or less, to 
keep to my objectives. I n the area of basic work the results were gratifying . 
In control of their own production, the children worked harder than before. 
This was particularly s o of the 'poorer ' ones, now freed from teachers' low 
expectations. Co-operativenes s was encouraged and 'ex-top-table'girl s 
worked alongside 'ex-bottom-table ' boy s to finish the job in hand. Recognition 
of all skills and talents allowed thos e to excel who previously would have had 
no chance of doing so in school. 

In the 'Fre e Activity' area, enthusiam was apparent but, as could be 
expected, continual use of materials like wood, clay and plaster soon resulted 
in the room losing the 'gloss y appearance' of the other classrooms. Further -
more, in the interests of autonomy, and ignoring Mr H's instructions to 
appoint monitors, I encouraged th e children to organise their own clearing-up 
operations and this resulted i n a standard of finish rather lower than those 
of other teacher-organized classrooms . Nevertheless , the room was regularly 
cleaned, was of a reasonable standard of order and the standard was improving 
daily. 

Others did not agree. Complaint s by cleaners, either real or concocted 
were passed on by Mr H who although at first he had expressed pleasure at the 
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improved basic work by 'lo w ability' children, now used criticism of this 
work to back his insistence that we concentrate more time on traditional 
school subjects. H e was particularly concerne d tha t I was wasting time 
on children who would 'neve r master long multiplication at the expense of 
those 'highe r ability' pupils who should be pushed. 

So began a new phase in which my disobedience became more blatant and 
in which I found i t necessary t o put down my educational philosophy on paper 
for the benefit of Mr H. A  series of verbal battles began which at his 
request, took place in his study and caused me to be absent from the class-
room for long periods, which proved to be a great drain on my energy and 
enthusiasm. 

After threating to 'terminat e my career' (an empty threat but I did 
not know it to be so)he then gave me permission to teach in my own way. 
However, at the same time he began to approach the children individually, 
encouraging them to go to him in his study to 'help' him, by organizing 
scrap paper or picking up litter, for which they received rewards in the 
form of sweets. Du e in part to this underground opposition but also to my 
absences from the classroom and conflicting definitions of proper teaching, 
the positive results which had been apparent in the early part of the term 
had vanished and the behaviour of the class had become disorderly and dis-
organized. This , coupled with my inexperience and nervous exhaustion, helped 
to turn me into the worst kind of authoritarian teacher and provided further 
evidence to the children of the way they know teachers to be. I t was a dismal 
end to the first half-term. 

The start of the second half found me revitalized and full of enthusiasm. 
Having had official permission to teach my own way, I set about identifying 
those factors which prevented me from achieving my objectives and working out 
ways in which these opposing factors could be neutralized. Th e most potent 
were the frequent PE periods. Norma l PE lessons necessitate strict control 
and an authoritarian approach: a n 'adventur e playground', once basic organ-
ization and safety points are covered, allowed me to continue the free 
spontaneous atmosphere I had fostered i n the classroom. Schoo l assemblies, 
lessons with other teachers including the head and deputy head, school rules 
enforced by other teachers on their duty days, all served to remind the 
children of the continuing definitions outside the classroom; however, lunch-
time 'trips ' to a local disused brickwork and river were a delight to the 
children and myself alike and did much to reinforce the reality I was trying 
to create for them as did a Saturday trip to the sea to which the children 
in other classes were invited. Th e fact that nearly every child in my own 
class had the consent of their parents indicated no parental hostility to what 
I had planned. Thes e innovations did much to maintain enthusiam on my part, 
always at risk in the deadening institutional atmosphere of the school, but it 
was often a struggle to prevent others inputing their definitions to them. 
Mr H's interruptions of lessons and his verbal complaints continued and so, 
feeling reasonably confident of what was happening in the classroom, I moved 
the fight into another arena. I t seems likely that this would have happened 
in time anyway. 

After having been dissuaded by Mr H from sending a letter to the Senior 
Education Officer in which I requested tha t he come to the school to discuss 
the problem with us both, a country adviser arrived at the school when I and 
the class were timetabled at the swimming baths at another school. H e 
examined the classroom and the children's work but the only intimation I 
received about his visit was from a child. Returnin g the following day, 
the counry adviser discussed th e position with me and advised me to work to 
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to the directions exactly as he planned; the children were not to do a 'basic 
stint1 eac h day; I was not to bring materials into school unless first seen 
and approved by him; no record player was to be allowed i n the classroom; PE 
was to be formally taugh t with 'fre e choice' at the end of the lesson; half 
a day each week was to be allowed for me to carry out my own ideas; strict 
discipline was to be enforced and children were to form lines at all times. 
These requirements seemed to me to be unreasonably by any standards and I 
refused t o accept them. 

The adviser said: 

'You have to conform now ... . I f you don't compromise you'll never be a 
teacher ... . you will not qualify ... . Don't expect any more sympathy from 
those higher up: you'l l get less. I t will go to the Chief Education Officer 
- the Deputy Education Officer and so on up. D o you understand th e 
consequence?" 

I said that I did but would only compromise in the areas in which I had 
already done so, where such compromise did not contradict my basic philosophy. 

A week later the Senior Education Officer came and produced simila r 
arguments, concentrating on my inexperience and the necessity of conforming. 

'It is arrogant to think you know it all. I  am still learning. Yo u are not 
prepared t o listen'. 

I have enough experience to formulate a philosophy but not enough to 
carry it out. Thi s would come by carrying it out. Late r he said that I must 
work under the reasonable directions of the head. Bu t that's how I do work. 
When I am asked to do things which are not in the interests of the children 
I teach, I consider these unreasonable directions and that I am justified in 
not obeying him. 

Once again, I was advised to obey Mr H's requests and once again I said 
that I was unable to do so. A t this point my class was taken from me and I 
was made a floating teacher following the very close directions of the class 
teachers and required t o give formal lessons. M y timetable was overbalanced 
in the direction of RE, formal English, and PE with little art and craft. 
When practical work became unavoidable, Mr H took great pains to ensure that 
the period was spent doing clean, quiet work. O n one occasion, I was 
instructed tha t a class of nine-to-ten-year-old boy s were to make bookmarks. 
Pieces of yellow card were already cut to measure 70 cm. each and th e sample 
one had been measured off by Mr H in inches with the border, slope of point, 
etc all marked in . H e then demonstrated t o me how to do this with a ruler and 
I could see that, done this way, ten minutes' work could easily take one hour. 
I was told how the borders could be decorated with pencil crayons (no t paints) 
and he seemed not to notice the pathetic effect of these on the insipid 
yellow card. Eac h child was to write a proverb down the space left in the 
middle:. 'Don' t let them write anything or they'll write something stupid. 
Give them a choice of proverbs - I'll give you a list They'l l enjoy 
doing this.' They did not. The y thought it was cissyish and I agreed. 

At least two of the teachers would have preferred th e instructions to 
be more flexible but this was not allowed by the head. Thes e two teachers 
privately expressed sympath y for my position but were not prepared t o stand 
up and be counted. 

In this situation I still contrived t o teach my own way to some extent 
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but I was in a very vulnerable position and was easily prevented fro m doing 
so. I n the case of my ex-class, attempts to teach to Mr H's close instruction 
predictably resulted i n chaos. Eventually , I was brought to the point when I 
had to suggest that if he wanted thi s class taught in a formal authoritaria n 
way he would have to do so himself because I was unable to. Thi s followed a 
situation in which deviation from his wishes caused him to interrupt the 
lesson and countermand my instructions. 

The situation was demoralizing an d I was advised by Mr H that should 
I continue as a floating teacher under the present circumstances I should 
certainly fail my probationary year. Ther e seemed nothing to be gained from 
staying on and this opinion was clearly shared by the Ministry who made 
special arrangements for me to leave as from the date on a letter of 
resignation, so waiving the usual term of notice required. I t seemed that 
nothing was too much trouble to rid themselves of this irritating grain in 
the system. Befor e I left I witnessed my ex-class being successfull y 
"re-socialized" by the deputy head and it seemed as if I had sunk without 
trace. 

Having evidence of what I saw as unprofessional treatment , in that an 
adviser had been apparently called in without my knowledge, and an adverse 
report made, the contents of which had not been shown to me, I approached the 
union. The y were prepared to help me find another post but, after several 
meetings, advised me that should I  profer charges against Mr H. it was 
extremely unlikely tha t I would obtain a post anywhere. 

And so I had been successfully prevented fro m carrying out a reasoned 
educational philosophy with which neither Mr H., the deputy head, the 
Education Officer could basically disagree. Bu t it was simply not part of 
the taken for granted reality of school which they all shared and further-
more, I with my relatively lo w status in the hierarchic structur e of the 
school, was in no position to redefine the situation. Th e authority which 
had been invested i n him by the Ministry gave Mr H. the power t o plan the 
classroom activities of his staff and insist that they accept his definitions 
of appropriate classroom behaviour. Whe n this failed with an individual 
teacher, he had the power to enlist the support of others who would accept 
his definitions. I t seems unlikely that the rest of the staff would come out 
in support of a probationary teache r in the face of this opposition, and it 
has been shown that the union was more ready to warn a probationer against 
complaining about a headteacher tha n to uphold it s own Code of Professional 
Conduct. 
(Hanson D and Herrington M) 

Exercise 

1. Ho w might the respective positions of the new teacher and the Head-
teacher influence them in their views of pupil learning in the classroom? 

2. Coul d th e teacher have done something, in spite of her philosophy on 
education which might have prevented th e development of the conflict ? I f 
so what? 

3. Construct  a model or diagramatic representation that illustrate the net-
work of interpersonal relationship involve d i n the case study and indicate 
their relative importance or significance to each other. 

4. (a ) Ho w would members of your group have responded t o the situation if 
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you were in the position of the Senior Education Officer, faced with a 
head-teacher and teacher in opposition to each other. 

(b) Giv e at least two reasons for your response. 

(c) I f group members do not agree indicate individual differences in 
proposed response. 

Leadership 

Leadership Styles 

Three basic styles of leadership are often identified. 

Authoritarian 

Democratic 

Laissez-Faire 

Obedience is expected with no argument. A n autocrat 
leader determines policy and makes all the decisions. 

The leader draws upon the power of the group, 
utilising the ideas and contributions of staff members. 
This approach involves consultation, discussion and 
involvement of staff in policy making and decision 
making. Th e leader is a moderator. 

The leader exercises minimum control allowing con-
siderable individual freedom. Th e leader is a source 
of information who attends to administrative matters 
and acts as a resource person. 

Bureaucratic leadership is sometimes added to this list. Thi s is leader-
ship by the book, observing regulations and maintaining the smooth functioning 
of the organisation. I f this is leadership it is a style to minimise conflict 
and change. 

Most administrators exercise a combination of these styles but visually 
one style will be dominant. I n the case of all educational administrator s 
there is a bureaucratic element as for example in the case of a principal 
who is charged with maintaining the organisation in accordance with legislated 
regulations. Bu t there are clearly areas of autonomy and leadership styles will 
become evident in these areas. I t is in the integration,balancing and 
admustment of the components of leadership which will to a great extent 
determine the impact of the administrator as a leader of a school,an office or 
a department. 

A categorisation of administrative leadership followed by many writers includes: 

1. Nomotheti c leadership - behaviour which stresses goal accomplishment, 
rules and regulations and centralised authorit y 
at the expense of the individual. Effectivenes s 
is determined i n terms of behaviour towards 
accomplishing objectives. 

2. Idiographi c leadershi p -behaviour which stresses the individuality of 
people, minimum rules and regulations, 
decentralised authorit y and highly individualisti c 
relationships with subordinates. Th e primary 
objective is to keep subordinates happy and content. 
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3. Transactiona l -  behaviour which stresses goal accomplishment 
but which also makes provision for individual 
need fulfillment. A  judicious utilisation of 
the first two styles. 

Exercise 

James Hall, Vice-Principal at Mona Heights Junior Secondary School, sat 
in his office and pondered his position. H e wished that there was wiser 
counsel available upon which he could call. On e thing seemed certain - some-
thing had to be done! 

Hall had been in the system for several years, starting as a classroom 
teacher and eventually becoming guidance teacher and Vice-Principal. Hi s 
work in the community and in the school had given him a good deal of leader-
ship opportunity, and both teachers and townsfolk regarded Hall favourably 
He had recently married one of the teachers, and people assumed that he 
would stay in Mona Heights as Vice-Principal until the present Principal, 
Edmund Watts was promoted to another job. Althoug h Watts had been in the 
community longer than Hall, few expected him to remain permanently; but 
practically everyon e expected Hall to stay. Watt s just didn't seem to 
"fit in" with the community. Not  that there was much open antagonism, but 
rather, a lack of open acceptance. 

The present problem facing Hall arose from the nature of Watts' 
philosophy. Watt s had strong laissez-faire tendencies in his make-up and 
evidenced great reluctance to enforce school regulations among either teachers 
or students. Consequently , both groups were taking advantage of Watts, and 
morale was rapidly deteriorating. Watt s seemed unaware of the situation, 
spending almost every day in his office and little time about the building. 

Because Hall had "risen from the ranks", he enjoyed closer relations with the 
teachers than Watts and, as a result of teacher confidences, was constantly 
aware of the increasing difficulties. Jus t this morning a teacher had come 
into his office. 

Teacher: "Ca n I see you for a minute, Jim?" 

Hall: "Sure , have a chair!" 

Teacher: "D o you know if Wattsie spoke to the janitor about leaving 
my classroom unswept and the desks not properly arranged?" 

Hall: " I don't know. I n fact, I didn't even know you had trouble 
with him". 

Teacher: "Trouble ! I  should say so. Thi s is the fourth time this 
year that I complained about it". 

Hall: "Mayb e he hasn't had a chance to see him yet". 

Teacher: " I think he's afraid to speak to the janitor about this 
matter, just the same as he's afraid to speak to them about anything 
else" . 
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Hall: "I'l l speak to him about it and maybe we'll get this thing 
straightened out". 

Teacher: "Yo u know better than that, Jim. H e won't do anything 
about it. ' I guess I just came in to blow off steam. I  wish he'd get 
a better job so that you would take over. Maybe , he'll drop dead ! 
Wouldn't be a bad idea, if you ask me. Wel l ,  I'll se e you later". 

Hall: "B e good now." 

After the teacher had gone, Hall reviewed th e conversation. I t was the 
sixth such complaint from a teacher that week. Al l of them had shown 
impatience with Watt's failure to take action. Hal l knew from his own 
experience that the complaints were usually justified. H e had had similarl y 
unsatisfying encounters. However , he doubted that the Principal was afraid. 
He believed tha t by nature Watts was infinitely mor e philosophical tha n 
executive and shied away from unpleasant personal contacts. Hal l felt that 
Watts' behaviour was putting him in an awkward position. 

That night at supper Hall and his wife had the following conversation: 

Mrs H: "Yo u missed the little 'incident ' we had in the staff room 
today". 

Hall: " I was pretty busy all morning. Wha t happened?" 

Mrs H: "Th e four new teachers from Kingston Teachers College got 
together and appointed studen t monitors for their classes and came down 
to the teachers' room for coffee. The y stayed almost all period". 

Hall: " I wonder if they are aware of the school rule against 
leaving classes without teacher supervision". 

Mrs H. "The y know all right, but figured tha t since Mr Watts has 
only been in the West Wing of the school, he probably wouldn't even 
know". 

Hall: " I thought they were going to be real good teachers, too". 

Mrs H: "The y probably would if things weren't so lax. It' s so 
bad now that the math teacher who has first period free isn't even 
going to come to school until 9.45. Yo u ought to do something about 
it". 

Hall: "That' s just too much. I  will do something about it". 

But next morning Jim Hall could not determine what to do about it. I f 
only there was some way to get Watts to exercise his authority without 
seeming to be undermining him, criticizing him, or "squealing" on the teachers. 
What to do? 

Exercise 

1. Ho w would you explain the power structure at Mona Heights Junior 
Secondary School, taking into account all the individuals and groups 
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mentioned i n the case-study? 

2. Wha t is your view of the staff perceptions of the performance of 
Mr Watts in his role as principal? Illustrat e your answer with refer-
ence to his organisational abilit y and his attitudes to interpersonal 
relations. 

3a. Ho w would you describe Mr Watt's leadership style ? 

b. Giv e two reasons to suppport your answer. 

4. Wha t are your perceptions of Mr Hall's position as Vice Principal? 

5. Ho w would you resolve the problem facing Jim Watts and which is 
stated specifically at the end of the case-study? 

Additional Case Studies 

A variety of case studies were prepared fo r and by the group to illustrate 
role perception, role conflict and leadership styles. Tw o of these studies are 
reproduced below: 

Case Study 1 

Mrs Mary Jones a Vice-Principal had been transferred fro m a co-ed Junior 
Secondary School to Carapan Primary School, a girls school with an all female 
staff. Mr s Jones had had serious personnel problems with the Headmaster, staff 
and pupils at the school from which she had been transferred. 

Mrs Jones was assigned t o a class of 25 pupils, fourteen of them 11 year 
olds who were writing the Common Entrance Examination that year and 11 twelve 
year olds who had already written and failed the examination the previous 
year. Al l the pupils in the class were classified a s under achievers. 

Considering herself to be a competent Vice-Principal, after five years 
in that capacity, Mrs Jones assumed responsibility fo r a number of things in 
the school. Sh e considered herself a good teacher and strict disciplinarian. 
She wished her class to achieve success in the examination so she concentrated 
on teaching the fourteen. Sh e also wished her class to be well behaved so ¿he 
exercised strong discipline on the eleven. 

After three weeks at the new school Mrs Jones administered corpora l 
punishment on Julie Brown, one of the eleven under-achievers i n her class, 
and injured Julie on the upper arm. 

Miss Doreen Brown, the, child's mother came angrily to the school the 
following day, complaining to Mrs Jones about the treatment she had meted out, 
and demanded an explanation. Mr s Jones impatiently told her that she had 
done nothing wrong. Th e child herself was to be blamed for the injury she 
had received because she knew that she should have stood quietly and received 
her punishment. Sh e had been disobedient and should not have raised her arm 
to parry the blow. Mr s Jones further told Miss Brown that she had no more time 
with her since she had her work to do. Th e Vice-Principal the n turned away 
and left the parent standing in the school yard with a number of curious 
children about. Th e parent angrily threatened t o go to the Ministry about 
the matter, and left, taking Julie with her. 
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Miss Brown went immediately to the Ministry and spoke with the Chief 
Education Officer threatening to go to the police. H e at once arranged an 
investigation by the Supervisor of that district at which the Principal, Vice-
Principal and parent would be present. 

The investigation took place the following day. I t was revealed that 
the Vice-Principal, also the pupil's class teacher, had struck the child and 
injured her and that she had been aware of the injury at the time and did 
nothing about it. Sh e had not informed the Principal and had abused the 
parent. 

The Supervisor decided that Mrs Jones was at fault on a number of counts. 
The child had been injured, although unintentionally, and should have been 
treated. Th e parent had requested an explanation and should have handled the 
interview with the parent. Mr s Jones had been discourteous to the parent and 
should apologise to her. 

On each count the Vice-Principal responded. Th e child had no one but 
herself to blame for the injury which did not seem serious at the time. Th e 
parent should train her child properly so that she would not be constantly 
disobedient in school and have to be punished so often. Finall y as she was 
Vice-Principal with responsibility fo r discipline in the school so she did not 
have to refer this matter to the Principal. Th e Principal was not present 
when the parent had come although the Senior Vice-Principal was there. 

The Vice-Principal refused to apologise to the parent and felt the 
Principal should support her in this. I t was her opinion that if she apologised 
she would lose face and would be unable to function effectively as a Vice-
Principal i n the school. 

Mrs Jones apologised then but afterwards she refused to have Julie in her 
class, sent all pupils in need of the slightest punishment to the Principal amd 
no longer assumed responsibilities for anything in the school. 

Exercise 

1. Identif y the perceptions of the Vice-Principal i n terms of her 
role in relation to (a ) the Principal; (b) the pupil; and (c ) the 
parent. 

2. D o you consider the class teacher to have acted indiscreetly i n her 
treatment of the parent. I f yes, what other alternatives could she have 
adopted. 

3. D o you feel that the Chief Education Officer acted correctly by 
indicating an immediate investigation rather than referring the Principal. 

4. Ho w would members of your group have responded to this situation if 
you were in the position of the Supervisor faced with a teacher of this 
type having regard to her professional background? Giv e reasons for 
your response. 

Case Study 2 

Mr Jim Peters, Education Officer for the West Clarendon district ran his 
fingers through his greying hair, looked over the top of his feet propped up 
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on his desk, and said to his friend, "Tom, I've a problem on my hands and I 
don't know the answer. Ou r new high school in Campbellville will be ready 
by September. It' s a good school,and a good fast-growing middle class 
residential district. You' d be amazed how that area has grown. Th e 
Government's new industrial estate not only brought a great many new people 
to West Clarendon but the higher v/ages have meant that many people have been 
able to move out of the more run-down sections of the city and build them-
selves modern homes. M y wife was saying the other day that while there is a 
lot of charm to the big old frame houses, yet the spic-and span fast-growing 
Campbellville also has an appealing air of being well kept and on its way". 

"Anyway, my problem is that I have to recommend a principal for the 
new school soon". 

"That shouldn't be too difficult", said Tom Hughes, a longtime friend of 
Jim Peters and an Education Officer for the neighbouring district. "Th e 
position is a bit of a plum, isn't it? A  new modern building. On e of the 
largest schools in the country. Chanc e to grow up with the Campbellville 
district To p salary, I suppose..." 

"Yes the salary isn't too bad. Th e Principal will be put on the high-
est scale. Thi s is partly why we have had a large number of applications for 
the new principalship". 

"There are some likely looking candidates; a couple of them with out-
standing records. On e man especially impresse s me. Yo u probably know him 
Smith from Jonesville School. I  met him informally the other day. He' s 
young and personable and ambitious, with an amazing record for a thirty-five 
year old". 

"Yes, I know Smith. H e has done well since he became a teacher". 

"Yes, his application is highly recommended by a few outstanding people. 
The boy seems to have experience, gets along well with people, gets things 
done". 

Hughes looked quizzical. "Doesn' t sound as if you would have too much 
trouble recommending Smith for the principalship!" 

"Perhaps not. But  it's a delicate situation here in Campbellville. Th e 
area is very conservative: almos t ingrown, you might say. Bu t Smith has 
a big strike against him from the first: He' s out from an entirely different 
area of the country. An d the people would prefer someone they know rather 
than someone they don't. An d since this is the Minister of Health's district, 
they are going to try and get the Minister to intervene for them and some of 
them already seem to have a candidate in mind, Henry Stevens, the son of the 
Chairman of the Union of Local Authorities. An d to add to this Henry is very 
keen on the job and his father is anxious for him to get it and with all his 
connections and his popularity i n the area he is likely to have his way. Hi s 
father has the ears of the Minister of Health". 

"But how effective do you think that Henry Stevens might be?" 

"Not very effective at all. Althoug h he is now the head teacher of a 
small school he is a bureaucrat with no imagination and no ideas . H e 
certainly will not be good for the school at least in my judgement". 

"But you know how powerful the Minister of Health is? I f he agrees to 
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support Henry Stevens for the job there is no way that Smith will get it. An d 
what is worse for me is that if the Minister of Health feels in any way that 
I am opposing his candidate then it can have serious repercussions for me. 
For one thing the promotion which I am expecting next year to Senior Education 
Officer will never come through because he will see that I am again in such 
a position, much less a stronger position, of voicing an opinion which might 
threaten him." 

Exercise 

1. Wha t advice would you give to the Education Officer? 

2. O n what basis should his recommendation be made? 
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C. SUPERVISIO N 

By far the largest part of the course was devoted to an examination of the 
work of the school supervisor, be he or she principal, or education officer, 
or inspector. An d to consider how best the elements of the management process 
may be applied t o specific tasks or functions common to most educators in 
different national settings. 

Definitions 

Supervision is the name given to the activities that contribute to the 
improvement of the instructions and programme of a school system. 

There is a common dimension in the expected role behaviour of those who 
are supervisors regardless of their position in the school system. Th e common 
element .. . is the determination of ends and the assessment of results. 

Principles underlying effectiv e supervisio n 
(identified by the course participants) 

The list which follows applied to 'i n school' and 'ou t of school 
supervisors - principals, inspectors, advisers and education officers. 

1. Involvemen t of staff in goal setting 

2. Ful l participation i n the development of programmes and procedures 
to attain desired goals 

3. Assistin g with the implementation of the programme 

4. Encouragin g creativity and initiativ e 

5. Developmen t of mutual trust 

6. Th e identification and promotion of leadership potential 

7. Th e acknowledgement of the worth and contribution of the 
individual 

8. Possessin g the qualities of consistency, flexibility and sincerity 

9. '  Self evaluation 

10. Carefu l planning and preparation of all activities 

11. Stimulatio n of self reliance and individual responsibilit y 

12. Participatio n i n decision making and problem solvin g 
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The role of the school supervisor 

Whilst prescriptive roles may be established fo r the school supervisor 
there are areas of considerable autonomy and scope for initiative and personal 
commitment. A  fuller understanding of the role and functions of the supervisor 
may be appreciated i n a variety of ways: 

(a) Th e application of role theory a y help define the supervisors 
role through self-perception and the perception of others. Thi s aporoach 
may be particularly helpful in situations of conflict where mutual 
understanding of perception may assist resolve a problem. 

(b) A  careful analysis of the functions of the supervisor will assist 
the definition of role. Eac h task will have its objective and the 
procedures by which th e objectives may be met. Eac h stage in the 
process will have implications for the work of inspector, education 
officer and principal. 

(c) A n examination of critical incidents or problem situations may 
help to clarify the role of the supervisor and in particular the 
relationships amongst officers in a group set. I t should highlight 
expected standards of behaviour or procedure. 

Supervision and the improvement of classroom instructio n 

A variety of techniques may be employed to assist in the improvement 
of classroom instruction . Som e of the more usual include: 

Classroom visits - pre-visit meetings - post visit meetings 

Self evaluation 

Peer group meetings and evaluation 

Staff meetings 

Staff surveys 

Workshops and in-service exercises 

Reports 

Whatever the technique, supervision involves careful planning, observation, 
assessment, modification and execution of changes. Thi s requires the 
acquisition and maintenance of skills to enable observation of the teaching-
learning process in an objective manner. Fo r example, if the supervisor is 
concerned with solving a specific instructional problem a series of steps 
might be taken: 

1. Identif y the problem - taking counsel from those working in the 
school, from professional standards and, where appropriate, research 
findings. 

2. Diagnosin g the problem - clarifying the exact nature and reasons 
for the existence of the problem. 
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3. Considerin g alternative solutions. 

4. Selectin g the appropriate solution in consultation with everyone 
affected. 

5. Implementin g the solution. 

6. Evaluatin g the solution with all concerned i n its implementation. 

Case Study 

Mr Davis, Education Officer responsible fo r secondary schools , feels that he 
should not interfere with the internal arrangements for supervision of instruc-
tion in the schools. H e delegates that responsibility to the principals 
concerned. Hi s main input is to visit the principals in their office; but not 
to intrude into teachers' classrooms. 

Calvin Senior Secondary School has an enrolment of 702 students and a 
staff of 45. M r Wentworth , the Principal, is hard pressed for time to do 
regular supervision of instruction with his staff. H e feels that the teachers 
should be competent enough to do their best. H e scarcely sees his teachers 
perform, except when making annual reports on them for the Ministry of 
Education. 

Many teachers agree that there should be some form of supervision, but 
could not say how or what form. The y find that they are not given any assis-
tance with problem solving in the classroom, but have to rely on their own 
individual initiative . A  teacher of commerce said that there was evidence of 
too much wastage of time and materials in her department; but there was nothing 
being done about it since there was no one directly assigned as Department 
Head. 

The Principal's deputy is responsible mainly for student affairs and 
services and does not assist in supervision of instruction. Sh e points out 
that the Principal himself cannot adequately supervis e instruction in such a 
large school, but her hands are tied. 

Apart from this apparent weakness there seems to be a measure of good-
will between students and staff at Calvin. 

Questions 

1. Wha t arrangements can the Education Officers make to help improve 
instructional supervision ? 

2. Sugges t two or three techniques that the Principal of Calvin could 
employ in helping to improve instructional supervisio n in his school. 

3. What  changes in the internal organisation could be made by the 
Principal to improve instructional supervision ? 

4. Shoul d the Deputy assume responsibility fo r instructional super-
vision? 

5. Wha t are some of the problems the Principal faces when making 
annual reports on teachers? 

6. D o you see any need for the Ministry of Education to devise a policy 
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to co-ordinate supervisio n in the secondary schools? Why ? Sugges t 
some steps that are necessary? 

7. Wha t could the Education Officer do so that teachers obtain more 
assistance in problem solving ? 

8. Wha t are some of the limitations that affect the Principal's 
ability to adequately supervise instruction more effectively? Ho w can 
these limitations be managed? 

The School Staff Meeting 

Planning 

1. Adequat e notice of the meeting in the form of a well prepared 
agenda must be circulated t o all members of the staff. 

2. Th e Agenda should show the time for the start and for the con-
clusion of the meeting. 

3. Th e meeting must be convened with a clear set of objectives. 

4. Th e Principal should consult with administrative and professional 
staff on the issues to be dealt with at the meeting. 

5. Notic e of specific issue s should be given to staff well in advance 
of the meeting. 

6. Ther e must be adequate physical arrangements for the meeting. 

7. Staf f meetings should be held at least once a month. 

8. Ther e should be a secretary/member o f staff to record the minutes 
of the meeting. 

9. Agend a must make provision for 'An y Other Business'. 

The Meeting 

10. A  decision should be taken that no member should leave the meeting 
before the agenda is covered or before specific issues have been discussed, 

11. Th e meeting should be conducted i n an atmosphere that allows for 
free and frank discussion. 

12. Opportunitie s should be given to any member who wishes to make a 
contribution during the meeting. 

13. Issue s should be dealt with as quickly and as decisively as poss-
ible . 

14. Statu s should not impede decision making. 

15. Personalit y clashe s must be discouraged. 

16. Follo w up action should be clearly defined and a time limit 
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set for any such action. 

17. Th e Principal should provide opportunities for members of staff to 
chair meetings. 

18. A  report of follow up action should be made available to members 
of staff at the next meeting. 

Supervision and the curriculum 

'In school' and 'ou t of school' supervisors have an important role to play 
in curriculum development and innovation. However , because of their position, 
principals and district education officers are often more concerned with the 
effectiveness of instruction, although this cannot be separated fro m the 
curriculum. 

The participants to the training course broke down their participation 
in curriculum matters under two broad role heads: 

Headteacher Education Officer 

Selecting material to be taught 

Development of subject syllabus 

Organising programmes which will 
involve the community 

Supervising the implementation and 
development of the curriculum 

Encouraging experiments in new 
methods 

Recommending suitable texts and 
materials 

Holding staff meetings for discussions 
on curriculum, methods and procedures 

Assisting i n the solution of 
curricular problems. 

Assisting teachers in the 
interpretation and implemen-
tation of the curriculum. 

Facilitating the introduction 
of programmes designed to 
improve learning. 

Encouraging principals and 
teachers to initiate pro-
grammes related to student 
learning. 

Providing curriculum guides 
for teachers. 

Co-ordinating curriculu m 
development programmes 
at primary level. 

Assessing outcomes and 
adequacy of programmes. 

Evaluating effectiveness of 
programmes. 

Reviewing weaknesses in 
curriculum implementatio n and 
providing specialist assis-
tance in strengthening areas 
of weakness. 
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Exercise 

1. Wha t are (a ) Headteachers (b ) Education Officers perceptions of 
their role in curriculum activity ? 

2. T o what extent, if any, should Headteachers and Education Officers 
duplicate their roles? 

3. Ho w far should/do Headteachers and Education Officers influence 
the type and degree of instruction given in schools? 

Curriculum innovatio n 

Some of the activities identified by the participants are concerned with 
innovation, a process in which a number of stages may be discerned; 

1. Initiatio n -  a  decision, within or outside the 
educational system which determines that 
particular innovations are required. 

2. Developmen t -  objective s are determined, materials 
produced and appropriate teaching and 
learning methods developed. Trial s are 
conducted and after evaluation, re-
vised materials are distributed. 

3. Diffusio n -  diffusio n of ideas beyond those involved 
with th e development process. 

4. Implementatio n -  a  decision is taken to implement the 
change in schools. 

Exercise 

1. .  Are these stages recognisable in recent curriculum developments 
with which you are familiar? 

2. Wh o is responsible for making decisions and providing leader-
ship at each stage? 

Case Study - Strategies for Innovation 

The following case study attempts to highlight: 

1. Strategie s of curriculum innovation which have been tried in the 
Eastern Caribbean. 

2. A  basis for discussing the advantages and disadvantages of 
different strategies in the curriculum development process. 

3. Th e contextual factors which impinge on curriculum innovatio n 
and which may influence the strategy which is finally adopted. 

The territory of Grenados in the Eastern Caribbean has a severe reading 
problem. Teacher s have been pressing the Ministry of Education for specific 
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assistance. Report s by field officers of the Ministry of Education have 
confirmed that the problem is widespread and that urgent remedial action is 
essential. Unde r this pressure, the Ministry had decided to transfer 
Mr Charles Mason from his substantive post as Headteacher to tackle the 
problem. M r C. Mason ha s had successful teaching experience as Head of 
Department, and has recently completed studies in Curriculum Development with 
particular reference to reading. 

Mr Mason's first step was to carry out a national survey to establish 
the nature and extent of the reading problem faced by the pupils. Con -
comitantly, he collected complementary data on reading materials, teacher 
knowledge and competencies in reading, general teacher qualification and 
experience. Base d on the data collected on teacher characteristics, he had 
selected a cadre of resource persons drawn from a cross-section of the various 
schools. Thes e resource persons were all trained teachers, experienced 
and reasonably though t of as classroom practitioners. However , they had had 
no formal training in either curriculum development or reading. 

Mr Mason saw his main task as helping them to acquire the specific 
knowledge and skills needed to tackle the reading problems. T o achieve this, 
he would involv e them in workshops and other in-service activities on real 
reading problems faced by teachers. H e would further attempt to ensure 
relevance of all the training activities by involving as many classroom 
teachers as practicable. I n these ways, Mr Mason felt he could enhance their 
professional competence, even granted their different entry levels, as well 
as gain their commitment to the planned innovation. H e expected slow progress 
in the early stages but he was heartened by enthusiasm shown by the resource 
persons and the teachers for his participatory strategy . However , by the end 
of the second term, Mr Mason was a very worried man. H e was sure the teachers 
had enhanced thei r knowledge in various aspects of 'reading' . Bu t there were 
few concrete results to show for the hard work which had been put in by all for 
two terms. This , despite the fact that the training sessions had stressed 
teacher involvement an d always focused on real classroom needs. Th e problem 
reached a head at the materials workshop, designed to produce instructional 
materials for use in term 3. Th e teachers did produce many items - over 100 
in fact - but all at the same cognitive level. A s a result, the intended 
instructional booklets could not be made. Ther e would be yet another term 
without badly needed materials. 

The teacher-participants appreciated the reasons for the delay in 
producing the booklets - but their confidence and enthusiasm had been shaken. 
Perhaps they had bitten off more than they could chew, perhaps Mr Mason should 
have done like Mrs Springer. I n her social studies infant project, she had 
devised actual materials first, and then had organised training sessions in 
using the materials she had devised. Lik e Mr Mason she only met her teachers 
monthly but at least her materials provided support throughout the month. M r 
Mason couldn't help being aware of these undercurrents - the odd complaint 
about transportation, the decrease in task-oriented behaviour, the losing of 
tempers on trivia. H e could sense too that the Headteachers were becoming 
somewhat less accommodating. H e was sure it would only be a matter of time 
before the Ministry personnel knew all this. Ho w could he arrest the rut? 

He could follow Mrs Springer's strategy. H e was sure that by working 
full-time in his Easter-Vacation he could construct the booklets In time for 
his third time. Furthermore , he could use his access to schools and relevant 
Ministry data and facilities, to maintain relevance, and some teacher input in 
the design of the materials. H e could even try to use as many of the 100 
items originally produced by the teachers as possible. I n short he was sure 

67 



he could salvage the situation. But  he was still undecided. Hi s experience 
as a head of department, and later as a headteacher, had taught him that 
real involvement was crucial to acceptance. Th e field experience component 
of his studies had shown him at first hand (a ) how the task-criented involvemen t 
of ordinary classroom teachers in curriculum development had enhanced their 
professional growth and (b ) the salutory effect, on teacher self-concept, of 
producing curriculum materials for actual classroom use throughout the system. 

Further, the prevailing them/us attitude towards the Ministry of Education 
might be generalised t o the materials he was contemplating. 

Thinking about the problem was OK but he realised he must do something. 
He decided to have one more attempt at a practicable strategy - then he would 
simply have to take the bull by the horns. 

He could try a different tactic. H e could try to get a small cadre of 
persons working full-time on materials development. H e could involve the more 
able teachers. 

Further, if the group operated from his Teachers College there could 
be many positive spin-offs. But  once more he became undecided. Th e strategy 
of full-time release of practising teachers for curriculum development work 
had never been tried before. Headteacher s would be sure to raise questions -
not to mention the Ministry itself, especially i n the present tight economic 
situation and the strict Ministry of Finance monitoring of Establishment matters. 
Further, could a junior convince senior Ministry personnel against this back-
ground? Relation s between the Ministry and the Teachers' College had always 
been cordial rather than professional. Hi s strategy could then be easily 
misconstrued by the college staff. I n any case, how could one initiate 
collaborative professional dialogue between the College and the Ministry granted 
existing hierarchical relationships on a purely personal level; mightn't his 
colleagues view him as wanting to engage in empire building? Afte r all, 
curriculum development activity had been organised by the Ministry for more 
than 30 years without a curriculum unit, teacher task force or anything else. 

Case Study - Primary Science Curricum Development in a Small Island State 

Abstract 

The study seeks to describe the rationale, and the strategy used in the develop-
ment of a primary science curriculum, and to identify roles in its development 
and implementation. Th e territory and its system i s described i n general terms 
and the overall strategy is evaluated. 

Background 

The territory concerned i s a small Caribbean island group with a population 
of 14,000. 

There are nine government primary schools operating for 5-11 year olds 
and six privately (church ) owned primary schools. Th e government schools 
provide places for 1,485 pupils with an average teacher/pupil ratio of 1:27. 
At the age of 11+ children move to the one secondary (comprehensive ) school. 
This caters for 1,160 pupils an d has a teacher/pupil ratio of 1:14.5. Th e 
system at present is undergoing some change, to cope with increasing numbers 
and identified needs. 
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The primary schools are generally i n good condition and, in relative 
terms, are reasonably well provided with resources. Although science facilities 
are not provided at the primary level , some teaching of science was in evidence 
before this curriculum development exercise. Th e secondary school is well 
equipped to cope with post primary science programmes up to G.C.E. '0' and 'A ' 
level. 

In addition a Teachers Centre, attached t o one of the primary schools, 
offers supportive facilities to all teachers and is the focus of territorial 
in-service programmes. I n addition it contains resources in the form of 
books, tapes, films and the essential hardware to accompany them . 

Rationale for Change 

The major thrust for the development of a curriculum to replace an out of 
date syllabus (1972 ) came from the Chief Education Officer although it was 
evident that teachers, both primary and secondary, endorsed the concern exposed 
by the Education Department. Th e primary school wished for a new curriculum: 

(a) T o provide a programme more relevant to the needs of the pupils. 

(b) T o provide a programme more biased towards the local environment. 

(c) T o provide a programme within the expertise of the teachers and 
within the scope of the available resources. 

The secondary schoo l teachers considered tha t if a science curriculum 
was well founded at the primary level , then there would be less difficulty 
experienced by entrants to the secondary school. 

In addition, it was felt that because recent developments had occurred in 
other areas of the curriculum science should also be reviewed. Thi s was 
particularly s o having recognised th e possibility tha t suitable scientific 
experiences could be used to further the development of skills in literacy and 
numeracy. 

The following extracts from the Introduction to the Curriculum Guide 
further explain the rationale for change. 

The primary schools of ar e the first formal steps 
in the education system, the ultimate aim of which is to prepare children for 
a rapidly changing democratic society. The y will need to be able to adapt 
to these changes, critically appraise information and make reasoned judgement s 
if they are to play a full part in their society. A n education through science 
can promote these intentions while at the same time developing an interest and 
background i n science. 

In developing this science curriculum, the following points have been 
recognised: 

- ever y child has individual level s of ability and competence and 
these should be developed t o their fullest potential; 

- ever y child has the right t o the best education that is possible; 

- ever y child has the right to an education which reflects the 
aspirations of his country. 
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Strategy fo r change 

The overall strategy can be conveniently divided int o four stages, and 
although, chronologically, they occurred at four different periods the process 
was ongoing. (Se e flow diagram p ) 

Stage 1 

This consisted of a series of discussions with key personnel includin g 
the Chief Education Officer, Primary School Principals and teachers, science 
teachers from the Secondary School and personnel from the Teachers' Centre 
with the Consultant to Caribbean Regional Science Project (CRSP) . Th e general 
consensus was that change was due, but there was some divergence of though t 
in which direction change should be pressed. Agreemen t was reached that a 
workshop of teachers to produce a curriculum would be a valuable exercise. 
The approval and encouragement of the C.E.O. for the exercise at this stage 
was a key factor in the organisation of the workshop. 

Stage 2 

As a result of the preliminary discussions i t was evident that there 
were some prerequisite task s which needed to be tackled before the workshop. 
Together with a suggested outlin e programme a set of discussion points was 
sent to the C.E.O. from the C.R.S.P. Consultant. 

Pre-requisites for a workshop 

Discussion and consideration should be given to the following points: 

(a) Th e purposes, goals and intentions of a course in science 
education at primary level. 

(b) Th e role of the teacher as an organiser of learning experiences 
rather than a purveyor of knowledge. 

(c) Th e areas of content which are considered essentia l i n any new 
development. 

(d) Th e teaching methods to be employed. 

This information was passed to the Teachers Centre where information was 
distributed, discussion sessions inaugurated and feedback compiled. Thi s 
stage not only obtained informatio n but maintained th e level of motivation 
initially stimulated by the preliminary meetings. 

Stage 3 

This stage involved th e following personnel i n the development of an 
outline curriculum . 

All Government Primary School principals 

All Government Primary School teacher s 

Secondary Schoo l Science teachers 
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Teachers Centre personnel 

Education Officer 

Reading specialis t 

Consultant to CRSP 

Working as a team for 5 days, these 60 odd educationists developed an 
out-line curriculum which included : 

(a) 

(b) 

(c) 

(d) 

(e) 

(f) 

overall aims 

specific objective s 

curriculum design 

sample learning activitie s 

sample assessment procedures 

outline evaluation procedures 

These components were incorporated int o the Primary Science Curriculum 
Guide, and it provided material fo r three age groups, 5-7 year olds, 7-9 year 
olds, and 9-11 year olds. Appendi x A indicates the overall aims and the 
curriculum design. 

In addition, it was suggested that follow-up courses be organised at the 
Teachers Centre by the secondary school science teachers to promote: 

(i) Improvisatio n of apparatus. 

(ii) Skill s and techniques of teaching scientific content. 

(iii) Utilisation of local resources and resource personnel. 

(iv) A  forum for the discussion of difficulties. 

A list of basic equipment required by the schools for this curriculum 
was prepared at the request of the C.E.O. 

Stage 4 

During the year that followed teachers were requested to implement the 
curriculum and to evaluate the success of the materials. I n this latter 
context evaluation form s were forwarded to the C.E.O. for onward distribution 
to teachers via the Teachers Centre. Th e feedback received led to an evalu-
ation workshop which set out to: 

(i) Evaluat e the aims and objectives of the course in terms of the 
needs of the pupils. 

(ii) Evaluat e those learning activities which had been taught. 
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(iii) Incorporat e modifications into the curriculum. 

(iv) Discus s additional learning activities and assessment instrument s 
in terms of the agreed aims and objectives. 

(v) Pla n future work. 

MODEL OF STRATEGY 
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This workshop was successful t o the extent that modifications were 
incorporated, new learning materials developed, and some booklets for children 
were developed. Th e curriculum has been accepted by all primary teacher s who 
''seem to be reasonably satisfied wit h it" . Ther e is a need for more in-service 
courses to upgrade the skills of teachers in science. 

Tactics of Change 

At the tactical level it is obvious that a key role was performed by the 
CEO. Without  the approval of this senior technical officer the programme would 
not have been developed and implemented. Although , not a science educationist 
by training the CEO is a highly professional person who saw the need for this 
development and offered whole hearted support throughout the exercise. Th e 
supportive services provided by the Education Department, in terms of resources 
and facilities were of the highest order. A n EO from the Education Department 
was present at the workshop and gave moral support and by her presence demon-
strated the approval of the Department. 

The use of the Teachers' Centre as the venue was a useful device in that 
many of the teachers felt at home having used the Centre on previous occasions. 
Additionally th e reprographic facilitie s at the Centre gave instant dispension 
of materials produced so that at plenary session meaningful discusssions could 
proceed. Th e Warden of the Centre, besides demonstrating the official approval 
of the programme, turned out to be stimulator of ideas. Th e presence of the 
Reading specialist, who was well known to teachers, and who had just completed 
a workshop on reading skills was a useful addition to the team. 

The teachers were given a rapid rundown on educational theory (a s remin-
ders to trained teachers and as new information for untrained teachers) and 
an outline of the classical approach to curriculum development. I t was made 
clear that there is no mystique about curriculum development and that no  one 
can claim to be an expert in curriculum development. T o the contrary they 
were made to consider themselves experts on their territory and their children. 
To make the best use of the time they were presented with a set of aims which 
were modified to suit the expressed environmental needs and aspirations of 
their pupils, and a possible arrangement of content, which they developed. 
Working in groups, after agreeing a design, specific objectives, sample learning 
activities and assessments were discussed and written. 

The science teachers from the secondary school provided a two fold 
advantage ; 

(1) a s resource personnel 

(2) a s liaison between primary and secondary sectors. 

In this latter context there had been little contact between teachers 
at these levels and mutual resentment had built up. Thi s feeling of "us and 
them" still exists but the presence of secondary school science teachers went 
some way to break down the barriers. 

The role of the Consultant in these exercises was of a catalyst to 
stimulate innovation. Th e original development and the latter evaluation was 
mainly the work of the primary school teachers. Th e success of the implemen-
tation is a measure of their involvement in, and commitment to, the curriculum. 
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Evaluation 

The strategy of this development was successful because the key people 
were involved at all stages. Th e Chief Education Officer's approval gave the 
final product acceptable status. Th e presence of Principals of the primary 
schools, and their involvement in the workshops ensured thei r commitment to 
the implementation. Th e primary school teachers' participation provided the 
commitment and understanding to permit the implementation to proceed smoothly . 
The supportive services of the Teachers' Centre and the Education Department 
continue to be available to the teachers for the curriculum. 

Whilst, in general the curriculum has been accepted there is still an 
identified (b y teacher) need for further upgrading in-service courses. Th e 
old problem of lack of liaison between primary and secondary teachers still 
exists. Quotin g from a report to a Regional Conference on Primary Science 
Education .. . "Ou r dedicated teachers are always in search of methods of 
improving our teaching of science, as well as the other subjects, and 
appreciate any help we can get...". 

It is hoped tha t the curriculum will not become a static part of the 
establishment. T o this end the message that "if change is necessary, then 
change it" has been imparted frequently to the teachers. Whils t there is no 
one person overseeing the curriculum the fact that almost all the educationsts 
in the system participated i n its development suggests that the future is 
assured. 

Appendix A 

1. Knowledg e Aims 

At the end of the course pupils should be able to demonstrate their 
competence in 

(a) recalling scientific concepts and generalisations 
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(b) understandin g those concepts and generalistations of 
relevance to their environment. 

(c) solvin g problems of a scientific nature found in their 
environment. 

(d) findin g patterns in their investigational work. 

(e) communicatin g their ideas to others through discussion, 
diagrams, graphs and written accounts. 

2. Proces s Aims 

At the end of the course pupils should be able to demonstrate their 
ability i n using the following scientific porcesses 

(a) 

(b) 

(c) 

(d) 

(e) 

(f) 

(g) 

(h) 

(i) 

observation 

measurement 

recording 

classification 

formulation of questions 

formulation of hypotheses 

inferring 

experimenting 

following directions 

3. Attitude s Aims 

At the end of the course pupils should be able to demonstrate 

(a) creativit y 

(b) open-mindednes s 

(c) curiosit y 

(d) environmenta l concer n 

(e) aestheti c awarenes s 

(f) sel f concept 

(g) valu e judgements 

Additionally pupils should demonstrate 

(h) thei r concern for the implications of scientific 
developments on the community 

(i) th e concern for all living things 
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Supervision: Evaluatio n and ways of improving th e quality of instruction 

Sources of data used in assessing educational leadershi p 

Educational leaders who work in school, in a set of schools, or in a school 
system, already have available much information for making evaluative state-
ments about the quality of instructional leadershi p and for improving teaching 
and learning. 

The following types of data are usually available in many Caribbean 
territories : 

1. Distribution s of pupils by age and grade. 

2. Result s of achievement tests administered system -
wide (e.g . common entrance, school leaving, etc.) . 

3. Score s obtained by pupils in different grades for 
each school. 

4. Exten t of retention at each grade level, and reasons 
for retention. 

5. Professiona l preparation of teachers in college. 

6. Complaint s made by parents; by teachers; by pupils. 

Careful analyses and use of such data can help determine how adequate 
are the leadership practices. However , in order to ensure that evaluation 
contributes optimally to the improvement of leadership behaviours, more data 
should be obtained. 

The following representative procedures for obtaining additional data 
are recommended: 

1. Us e of checklists and rating scales. 

2. Us e of Questionnaires and interviews . 

3. Analyse s of logs, anecdotal records, reports of 
activities. 

4. Publi c opinion polls, surveys by professional 
persons. 

5. Us e of observers to analyse participation patterns. 

Nature of procedures used for assessing instructional leadershi p 

Obtaining a alysing and interpreting data in order to assess leadership for 
instruction is a complex task : 

1. Leadershi p behaviour is developmental; it is con-
tinuously emerging and developing in order to be responsive 
to the changing goals and successive levels of accomplish-
ment of the group. Further , as people work together in 
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defining, clarifying and achieving goals, the goals them-
selves undergo changes and modifications. 

2. Widel y varying situations in schools and school systems 
require specially prepared evaluation procedures. 
Techniques and procedures developed and used at one 
period of time in one place, may not be appropriate at 
another period in another place. Further, actions 
of persons and of groups must also be evaluated in 
terms of the extent to which decisions (o f prior 
evaluation procedures) are translated int o action. 

3. Teaching-learnin g processes are complex. 
Using evaluation procedures to improve leadership 
for instruction is not simple because; 

(a) educationa l goals are not unitary but multiple; 

(b) learnin g takes place not only (i n scheduled 
classes) in schools, but also outside schools. 

Purposes for conducting assessment of educational leadershi p 

Despite the complexities of the tasks, evaluation techniques and procedures 
must be used by persons of the school community to improve the effectiveness 
of instructional leadership. Th e leaders need: 

1. T o know which leadership behaviours result in better 
teaching and learning, and which are ineffectual. 

2. T o determine other ways of providing leadership which 
would result in greater gains. 

3. T o know about the nature and scope of present conditions. 

4. T o identify guidelines for future action. 

5. T o determine the value of various leadership behaviours. 

Evaluation techniques and procedures are the ways of obtaining, analysing 
and interpreting data so that leaders can meet these needs. 

Another major reason for the use of evaluation techniques and procedures 
comes from this consideration: 

Persons in official positions frequently fail to recognise the 
differences between their own behaviour and the behaviour which 
they know to be desirable. (Wiles , Kimball and Grobman, Hulda. 
"Principals as Leaders". Nation' s School s 56: 75-77 ; October 1955) 

The major implications of this finding are : 

1. Dat a evaluating leadership behaviours should be 
obtained from many members of the group. 

2. Leader s should engage in activities designed to 
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improve their own perception of their effectiveness, 

Criteria used when assessing instructional leadershi p 

Evaluation procedures always require a set of values. Thes e values are 
usually stated as a set of criteria - which provide both a description of 
present status and an identification of needed future efforts. Thre e central 
ideas pervade the criteria that should be used in the evaluation procedures: 

1. Th e basic goal of education is behavioural chang e 
within learners. 
If the instructional programme i s effective, then 
learners should gain more understandings, develop 
wholesome attitudes, use skills more effectively, 
and so on. 

2. Th e heart of the programme of leadership for the 
improvement of instruction is teacher effectivenes s 
in the classroom. 

3. Th e continued growth of present leaders and the 
development of new leaders are essential for progress 

Some useful criteria for evaluating instructional leadershi p have been 
stated as follows (ASCD , Yearbook 1960) : 

All interested individuals , community groups and staff members: 

1. Ar e actively involve d i n the cooperative definition, 
clarification, achievement and evaluation of educational 
goals and objectives (Goals) . 

2. Shar e in the development and regular review of the 
school system organizational structure , channels of 
communication, rules of procedure, and resources 
available for furthering the educational enterpris e 
(Structure). 

3. Participat e appropriately i n the leader behaviour 
and definition of all role assignments required by 
the educational enterprise through growth in 
individual skills and talents. A s a result of 
their perceptions concerning demonstrated compe-
tences and appropriate leade r behaviour, they 
participate i n determining who shall be appointed 
to official educational leadershi p positions (Roles) . 

4. Suppor t and encourage growth in human relations 
skills, cooperative planning, creativeness and experi-
mentation by all staff members and others concerned 
with the school or school system (Way s of Working). 

5. Participat e in establishing and regularly utilizing 
appraisal practices which are appropriate for the 
instructional leadershi p procedures in the educational 
enterprise (Evaluation) . 
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Self evaluation 

Increasingly supervisors at all institutions and at all levels are encouraged 
to practise self evaluation as means of improving their own perception of 
their own and their institution's needs. 

Initially, for example a simple check list, may clarify the self perception 
of an adviser or district education officer and point him or her towards those 
tasks which need to be tackled more effectively. 

Check-list for Self Evaluation of a Supervisor 

(1) I  assist principal and staff to improve the learning 
outcome o f students. 

(2) I  provide opportunities for the professional develop-
ment of principal and staff. 

(3) I  contribute to curriculum development. 

(4) I  facilitate the interpretation and implementatio n 
of ministry policy. 

(5) I  have clear objectives for my visits to schools. 

(6) I  assist the principal in organising the school for 
effective administration (supervisio n and evaluation). 

(7) I  keep adequate record of my observation during 
school visits. 

(8) I  assist in fostering good interpersonal relation-
ships. 

(9) I  show interest in the extra curricular activities 
of the school. 

(10) I encourage teachers to make optimal use of avail-
able resources. 

(11) I communicate the needs an d problems of the school to 
the proper ministry personnel and ensure that nec-
essary action is taken. 

(12) I meet with parents who might need information on 
the interpretation of Ministry policy . 

(13) I encourage principal and staff to help students 
to attain high level expectations o f performance. 

(14) I assist principal and staff. 

Satisfactory
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The design of such a form will itself help clarify the roles seen as 
appropriate for the supervisor or for the institution. A  group of participants 
to the course attempted to design a self evaluation checklist for a head-
master. Thi s was the result. 

Self-Evaluation Schedule for the Headmaster 

The Headmaster can carry out self-evaluation by rating himself against 
criteria of desirable supervisory and administrative performance. Thi s grading 
can be done on a five-point scale: 

Very good Goo d Satisfactor y Unsatisfactor y Poo r 

Professional Growth of Staff 

1. A m I giving praise often enough and emphasizing the good aspects 
of a teacher's work? 

2. A m I providing opportunities for teachers to develop potential 
leadership? 

3. D o I encourage teachers to read professional books and magazines, 
to attend workshops, to pursue higher studies and to affiliate with 
professional associations. 

4. Ho w far do I undertake the organising of in-service training 
within my school to take care of the immediate need of staff and pupils, 
and to contribute to staff development generally? 

5. A m I creating an atmosphere where teachers feel free to raise 
questions, admit weaknesses, try out new ideas and seek assistance? 

Classroom Instruction 

1. D o I organise my supervisory tasks in such a way that sufficient 
time is left for me to do classroom teaching and demonstration 
lessons? 

2. A m I visiting each classroom often enough and long enough so as to 
allow me to make an objective and valid judgement on what the teacher 
is trying to do and to what extent his efforts are successful in 
changing pupil behaviour in a desirable direction? 

3. A m I providing adequate instructional materials to my teachers? 

4. A m I providing the teachers with the necessary help in the use 
of these materials, as well as giving them advice on methods and how to 
deal with individual children? 

5. A m I encouraging co-operative planning and sharing of ideas among 
teachers for the improvement of instruction? 
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6. A m I encouraging co-operative, and critical thinking in the class-
room among both pupils and teachers? 

7. A m I continuously monitoring student behaviour and ensuring the 
improvement in student learning ? 

8. A m I making the necessary efforts to implement and improve the 
curriculum so that it meets the needs, interests and abilities of the 
students? 

9. D o I take the initiative and reponsibility i n bringing about proper 
pupil and teacher orientation in the light of stated national goals 
and educational policy ? 

10. Is  m y time table so formulated tha t it makes optimal use of the 
available staff and other resources and ensures that the varied talent s 
of pupils are catered for ? 

11. D o I continually make sure that staff and pupils are clear about 
their roles and more specifically the general objectives of the school? 

12. D o I maintain close liaison with the Ministry and my supervisor on 
matters affecting the school? 

Community Relations and Resources 

1. D o I believe in the worth of each member of the community? 

2. A m I exercising leadership in the community? 

3. A m I encouraging staff members to exercise leadership in the 
community? 

4. A m I making effective use of community resources? 

5. D o I keep my school records, including financial statements and 
any other necessary data up to date with a view to enlightening the 
public as to what is going on in the school and also for the information 
of the Ministry? 

6. D o I take an interest in the establishment and maintenance of 
good school-home-community relationship s and in particular the affairs 
of the P.T.A? 

7. D o I sufficiently involv e the community i n articulating th e aims 
and objectives of my school, bearing i n mind national goals and 
policies, so as to make the instruction of the children more relevant 
to the needs of the community? 

Physical Facilitie s 

1. D o I inspect the physical plant and facilities regularly enough 
to ensure the safety and well-being of staff and pupils? 

2. D o I encourage staff and pupils to take pride in the upkeep of the 
plant, furniture and facilities within the school? 
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3. D o I take steps to ensure the proper maintenance of the building 
and its facilities by making regular reports and requests to the 
Ministry an d thenceforth following this up regularly t o ensure that 
such maintenance i s done? 

In answering each of these questions the Headmaster would need to tabul-
ate the ways and means by which he attempts to meet the aims and objectives 
described. Onl y then can he or she assess the commitment made to the criteria 
in question. 

Lesson evaluation 

A framework for lesson evaluation 

Objectives 

(a) What  were the teacher's objectives for this lesson or unit of work? 

(b) Di d the pupils know what they were doing and why? 

(c) Ho w did/will the teacher assess whether the objectives have been 
achieved? 

(d) Ho w do these objectives relate to the learning outcomes expected 
for these pupils over the whole term or year? 

Preparation 

(a) Di d the learners know enough/have the appropriate skills as a basis 
for this lesson? Woul d other preparations have increased th e learning 
opportunities? 

(b) Di d the teacher and pupils have ready the necessary materials 
and equipment for the lesson? Woul d other preparations have increased 
the learning opportunities ? 

(c) Di d the teacher prepare the content of the lesson adequately? 

(d) Wa s the teacher prepared fo r any problems or difficulties which 
might reasonably have been expected? 

Environment 

(a) Doe s the teacher use the environment, inside and outside the class-
room, as a resource for teaching? What  display material i s available and 
in use? 

(b) Wa s the room organized i n the most appropriate way for this learning 
activity? 

Lesson content 

(a) I s it accurate? 

(b) I s it meaningful t o the pupils? Doe s it link up with their 
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experience? 

(c) Doe s it interest the pupils of all ranges of ability? Ar e they 
frequently distracted ? 

(d) I s the selection of material and examples appropriate ? 

Working with the whole class 

(a) Doe s the teacher speak too long? To o loudly? Giv e well thought 
out instructions so the pupils know what to do. 

(b) D o the questions encourage different pupils to contribute to the 
lesson? Ar e questions framed so that pupils can answer without having to 
guess what is in the teacher's mind? Doe s he/she praise good answers? 

(c) I s the blackboard used effectively? D o pupils spend too much time 
copying? Ar e other visual materials used where appropriate in the lesson? 

(d) Ho w does the teacher respond to interruptions and disturbances? 
Does he/she maintain control and reinforce acceptable behaviour? 

Working with groups and individual s 

(a) Doe s the teacher use small groups where appropriate? D o the 
children work well under this arrangmeent, or is closer supervision 
needed? 

(b) Ar e individual pupils helped wit h particular problems they 
have encountered? Wha t attempt is made to diagnose their difficulties? 

(c) I s individual initiativ e encouraged? Doe s the teacher show interest 
in them as individuals? 

(d) Wha t happens to the rest of the class when the teacher is helping 
one individual ? 

Discussion 

(a) Ca n the teacher relate what happened to the planned objectives ? 
Can the teacher suggest what might be done to follow up where the lesson 
succeeded and to remedy where it failed? 

(b) Ca n the teacher indicate what might be attempted differently or 
done better with a similar lesson next year? 

(c) Wha t is the teacher's attitude to the pupils, to the subject, and 
to his own career? 

A framework fo r the assessment of performance on teaching practice 

This framework provides a basis for discussion both for college tutors and 
experienced teachers: 
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Stage 1 - Pre-operational 

1.1 Diagnosti c competence : Awarenes s of the nature and needs of 
students. 

- abilit y to analyse and use environmental background o f students. 

- abilit y to determine students' level of attainment. 

- abilit y to identify students' unique learning styles and problems. 

1.2 Subjec t matter competence. 

- acquaintanc e of teacher with the fundamental idea s and methodology 
of the relevant subjects of the school curriculum . 

1.3 Plannin g skills. 

- abilit y to state objectives in accordance with knowledge about 
nature and needs of students. 

- abilit y t o select and organise content for sequential and cumu-
lative learning, i.e. to allow each successive learning experience to 
build on the preceding one'. 

- abilit y t o choose/create appropriate materials and opportunitie s 
for learning. 

Stage 2 - Operational 

2.1 Teachin g competenc e 

2.2 Motivatio n skills (arousing , maintaining students' interest in 
pursuing learning goals) . 

Ability to; 

- prepar e students for classroom activities or establish a pre-
disposition to respond to learning. 

- hol d students' attention by varying teaching behaviour and learning 
activities. 

- recognis e and reduce non-attending behaviour. 

- mak e lessons relevant to students' intellectual, emotional, social, 
and other needs and concerns. 

- teac h so that students will experience success. 

2.3 Questionin g skill s 

Ability to: 

- as k probing questions which elicit more than superficial responses. 
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- questio n for divergent or open-ended responses. 

- as k higher order questions which require evaluative responses or 
application of concepts or principles. 

- encourag e student-initiated questions. 

2.4 Groupin g skills 

Use of knowledge of group processes and procedures to organise 
group work appropriate t o learning tasks. 

2.5 Proble m solving skills 

Ability t o create the setting for learners to practice the skill 
of problem-solving fro m identifying a genuine problem t o arriving at 
solutions. 

2.6 Us e of varied learning resources 

Ability to obtain and effectively use a variety of appropriate 
learning resources 

2.7 Closur e 

Evidence that the major points (concepts , principles) have been 
pulled together at appropriate stages of the lesson to enable learners 
to see the interrelatedness of old and new knowledge. 

2.8 Classroo m management and organisational skill s 

Attempts to make proper physical arrangements, maintain discipline 
create right classroom atmosphere and conduct class activities efficient-
ly. 

2.9 Teacher/pupi l relationship skill s 

Ability to create a psychologically safe atmosphere in which each 
pupil is accepted as he/she is, to accommodate pupils' ideas and to cater 
for their personal problems and needs. 

Stage 3 - Post-operational 

3.1 Assessment  competence 

Use of appropriate variety of assessment devices to ascertain 
whether objectives have been achieved and awareness of the value of data 
collected fo r subsequent teaching-learning activities. 

4. Genera l 
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4.1 Personalit y characteristic s 

Evidence of personal integrity , emotional stability , maturity and 
positive attitude towards teaching as a profession. 

4.2 Teacher/staf f relationshi p 

Efforts to cooperate with the Principal and staff and to participate 
in normal school activities. 

Supervision and Change 

The participants to the course were and are in positions of leadership, 
educational leadership , which recognises at least five main functions: 

1. T o help the people of the school community define their 
educational goals and objectives. 

2. T o facilitate the teaching-learning process and develop greater 
effectiveness i n teaching. 

3. Buil d a productive organisational unit. 

4. Creat e a climate for growth and emergence of leadership. 

5. Provid e adequate resources for effective teaching. 

These functions impinge on the work of all supervisors. Thi s section 
examines them in relation to the headteacher or principal. 

The pressures upon the headteacher are changing; the expectations of 
parents, of the education hierarchy, of employers and of the students in his or 
her charge place new responsibilities on the headteacher's shoulders. 

Participants examined selecte d responsibilities and broke these down into 
a number of specific behaviours which must be fulfilled i n order to match the 
responsibility. 

Development of Curriculum 

The New Headteacher: 

1. Plan s and organises the curriculum i n terms of the needs 
and interests of the pupils, teachers, and the community in 
which the school is located. 

2. Ensure s that pupils, parents, teachers and resource persons 
in the community cooperatively participate i n planning and defining 
the curriculum of the school. 

3. Participate s with other persons in the school communit y 
in formulating goals and objectives of the school which are in 
keeping wit h the national goals and educational policy. 
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4. Ensure s that the curriculum i s flexible and responsive to 
the changes in the community. 

5. Coordinate s the work of the different departments in order 
to ensure that the activities of the school are in keeping with 
stated aims and objectives of the school. 

6. Ensure s that the curriculum i s based on  th e abilities, 
interests, and ways of learning of the pupils. 

7. Ensure s that the suitable resources (staff , teaching-aids, 
equipment, etc.) are available for planning and executing the 
curriculum. 

8. Work s with teachers to define the context, the experiences, 
and the teaching methods that seem most suitable to achieve the 
objectives of the curriculum. 

9. Regard s evaluation as an integral part of the teaching/ 
learning process and thinks of evaluation in terms of diagnostic, 
formative and summative activities. 

10. Use s and encourages his staff to use a variety of test 
instruments to collect information about the pupils' knowledge, 
abilities, and attitudes. 

11. Provide s opportunities for teachers to acquire new subject 
matter and new knowledge about learning and teaching in their 
subject area. 

Administering of Students: 

The New Headteacher: 

1.. Know , accepts, and respects the abilities interests and 
aspirations of each student. 

2. Stimulates , encourages and builds upon the strengths of 
each student. 

3. Know s how to involve students in planning and decision-
making within their experience and level of maturity. 

4. Recognise s student's weaknesses, and assists the student 
in overcoming these. 

5. Recognise s good work and good effort, and praises the student 
for these. 

6. Provide s an atmosphere in which the student is motivated 
to develop his abilities, and engage in activities centred around 
his special interests. 

7. Make s provision for the health, safety, and welfare of each 
student within the school. 

8. Create s opportunities for each student t o develop proper 
values and acceptable social attitudes through cooperative 
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activities in which students participate in different ways. 

9. Establishe s procedures for collecting informatio n about the 
interests and aspirations of each student and sharing the information 
among staff members. 

10. Provide s opportunities for the student to assume leadership roles 
in his class, in the school from time to time, and also in the 
community. 

11. Accepts , and shares with the staff, the responsibility fo r the 
guidance and discipline of the students. 

Administering of School Building & Facilities 

The New Headteacher : 

1. Organise s regular checks on the state of repair of the school 
buildings and takes prompt action for correcting defects. 

2. Studies , with staff members, the adequacy or inadequacy of the 
physical plant and facilities and plans "for the best use of scarce 
resources. 

3. Interact s with official and unofficial agencies which possess 
the expertise and resources to carry out with despatch, repairs or 
redecoration when needed. 

4. Encourage s all persons in the school community (pupils , teachers, 
parents) to take proper care of and develop deep pride in the school 
building and facilities. 

5. Foster s in janitors, caretakers or ancilliary staff, a sense of 
pride in caring for the building and facilities. 

6. Ensure s that the building i s provided with adequate and suitable 
facilities, equipment and materials for conducting the programmes of 
the school. 

7. Encourage s members of the community t o develop respect for and 
pride in the school plant and facilities. 

8. Endeavour s to make the school a part of the community by making 
the school plant and its facilities available to responsible communit y 
groups (ex-pupils , parents, scouts, etc.). 

9. Organises , in collaboration with staff and pupils, regular fire-
drill routines. 

Managing of School Business 

The New Headteacher: 

1. Know s and uses proper managerial techniques in day-to-day running 
of the school. 

2. Make s adequate use of the skills of members of staff to manage the 
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affairs of the school. 

3. Keep s in touch with all school activities through the staff 
members who are responsible for conduct of the activities. 

4. Encourage s teacher participation in all aspects of school life. 

5. I s constantly seeking to find and use new management strategies 
for the effective running of the school. 

6 Use s his Knowledge of t he abilities, aptitudes and interests 
of his pupils to improve the efficiency o f the school. 

7. Know s the set of official rules and regulations under which 
the school operates, and interprets these to staff, students, and 
parents. 

8. Ensure s that school records and documents are kept tidy, accurate, 
and up-to-date and that the schedules for posting of these records to 
teachers within the school, to the filing places, and to the Ministries, 
are maintained. 

9. Encourage s teachers, pupils, parents and the community at large 
to participate and become involved i n the affairs of the school. 

Performing of Duties Related to Special Fields and Services 

The new Headteacher: 

1. Cooperate s with personnel of Health and Social Services in 
arranging for medical diagnosis and treatment of pupils. 

2. Organise s the school programmes so that the work of Special 
Services personnel (suc h as school psychologist, speech therapist, 
and guidance officers) can be easily accomplished . 

3. Conduct s special assemblies and programmes related to important 
national and international events (suc h as Caricom Day, Statehood Day, 
etc.). 

4. Ensure s that the school-meals programme is properly organised and 
conducted within the school. 

5. Make s adequate arrangements to accommodate and assist student-
teachers from teachers' colleges or other training institutions. 

6. Encourage s the conduct of research on aspects of teaching 
and learning within the school. 

7. Foster s pupil and teacher involvement in activities conducted 
within the community such as music, special festivals, Christmas 
programmes, carnival celebrations, etc. 

Organisational Chang e 

Many of the behaviours recognised by supervisors may not in practice be 
operative. I t is necessary t o institute change. Th e course participants 
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examined two examples. 

Exercise - Curriculum Development 

Many people in the community complain that our present school curriculum 
is too academic and does not make provision for teaching pupils practical 
skills which will enable them to become useful, self employed citizens. The y 
observe, too, that a large number of students obtaining GCE 'O ' levels 
cannot find work after leaving school. A s a positive response to this 
criticism it is necessary t o consider introducing more practical subject s in 
our secondary schools. 

List seven obstacles to a change which you have decided to initiate in 
your system and suggest ways of overcoming them. 

Obstacles 

1. Lac k of material resource s 

2. Lac k of financial resource s 

3. Lac k of physical facilitie s 

4. Shortag e of trained personnel 

5. Traditiona l stigma of manual 
tasks 

6. Reluctanc e to depart from 
traditional programme s 

7. Veneratio n of G.C.E. 'O ' level 
exams 

Ways of overcoming them 

1. Appl y for external aid 

2. See k voluntary contributio n 
in terms of manpower, finance, 
material from businesses, P.T.A., 
self help programmes 

Use available resources on 
a shared basis. 

(a) Par t time utilization 
of persons with technical 
experience and qualifications 
from the business sector. 

(b) Initiat e training 
programmes on day release 
basis. 

Mount public relation prog-
rammes justifying the need 
for persons with these skills 
and improved financia l 
returns for persons pursuing 
courses. 

Mount public relation prog-
rammes which show relevance 
of practical subject s to 
community. 

Pursuit of appropriate exam 
programmes in practical sub-
jects. Establis h local or 
regional certificatio n 
programmes. 

Exercise - Managing of School Business 

Proposed Change: Existin g school hours are 8.30 a.m. - 3.00 p.m. 
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A study group attending the course decided to change the above to 7.30 a.m . 
to 2.00 p.m. 

Reason for change of the school hours : 

(a) T o prevent congestion in buses 

(b) T o reduce incidence of absenteesim among staff members 

(c) T o allow both students and teachers to be more productive by 
using the hour gained after school in doing gardening, repairs at home, 
household chores and studying. 

Obstacles to change 

The group identifie d th e following to be affected by this change of 
school hours. 

(a) Parent s (b ) Teacher s (c ) Student s (d ) Transpor t (e ) Can -
teen Services. 

(a) Parent s 

Working parents would resist it because it would adversely affect 
their working hours. The y would have to get up earlier and send their 
children earlier to school. The y would experience some concern about 
their children's safety. 

Proposed Action 

The Group decided that the method of persuasion would be used to 
convince the parents of the necessity for this change in terms of the 
three reasons stated above. Thei r children's safety would be guaranteed 
because of proper supervision by staff on their arrival a t school. 

(b) Student s 

Students might find it difficult to get up early. Thi s might lead 
to unpunctuality. 

Proposed Action 

This could be overcome through P.T.A. meetings Where parents would 
be encouraged t o cooperate. 

(c) Teacher s 

Some teachers would resist the proposed change of increased res -
ponsibility placed upon them. Other s who are far from the school might 
be late. 

Proposed Action 

The School Principal would have to persuade the teachers by 
explaining the whole aim of the change. H e would use the services of 
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those members of staff known to be in. favour of the change to influence 
and persuade those teachers who seem reluctant and unconcerned. 

(d) Transpor t 

The most important obstacle here is the unavailability of trans-
portation because of the rush hours. 

Proposed Action 

Approaches would have to be made to the appropriate transpor t 
authority t o change their schedules to provide school buses for the 
earlier start of school. 

(e) Supportiv e services e.g. the canteen 

There might be a disruption of the organization of school meals. 

Proposed Action 

The persons concerned would be asked to bring forward the canteen 
hours by one hour. 

The group felt that changes of this type in schools should be initiated 
by the Principal with the cooperation of his staff. 

The stated aims/reasons for the change must be made clear to everyone 
who is or is likely to be affected. I f this is not done it would be difficult 
to bring about change. 

Change Institution s 

Within the Caribbean as with other parts of the Commonwealth', change can be 
effected throug h a number of institutions ranging from the classroom, through 
the school, a group of schools, a whole school system, professional associations, 
curriculum development units, teacher colleges, to units within a Ministry of 
Education. Chang e may be initiated to o by groups outside the educational 
system such as community groups, parents and employers. 

One of the best known means of planning and initiating change is the in-
service course. Group s on the course examined the pre-requisites for (a ) in-
service activity within a school and (b ) in-service activities within a school 
system. 

The results of discussion are listed below: 

(a) I n a school 

Planning 

(i) INVOLVEMEN T of staff, students and community at all stages. 

(ii) IDENTIFICATIO N of needs of staff, students and community by means 
of surveys, interviews, etc. 

(iii) LISTIN G of problems identified fro m survey. 
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(iv) SELECTIN G a particular problem or a group of related problems. 

(v) ESTABLISHIN G clearly defined objectives for the in-service 
programme with respect to the selected problem. 

Organising 

(i) STAF F MEETINGS in small groups and large groups. 

(ii) ALLOCATIN G specifi c duties to individuals and groups according 
to skills. 

(iii) UTILISIN G outside expertise and resources if necessary. 

(iv) ESTABLISHIN G a time frame. 

(v) SETTIN G UP mechanisms for feedback. 

(vi) SPECIFYIN G the procedures and foci. 

Conducting 

(i) IMPLEMENTIN G the programme. 

(ii) MONITORIN G at every stage. 

(iii) EVALUATIN G it s effectiveness. 

(iv) USIN G FEEDBACK for modifying programme. 

(v) POS T MORTEM ANALYSIS for future planning. 

(b) A  school system 

Planning 

(i) CONCEIVIN G ideas necessary fo r the successful execution of the 
programme. 

(ii) IDENTIFYIN G training needs through surveys, questionnaires, 
interviews, observations, test results. 

(iii) ANALYSIN G data received collaboratively from : 

Education Officers, head teachers, teachers, parents, students 
and community. 

(iv) FORMULATIN G clear and realistic goals and objectives. 

(v) ESTABLISHIN G collectively a priority rating of training needs 
identified. 

(vi) ASSESSIN G the feasibility of the programme within the constraints 
of the human, financial and other resources. 
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Organising 

(i) DECIDIN G the form of the programme, e.g., workshop, clinic, sem-
inar, visitations, etc. 

(ii) SELECTIN G resource personnel fro m within the system and the commun-
ity. 

(iii) RECRUITING resource personnel from overseas if local personnel are 
unable to meet the training needs identified. 

(iv) DETERMININ G suitable venues for meetings taking into account 
distance and available transport. 

(v) IDENTIFYIN G the target groups. 

(vi) OBTAININ G financial and material resources. 

Implementing 

(i) BREAKIN G DOWN functions into specific tasks. 

(ii) ENSURIN G that materials for the programme are available in good 
time . 

(iii) DELEGATING roles and functions of all persons involved. 

(iv) SETTLIN G deadlines for the completion of each task. 

Evaluating 

(i) MONITORIN G progress at regular intervals to determine necessity for 
modification. 

(ii) ASSESSIN G to what extent a completed programme has achieved origina l 
objectives. 

(iii) RECYCLE the results within the system. 
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COURSE ATTACHMENTS 

The fifth week of the nine week course was assigned t o attachments whereby 
participants might study aspects of educational management i n Barbados which 
would be of particular relevance t o the needs of their home country. Wit h 
the co-operation of the Ministry of Education, the Ministry of Finance, 
Erdiston Teachers College, and a wide variety of educational institution s 
participants sought to apply concepts studied i n the first half of the course 
to the process of management as they perceived i t in individual department s 
and offices. 

The following topic s and institution s were covered by th e attachments: 

Educational statistic s 

Educational plannin g 

Teacher trainin g 

In-service teache r trainin g 

Audio-visual aids 

Staff development i n primary school s 

Staff development i n secondary school s 

Curriculum development - social science, reading and English 

Vocational guidanc e 

Technical school s 

Comprehensive school s 

School meals 

Community college s 

Work of the Chief Education Officer and Senior Education Officers 

Extra curricular programmes 

The participants from Barbados spent thei r period of attachment i n St. Lucia 

and received valuable assistance from the Ministry of Education and Culture. 
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A REVIEW OF COMMONWEALTH REGIONAL TRAINING COURSES IN 

EDUCATIONAL ADMINISTRATION AND SUPERVISION 1977-197 9 

Background 

The series of regional seminars held between 1973-1975 highlighted th e 
need for trainin g provision at all levels of educational administration in 
the developing countries of the Commonwealth but paid particular attention 
to the role of principals, advisers, inspectors,and educatio n officers and 
their ability t o implement national policies and improve th e quality of 
education. Proposal s from thes e seminars and a recommendation fro m the 
Sixth Commonwealth Education Conference in Jamaica 1975 resulted i n a meeting 
of experts convened by th e Commonwealth Secretariat in Nairobi, Kenya 1975 
and charged with a fourfold task : 

(a) T o examine th e nature of the need for training 
educational administrators. 

(b) T o consider recommendations made for the training 
of supervisors and administrators. 

(c) T o formulate specific proposals regarding the 
content of trainin g courses. 

(d) T o propose ways and means of arranging trainin g 
courses. 

The report emphasized th e need for training requirements at all levels, 
outlined various training procedures and courses and recommended th e develop-
ment of regional centres based upon existing institutions such as universities 
and institutes of education. I n the context of this recommendation th e Report 
proposed: 

(a) Regiona l trainin g courses should be complementary 
to national training activities. 

(b) Fundin g for regional centres should be sought from 
governments, institutions, and international and regional 
agencies. 

(c) Th e need for additional buildings, staff and trainin g 
resources should be examined. 

(d) A  c o - o r d i n a t o r fo r th e Cen t res ' programme s shoul d 
be appointe d fro m wi th i n th e hos t i n s t i t u t i o n o n a  f u l l 
or p a r t tim e b a s i s . 

(e) Programme s should be run by local staff supplemented 
as necessary. 
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(f) Centre s should be answerable t o advisory committees. 

(g) Certificate s of attendance should be issued for 
short courses. 

Between 1977 and 1979 thre e regional trainin g courses were organised 
by the Commonwealth Secretaria t based upon national and regional institu -
tions in association with national governments: 

1977 Commonwealt h Africa Regional Training Course. 
University of Nairobi, Kenya. (1 2 weeks) 

1978 Commonwealt h Pacific Regional Training Course. 
University o f South Pacific, Fiji. (1 0 weeks) 

1979 Commonwealt h Caribbean Regional Training Course. 
University of West Indies, Cave Hill, Barbados. (9 weeks) 

The courses followed th e recommendations of th e Nairobi Report in a 
number of respects. The y were based upon existing institution s with a train-
ing capacity, the y drew heavily upon local staff and were co-ordinated on the 
spot by a course director from th e host institution. Fundin g came pre-
dominantly fro m the Commonwealth Secretariat (C.F.T.C. ) with assistance from 
the host institution and th e host government. Th e section on th e content of 
courses in the Nairobi Report provided a framework within which a course 
syllabus was developed t o meet the particular needs of the region in question. 

However, th e courses were single regional trainin g activities and did 
not form part of continuous support by th e Commonwealth Secretariat for 
regional centres of the typ e proposed by the Nairobi experts' meeting. Th e 
institutions, and many of the participants t o the courses recognised th e 
potential value of such a development. Th e Eighth Commonwealth Educatio n 
Conference i n Colombo 1980 examined an outline feasibility stud y for the 
development of regional centres and agreed tha t the Commonwealth Secretaria t 
should explore th e possibility o f developing increase d training capacity 
within existing individual institution s with educational administratio n 
expertise or of expanding regional trainin g capabilities. Shoul d such 
institutions, host and regional governments, and other agencies seek to 
establish a regional trainin g centre as part of the host institution, the 
Secretariat should facilitate discussions for this purpose and assist if 
necessary with th e provision of expertise for th e establishment of th e new 
capability. 

Training Course Objectives 

The trainin g courses sought a number of outcomes, expressed as follows 
in the Nairobi Report 1975 but translate d as appropriate t o the needs of each 
course : 

(a) Deepenin g participants' awareness of th e relationship 
between education and socio-economic development i n terms of 
planning for instrumental objectives and national goals; 

(b) Improvin g th e efficiency and effectiveness of 
participants i n their performance i n a specified tas k area; 

(c) Developin g an awareness among participants of the inter-
locking nature of thei r roles, by discussions, case studies 
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and group activities,involving headteachers, inspectors, 
and educational administrators i n á particular tas k area; 

(d) Assistin g participants t o identify particular task 
areas where trainin g in educational administration and 
supervision would be of benefit in their country and, by 
example, assisting the m to formulate and run programmes to 
meet such needs on an in-service basis. 

Course Syllabus 

An example i s provided by th e syllabus developed fo r the Barbados course 
outlined o n page .  i n all these courses tw o main blocks were distinguished, 
although th e distinction i n the practice of educational management i s an 
artificial one. Th e first block for four or five weeks concentrated upon a 
sequence of interlocking processes in the management cycle from planning 
through to evaluation, using theory and practice within a variety of struc-
tured situations. Th e second block focussed upon a number of specific task s 
common to the educational supervisor in areas such as the curriculum, in-
service training and community participation, and th e techniques , skills and 
attitudes that need t o be cultivated i n developing qualitative change. Th e 
core syllabus, provided by th e Commonwealth Secretariat and based upon the 
Nairobi report was adapted and redesigned i n consultation with th e local 
director and th e course consultants. Eve n then , to quote th e report of the 
Pacific course: 

'Provision was made during th e course for selection, 
adaption and omission of elements detailed i n the draft 
syllabus. Thi s function was undertaken by a steering 
committee which met weekly t o discuss the progress of 
course and consisted of th e course director, the assistant 
course director, the consultants and members of the course 
on a rota basis'. 

In addition to the course conducted i n the host institution, provision was 
made in each case for attachments t o departments or institutions of the host 
government i n order that participants could study one process or activity of 
particular relevance t o personal and national need. Thes e attachments lasted 
for one or tw o weeks and in the reports of the participants were one of the 
most beneficial aspects of the programme. 

Course Methodolog y 

Whilst th e director and th e consultants, who came from within and outside the 
region in question, planned and organised th e outline of the course, individual 
course units depended mainly upon th e contribution of experts and professional 
officers from the host institution and from th e educational institution s of 
the host country. Th e emphasis was placed upon learning from experienced 
practitioners. 

In order that thi s approach might be of greatest benefit, large parts 
of the trainin g course centred upon consideration of case studies, simula-
tions, role plays and group discussions, with the invited practitioners 
guiding th e sessions. Participant s were encouraged t o develop thei r own 
exercises in order tha t the y to o could utilise material of this typ e on 
national trainin g programmes based upon familiar situations in their home 
countries. 

99 



The degree t o which thes e methods were successful depended in part on the 
learning technique s familiar to che participants, and on th e familiarity of che 
staff of th e local institutions with such techniques. 

Course Participants 

Over the three year period th e regional courses catered for 64 participants 
from 37 Commonwealth member countries, associated state s and dependent 
territories. Al l 64 participants received bursaries from th e Commonwealth 
Secretariat (CFTC ) to attend th e courses. 

The participants came from thre e main categories of the educational 
service. First , principals and senior staff from educational institutions, 
such as schools and teache r trainin g colleges. Second , inspectors and 
advisers with subject responsibilities for the country or a part of the 
country. Thirdly , officers working in Ministries of Education or district 
education offices. Th e table below provides a breakdown for th e Pacific 
course which i s representative of all three courses: 

Job Title 

Head teacher (Primar y school ) 
Head teache r (Primar y school ) 
Deputy principal (Primar y school ) 
Principal (Junio r Secondary school ) 
Senior Tutor (Secondar y college ) 
Deputy Principal (Secondar y college ) 
Deputy Principal (Secondar y college ) 
Principal (Teachers ' college) 
Senior Education Officer (District ) 
Senior Education Officer (District) . 
Senior Inspector of Schools (Central ) 
Inspector of Primary School s (Central ) 
Secondary Inspecto r (District ) 
Supervisor of Middle Schools 
Executive Officer (Staff 
Development Unit) 

Education Officer (Central ) 
Education Officer (Central ) 
Education Officer (Central ) 
Education Officer (Central ) 
Education Officer (District ) 
Education Officer (District ) 
Education Officer (District ) 
Education Officer (District ) 
Education Officer (District ) 

No. of years in 
present post 

8 
4 
2 
3 
4 months 
7 
12 
4 months 
3 

n.a. 
4 
2 
n.a. 

8 months 
3 
3 months 
1 
6 months 
4 

2 

1 

No. of years in 
educational system 

14 
13 
9 
11 
4 
23 
22 
14 
20 
7 

n.a. 
38 
8 

n.a. 

12 
15 
13 
22 

20 
19 
17 
22 
23 

The participants came from th e middle levels of educational management and for 
the purposes of the course were thrown together in a heterogeneous group. 
This was both a strength and a weakness. I t was a strength in that the parti-
cipants were encouraged t o see more clearly the interlocking nature of their 
respective roles in the national educational system. I t was a weakness in 
that participants sometimes felt tha t the special needs of their own roles 
could not always be given sufficiently clos e attention. 
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Assessment and Evaluation 

(a) En d of course 

At the end of the course participants completed questionnaires of the type used 
for th e Barbados course the responses t o which are reproduced as Appendix 4. 

The following extracts indicate the reactions of all the participants to 
their particular course. Th e numbering refers to the paragraphs in the ori-
ginal reports. (Commonwealt h Africa Regional Training Course. Commonwealt h 
Secretariat 1978. Regiona l Training Course for the Commonwealth Pacific. 
Commonwealth Secretariat 1979 ) 

Africa, Nairobi 197 7 

4. Ther e was on the part of the twenty-two senior administrators a unanimity 
that the course was relevant, useful and provided neither too much nor too 
little in the way of course material. The y further agreed tha t the course con-
veyed an adequate variety of academic content and that the material under 
consideration was not to o high pitched in its presentation. Th e alternative 
offered i n this series of questions allowed no light and shade in the answers, 
nevertheless i t is clear that the participants found th e course material 
appropriate t o their needs. 

5. Th e ability of the course t o match the requirements of the stated 
objectives elicited a more varied response although overall ther e seems 
to have been no doubt tha t the objectives had been achieved. 

(a) Al l th e participants stated that th e course had achieved 
an updating of thei r own professional knowledge. Twelv e of 
the twenty-two participants indicated that this had been achieved 
in a more than satisfactory way (categorie s 'much ' and 'ver y 
much'). 

(b) Ther e was less enthusiasm with respect to the hope that 
the course would guide participants on how to improve their 
own general education. Fiv e participants indicated tha t the 
course had little impact in this direction and although the 
remaining responses were more favourable, no one indicated 
the 'ver y much' category. 

(c) Eigh t participants felt that th e course had achieved 
success at a high level when discussing professional skills 
and techniques for effective school administration and super-
vision but opinion was here widely spread across the 
questionnaire categories and it would have been revealing 
to know whether thi s sizeable minority reflected th e view-
point of one particular group of administrators with a 
distinctive role in the educational system . 

(d) Th e preparation of participants to act as resource 
persons in their home countries allied with th e skills to 
organise long and short term in-service programmes for 
educacional administration and supervision, showed that only 
two participants felt that th e course had failed in these 
two respects; a majority of 64 per cent of the group found 
that thes e objectives had been fulfilled t o the extent tha t 
they indicated th e categories 'much ' and 'ver y much' to 
both questions. O f necessity thes e answers pre-dated th e 
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participants return t o their home countries where th e 
objectives would find a practical expression and testing. 
The response i s in contradiction t o the feeling of one of 
the consultants tha t this area of the intention of the 
course was underplayed both in the minds of ch e partici-
pants and in the format of ch e syllabus. However , the 
response is likely to reflect th e individual experienc e 
of participants in the running of courses prior t o the 
Nairobi course and their ability t o relate th e course to 
existing national programmes. 

(e). Th e participants were less complementary when assessing 
the ability of the course to equip participants with written 
materials and sources of information for use in the running of 
training courses. Th e majority response tha t thi s was only 
satisfactory suggest s that th e trial handbook for supervisors 
should have played a central role in the structure of the 
course and in turn provided a guide t o the formulation of 
national programmes. I n another context participants suggeste d 
the desirability o f all th e written material tha t was produced 
for the course being brought togethe r in a single volume for 
their future use. 

6. Participant s clearly valued ch e range of experience available t o them; 
lectures, discussion, school visits, institutional attachment, trips within 
Kenya and th e informal discussion with colleagues which was an inevitable 
product o f a three month course. The y were also clear tha t they did not 
benefit from library reading; thi s was th e result of an insufficiency o f time 
and ch e daily regime of th e hotel which was some distance from th e university 
campus. 

7. Ther e was general agreement tha t the course as formulated should be a 
non-examinable, non-diploma course but tha t a certificate of attendance was 
a desirable form of recognition. 

8. I n assessing the degree to which different methods of instruction had been 
used during the course virtually all the participants recognized the dominance 
of lectures and group discussion. At  the other end of the scale it was clearly 
signified that individual assignments, case studies and written reports had 
been given only limited attention yet as the answers to the questions on course 
outcomes had indicated this form of activity was considered highly beneficial. 

9. Th e use and variety of staff on th e course was considered to be satis-
factory although th e point was made by some participants, as it had been by 
the consultants, that not all members of th e lecturing staff were sufficiently 
aware and prepared fo r the needs of the course members. 

10. Ther e was a near unanimous opinion tha t the heterogeneous group benefited 
from core courses, as for example th e theoretical underpinning provided by 
organization theory , but tha t homogeneous groups of principals or advisers or 
inspectors would have gained from small specialist groups studying particular 
functional tasks . I n thi s context th e final division of the syllabus into two 
main blocks, which had a role orientation, may have meant tha t on occasion 
individuals did not see th e relevance of their position t o the tas k area under 
discussion. Fo r a heterogeneous group to see the interlocking of the educa-
cional system and thei r individual roles within th e system, the conceptual 
approach indicate d i n the Content of Training Courses may provide a basis for 
accommodating th e variety of standpoints and backgrounds represented by an 
international group. I n this way elements of th e administrative process may 
be applied t o a variety of functional situations. 
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11. Al l participants felt tha t the course was neither to o long nor too short. 

12. Give n tha t the objectives of the course included th e preparation of 
participants to act as resource personnel and management trainer s in their 
own countries, a section was included at th e end of the course evaluation 
reports t o see what action was envisaged by participants in the way of 
organizing national training courses for heads of schools, administrators, 
and inspectors of schools. Dependin g on th e job of the individual participant 
there existed a clear intention to either initiate programmes as a part of an 
existing remit or report to ministries of education on th e desirability o f 
implementing courses. T o assess whether th e intentions found fulfilment th e 
Education Division of the Commonwealth Secretariat decided to contact parti-
cipants one year after the course not only to establish th e nature and success 
of any programme tha t had been undertaken but also to act as a centre for the 
transfer of this information to the other Nairobi participants, for it was 
felt that a network of exchange of this type would greatly further the work 
of individual administrators some of whom rarely benefit from the typ e of 
contact tha t was provided by the Nairobi course. Th e exchange of course 
outlines along with details of planning procedures for in-service courses are 
just tw o of th e aspects of training that would gain in their effectiveness 
from an interchange of experience. Preliminar y result s suggest an encouraging 
range of training activity i n 1977. 

13. Al l th e participants suggested tha t their own work would be positively 
affected by th e experience of th e course and the comments which are reproduced 
below have been included as a representative selection: 

Improvements i n my working relations with senior colleagues 
and counterparts in the field (provincia l and district staff, 
heads), throug h th e exchange of ideas and contacts and by 
consulting the m on resource materials in educational management. 

I intend t o improve on th e system of communication between 
this office and heads of institutions, communities etc. 

Decision making - a need to decentralize powers available 
to me. 

Involve staff and students more in the running of the 
school. 

Stress th e importance of advanced planning i n whatever 
school work i s undertaken. 

To try and involv e staff participation in decision making. 

To improve the teachers' education in my country by inte-
grating, for the first time , the teaching of school 
administration i n the curriculum. 

Help inspector s improve guidance on education goals and 
objectives among headteachers. 

More involvement of the community i n areas of school life. 

These comments are far removed from th e expressions of those in executive 
positions twent y years ago. Comment s on involvement, decentralization, 
communication, working relations and guidance, indicate the need for a co-
operation amongst all thos e within th e educational system if the implemen-
tation of national objectives are to find local school expression. 
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14. Th e final item on th e questionnaire allowed th e participants an open 
critique of the course as a whole. Th e variety of comment, some complimentary, 
some critical, concentrated mainly on th e practicalities of the course. Th e 
academic substanc e received relatively littl e attention. Thos e who did refer 
to the syllabus made tw o main points; one, the need for a greater emphasis 
to be given t o the economics of education at all levels, for it was argued 
that this was an area where few officers had received any form of theoretica l 
or practical training . Secon d was th e request for a clear theoretica l frame-
work int o which administrators could more readily see their day to day tasks 
in an ordered form. 

On ch e practical arrangements for th e course comment was made on the suitabi-
lity of staff, the desirability o f an attachment of direct relevance t o the 
functional role of th e individual i n question, the provision of comparative 
case studies, the presence of consultants familiar with th e problems of 
administration i n the region and th e availability of printed material for 
subsequent use on natonal programmes. There is in these respects a unity of 
thought with th e consultants. Mentio n was also made, as is to be expected 
on a course of thre e months, of the suitability of the accommodation and 
transport arrangements. Opinion s varied, but it is clearly importan t that 
for a group of senior educationalists, away from home for a protracted period, 
that careful pre-course consideration be given t o minimize th e likelihood of 
irritant inconvenience . 

Pacific, Fiji 1978 

100. Th e mid-term evaluatio n foun d broad approval for th e objectives and 
outcomes expected fro m th e course, with some variation of opinion, as there 
was throughout , on th e form which certification shoul d take . On e body of 
opinion felt that a course of ten weeks, of some intensity, should result in 
a more substantial qualification tha n a certificate of attendance. Th e 
alternative view held that the frank exchange of opinion amongst professionals 
from different backgrounds and roles, would have been hindered i f individuals 
had been conscious of an examination at th e end of the course. 

101. Th e relevance and variety of content was found acceptable although 
some participants highlighted th e difficulty o f meeting th e needs of 
personnel of different grades. 

102. Ther e was a welcome for th e variety of methodology use d on the course, 
with an emphasis on th e value of attachments, visits and th e direction of 
reading. Visitin g speakers with a detailed knowledge of the Pacific were 
greatly appreciated. Th e value of the written assignment was questioned, 
many administrators being unfamiliar with this type of individual task . 

103. Th e end of course evaluation showed little variation i n thought from 
the mid-term exercise. Wit h few exceptions th e aims and objectives of the 
course were though t to have been met in so far as thi s was possible on the 
course itself; future practice would be th e final arbiter. Conten t was 
thought t o be relevant, useful and adequate for the variety o f topic s which 
were explored. 

104. O n th e overall methodology o f th e course appreciation was bestowed on 
the lecturers and staff assigned t o the course and t o the programme of 
attachments. Insufficien t emphasis was thought to have been paid t o personal 
tutorials and th e value of the individual written assignment continued to 
have a number of detractors. Th e te n week tim e span was considered appro-
priate t o the structure of the course. 
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105. A s was th e case for ch e first regional training course held for 
Commonwealth Africa, che participants felt that more attention should have 
been given to course sessions for ch e whole group followed by activities 
for individuals and small groups of like status and professional need. 

106. A c ch e end of che evaluation participants were invited to write more 
freely on their general opinion and assessment of the course, and express 
their own intentions on th e ways by which ch e course could influenc e thei r 
future programme of work. 

107. Participant s recognized a variety o f ways by which the y could see 
themselves fulfilling some of the course objectives. I n the area of 
training a number of target groups were recognized: 

Primary schoo l headteachers and deputy head teachers 

Secondary schoo l head teachers 

Inspectors 

School committees and managers 

Youth and spor t organization s 

District education officers 

Community bodie s 

Courses were seen t o be of value in a number of areas: 

Curriculum innovatio n 

Planning - curriculum, timetabl e 

Evaluation procedures - within a school, school assessment 

Staff planning and human relations 

The interaction of elements within th e educational system 

Community involvemen t i n school development and vice versa 

103. Participant s recognized possible changes in the approach t o their own 
tasks. The y envisaged an examination of th e organizational structur e of their 
own departments, new forms of consultation with colleagues, discussion on 
new forms of school assessment, the planning of annual work programmes and an 
exploration of their own work i n the context of national aims and objectives. 

Caribbean, Barbados 1979 

The response of th e participants t o the Commonwealth Caribbean course is 
provided i n detail i n Appendix 4 which also indicates the format of the 
questionnaire administered to all participants at th e end of the three 
courses. 

In summary, the 13 participants, with one exception, considered tha t the 
course heightened their appreciation of ch e management process and felt that 
an understanding of ch e concepts to which the y had been exposed would improv e 
their effectiveness as educational administrators on their return home although 
their ability to implement training activities would be dependent upon their 
role and influence within ther national system. I t was agreed that the course 
assisted th e identification of training needs and provided useful idea s on 
the planning and organising of training courses. 
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The majority o f participants expressed thei r belief that ch e course had 
been effective i n increasing thei r understanding of their own roles in relation 
to other professionals i n the education system. The y also appreciated more 
fully th e relationship between education and national development, an under-
standing aided by discussion of the objectives, problems and practices of 
educational system s in the Caribbean. 

The variety o f methods used on th e course was well received. I n 
particular, appreciation was expressed fo r group work with colleagues both 
formally and informally. Ther e was a feeling tha t simulations and films 
could have been used t o greater effect but th e balance of instructiona l 
techniques employed was considered appropriate. 

Overall, the course was considered by seventeen of the participants 
to have been useful and successful i n meeting its objectives. 

b. Pos t Course 

After six t o nine months participants were contacted and requested t o answer 
a further set of questions. I n th e case of the Caribbean course thi s took 
che following form: 

(i) Whic h parts of the course do you now consider t o have 
been of th e greatest value t o you in the furtherance of your 
professional duties ? 

(ii) I n your view which areas of administration and 
supervision faile d t o receive th e attention the y deserved 
on the Barbados course? 

(iii) Which aspects of the course were of particular 
value in updating your professional knowledge? 

(iv) Wer e ther e specific skills and technique s examined 
on th e course which you have subsequently put into 
practice? I f so describe th e ways in which you have 
introduced th e new idea. 

(v) Ha s your approach t o your colleagues been affected 
in any way by your experience on the course? 

(vi) Ha s your approach t o particular administrative and 
supervisory task s changed i n any way since th e course in 
Barbados? 

In addition, participants were asked t o provide information both t o the 
Commonwealth Secretariat and t o the host institution on projects and 
training activities which the y had undertaken or initiated since their 
return home. O n th e basis of thi s information one issue of a regional 
newsletter was circulated by th e Commonwealth Secretariat t o all parti-
cipants. 

From th e evidence provided by th e participants and from th e reports 
of th e local course directors and th e course consultants it is possible to 
build up a picture of th e strengths and weaknesses associated with th e 
courses. Th e bulk of ch e evidence comes from the period at the end of the 
course; an assessment of th e multiplier effect is much more difficult t o 
gauge. Pos t course responses were as follows: 
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Africa course 6  out of 22 
Pacific cours e 6  out of 24 
Caribbean course 8  out of 18 

For. 20 participants i t is therefore possible t o indicate some specific response 
or responses either in personal attitudes and approaches to a task or more 
reliably i n relation to in-service trainin g activities initiated and developed 
in the participants home country. Thi s number increases slightly as personal 
contact has been made on liaison visits t o member countries undertaken by 
officers of the Education Division of che Commonwealth Secretaria t an d more 
importantly by members of th e host institution who have been able in some 
cases to provide some assistance to participants in the development of 
national programmes. Example s of work arising from experience on the courses 
include the preparation of written training units, the development of a 
curriculum centr e (base d very closely on th e results of a course attachment), 
new organisational form s within schools and offices and new approaches to 
evaluation i n schools and colleges. 

c. Summar y 

From the evidence of thes e course and post course reports allied t o comments 
made by course directors and consultants, there are a number of important 
points for consideration by th e Commonwealth Secretariat and host institution s 
for courses of this nature in the future. Th e more significant of these are: 

(i) Th e planning cycl e for the development of courses and 
ideally fo r their follow up should be longer tha n the time 
available for joint consultation i n the case of the three 
training courses. I n particular participating government s 
and individual s should be given sufficient time to comment 
on thos e issues which are most pertinent to thei r educational 
administration needs, and allow participants t o prepare 
national and job profile papers as essential item s for the 
course in order that this information may be a central input 
to the development of the syllabus. 

(ii) Similarl y th e Course Director, the Consultants, and 
whenever possible th e local staff should have th e opportunity 
on the basis of evidence provided by the participating 
governments to prepare units and studies directly appropriat e 
to che known needs of th e group. An d t o prepare the resource 
material i n such a way tha t it can be used by the participants 
and by colleagues within th e region on subsequent national 
training programmes. 

(iii) Consideration shoul d be given t o specific follo w up 
activities as a part of th e concept of the course. Thi s 
could tak e ch e form of specific projects sanctioned by 
governments and developed as a planning exercise on the 
course. Th e project in che home country could be monitored 
by the host institution, funds allowing,and th e reconvening 
of ch e group for a third element of the course would allow 
a valuable appreciation of seeing an instance of managed 
educacional change through ch e first cycle of its existence. 
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(iv) Th e series of seminars and courses concentrated upo n 
a particular but mixed group of educational personnel. 
Whilst ther e are undoubted merits in the heterogenous group 
future courses may wish t o pay more specific attention to 
the needs of single role groups. Alternativel y course s 
could concentrat e on particular tasks. 

The Eighth Commonwealth Education Conference has made 
reference t o needs of senior policy makers t o attend seminars 
on the management of change, and also makes reference t o role 
specific groups such as school principals. 

(v) Th e course objectives should be stated with sufficien t 
precision t o allow post course evaluation i n a way tha t will 
indicate changes of administrative and trainin g practice. 

(vi) Al l who participated i n the course agreed that the study 
of theory and practice must be firmly grounded i n the social 
and economic contex t of the region and th e countries within it. 

(vii) If at all possible contacts established by the course 
should be maintained preferably by the host institution. Th e 
establishment of a network which can channel news of innovation 
should be an item on th e course agenda. 

d. Recommendation s 

In th e case of th e Pacific and Caribbean courses, the participants put forward 
a number of recommendations for consideration by th e Commonwealth Secretariat , 
National Governments, and Host Institutions. 

Pacific 197 8 

109. Participant s also formulated a series of recommendations addressed to 
the University o f th e South Pacific and th e Commonwealth Secretariat. Th e 
recommendations are not in order o f emphasis and are seen as closely inter -
related: 

(a) Th e participants would welcome continued contac t with 
the Institute of Education, notably i n the form of visits to 
members from Institute staff. I t was suggested tha t in the 
first instance such a visit might tak e place within a few 
months of th e end of the course t o maintain th e momentum 
provided by th e Suva gathering. 

(b) Som e members, but not all, would welcome th e opportunity 
to undertake a monitored project on one particular aspect of 
their work. 

(c) Cours e members would wish t o maintain link s with thei r 
colleagues and t o learn of programmes and innovation s which 
they have initiated . I t was recognized tha t a central liaiso n 
body could best serve thi s function. 

(d) Th e members suggested a re-covening of the group i n a 
year or eighteen months tim e for a short course centring on 
their work experience in the light of the initial programme. 
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(e) Som e of the course members wished to see the ten-week 
course as the first element of a programme leading to a re-
cognized award, for example a diploma in educational admin-
istration at USP. 

(f) It  wa s suggested that an association of educational 
administrators in the region might further the professional 
development of administrators in the Pacific. 

(g) I t was hoped that the Institute of Education at USP 
and the Commonwealth Secretariat might be able bo forward 
relevant professional information to participants. I n a 
broader context, the participants expressed the wish to 
receive information on the Commonwealth about which they 
know little. 

Caribbean 1979 

It was not possible within the package of the course to design specific 
follow up procedures. Th e items which follow were discussed and agreed upon 
as recommendations at the final meeting of the course with the hope that 
appropriate action would be taken by the Commonwealth Secretariat and/or 
the University of the West Indies. 

(a) Th e participants identified a number of lines of action 
which they wished to pursue or initiate in their own jobs. 
It was accepted that these were good intentions which might 
well be hindered by volume of work, position in the educational 
hierarchy, job mobility and a lack of resources. However , 
at the end of the course many good intentions were in 
evidence and it was felt important that the informal network 
which had been established be maintained so that participants 
could be acquainted of the innovative work of their colleagues 
and others in the wider Commonwealth. Th e Education Division 
of the Secretariat and the School of Education, UWI were 
seen to have a role to play here, especially the latter. 

(b) A s was the case in Nairobi and in Suva the Barbados 
course generated a variety of training material which was 
conceived as appropriate to the Caribbean context. Tw o main 
points emerged from a recognition of the value of training 
resources for individual and national purposes: 

(i) Ther e exists already a range of materials 
within the Caribbean produced by governments, 
international agencies, publishers and individuals. 
Some of these materials were on display during the 
course but for the most part it was felt that a 
survey was called for which would indicate those 
training materials which are available and the dis-
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tribution policies which are practised by the 
organizations in question e.g. UWI, Caricom's 
Educational Desk, Carsea, OCOD etc. I t was re-
commended tha t the Secretariat undertake such a 
survey i n association with the School of Education 
and that th e results be disseminated throughou t 
the region. 

(ii) Availabl e material not withstanding, it was 
agreed tha t there would be considerable value in small 
groups of educational administrators in the Caribbean 
meeting togethe r to produce training course modules and 
units for use in the countries of th e Commonwealth 
Caribbean. Th e Course Director, Rudolph Goodridge saw 
this as a role which the School of Education could co-
ordinate and one for which support would be sought from 
CFTC. A  number of participants on the Barbados trainin g 
course would be able t o make valuable inputs t o a pro-
gramme of workshops. Th e School of Education Cave Hill 
intends to formulate a proposal of thi s nature and would 
seek, with th e support of national governments', bursaries 

for participants from CFTC. 

(c) Som e of the discussion time was given to the desirability of 
there being a permanent regional centre which would provide short 
term trainin g courses for educational administrators in the Common-
wealth Caribbean. Thi s proposition evinced no hard and fast 
feelings either way, rather, the discussion concentrated upon how 
any form of course, in a centre or otherwise could attempt to ensure 
the multiplier effect which is one of the major objectives of the 
training course programmes. On e proposition was that it would 
be desirable to incorporate the design of specific national innova-
tions within the training course so that governments could take this 
into account when putting forward nominations. I n the period of 
approximately on e year th e project would be implemented and, with the 
agreement of governments it would be monitored and assisted by the 
staff of the regional institution. A  thir d stage would be the 
re-covening of th e group t o prepare material on the successes and the 
failures of thei r venture. Thi s has many implications for the size 
of the course, methods of instruction and monetary and time commit-
ments but th e three part programme would centre upon training the 
trainers in a way which the present course structure finds difficult 
to ensure. 

This approach was welcomed by th e participants in Barbados 
as it had been in the Pacific. I t is akin to the approach adopted 
by the Youth Division in some of its work and deserves consideration 
when th e next stage of th e Secretariat's work in educational 
administration i s under examination. 

(d) Th e one chief education officer on the course made a plea for 
short courses for officers of his level seeing this as one way by 
which new ideas and methods would find more ready acceptance in 
educational planning. Thi s view has also been put forward by the 
Senior Officials Meeting held in London in July. 
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APPENDIX 1 

CONTENT OF TRAINING COURSES 

The basic consideration of course construction was agreed to be that whatever 
participants acquired through training should help them to do their jobs more 
effectively. I n particular, courses should help educational administrator s 
and supervisors to relate the areas for which they were primarily concerne d 
to socio-economic developmen t and national objectives at different levels of 
planning; to enable them to see the educational system and its linkages as a 
whole; to improve their co-ordination of the sub-systems in which they 
operated; and to manage people, funds, and facilities more effectively. 

Courses should be essentially practical. Thi s did not mean that they 
should be arranged as a series of unrelated activities strung together like 
a string of sausages. Cours e design should be based on a sound conceptual 
framework and should be structured t o help participants interpret their own 
experience in relation to this framework and to extend tha t experience through 
a sequence of learning situations including practical visits and attachments. 
Participants should be better equipped to tackle problems which they had 
already encountere d and to develop strategies for dealing with new problems 
which would arise in a changing situation. Course s should therefore blend 
together training in specific ways of handling specific problems and a greater 
awareness of the principles which underlie the problems and th e techniques of 
problem solving. 

Training should focus on task areas common to administrative and super-
visory staff (includin g headteachers and deputies, inspectors, supervisors 
and education officers). I n this way the understanding of basic concepts 
could be related t o practical training in the administrative processes of 
planning, decision making, organizing, co-ordinating, communicating, influ-
encing, and evaluating in each task area. A  course could cover one task area 
or a selection of conceptually related areas according to the time available 
and the particular needs of participants. Trainin g in different task areas 
could be arranged t o provide a common course as part of specialist courses 
for administrators and supervisors. 

Concepts Tas k Areas and Administrative Processe s 

(a) Organizatio n Nationa l objectives - Planning and evaluating education 
theory, aims, goals programme s in relation to national objectives and 
and objectives instrumenta l targets for social and economic development; 

implementation, supervision and support of development 
projects. 

(b) Huma n Pupil s - Grouping of pupils, setting and streaming: 
relations and allocatio n of pupils to courses; academic and pastoral 
creative deve- counselling ; assessment procedures (interna l and 
lopment of external) ; recording of pupil progress and skill 
potential profiles ; control of pupil-behaviours. 
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(i) Leadershi p 
and decision 
making in formal 
and informal 
organizations* 

Staff - Assessment of needs; recruitment selection, 
and induction of staff (as applicable); conduct of 
supervisory discussions, principal-teacher, and 
inspector-teacher; preparation, conduct and follow-
up of staff meetings; co-ordination of auxiliary 
staff and para-professionals; staff development 
(internal, and by external in-service courses); 
self-evaluation of staff and progress reviews; 
continuing professional development and pro-
fessional ethics. 

(ii) Grou p dyna- Communit y - Programming school community contacts; 
mics, power, us e of community expertise and resources in school 
structures, organi- programmes ; integration of school interests with 
zational development area s of community concern; involvement of teach-

ing staff in out-of-school education and community 
development; role of parents associations, school 
committees and boards of governors. 

(c) Manageria l concepts Managemen t - School management system; channels of 
and programme development 

(i) System s 
theory 

(ii) Curriculu m 
development and 
learning theory 

communication; network and critical path analysis; 
identification of routine and developmental activi-
ties; delegation of duties or responsibilities; 
improving consultation sideways, upwards and down-
wards; allocation, and use of resources; office-
routine, record keeping, simple accounting procedures. 

School programme - Curriculum planning, implemen-
tation strategies and evaluation; assisting adap-
tation in relation to local environment and 
individual abilities; lifelong education; balance 
and assessment (internal and external) of school 
programmes and activities; support needs and 
motivation - use of library facilities and teaching 
materials, inter-school co-operation and subject 
associations; rationale and procedures for piloting 
new curricula; feed-back channels. 

(iii) Course design Trainin g - Development of training skills and 
and appraisal technique s including course design and appraisal; 

development of national in-service programmes in 
educational administration and supervision. 

(iv) Evaluatio n Evaluation - Preparation of tools of information 
and evaluation; the implication of such tools; 
the basis and methods of test construction. 

Expected Outcomes 

Courses could be expected to achieve the following outcomes: 

(a) Deepenin g participants awareness of the relationship 
between education and socio-economic development in terms of 
planning for instrumental objectives and national goals. 

*The concepts indicated under (b), (i) and (ii) provide a framework for all 
three task areas, relating to pupils, staff and community. 
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(b) Improvin g the efficiency and effectiveness of parti-
cipants in their performance in a specified tas k area. 

(c) Developin g co-operative attitudes among participants 
towards the interlocking nature of their roles, by discussions, 
case studies, and group activities involving headteachers, 
inspectors and educational administrators in a particular task 
area. 

(d) Assistin g participants t o identify particular task areas 
where trainin g in educational administration and supervisio n 
would be of benefit in their country and, by example, assisting 
them to formulate and run programmes to meet such needs on in-
service basis. 

Structure of Training 

The training programme would comprise seminars, workshops, case studies and 
simulation exercises. Lectures , if needed, should be at a minimum. Ther e 
would be observation of the appropriate administrative process within a 
particular school or district of the education system in the host country of 
the regional centre. Thi s might take the form of a practicum arranged during 
the course to enable participants to undertake a period of internship in the 
host country. Th e particular mode of the practicum would depend on avail-
ability of suitable institutions , adequate supervisions, costs, and th e 
individual needs of participants. 

The professional group identified as supervisors and inspectors are 
concerned with ensuring effective implementation of policy and perform both 
advisory and evaluative functions. The y could profitably trai n with admin-
istrators at some other levels on courses as suggested above. Alternatively , 
special courses could be provided for supervisors, developed on the basis 
of clinical supervision and extending those skills to wider contexts after 
participants had trie d out the skills for an extended period in supervision 
of teaching staff. 

The following skills should be developed; observing, interviewing, 
counselling, report-writing, researching and linking teacher s with thei r 
colleagues and with th e headquarters. 

Participants would be trained in these skills through a basic course 
unit: The Supervisor and th e Teacher, concentrating on how to help teacher s 
analyse their own (ad d each other's) teaching performance and its outcome in 
relation t o pupil learning and behaviour. Th e course would cover technique s 
of clinical supervision: 

Planning 
Observation 
Analysis 
Treatment of teachers' classroom performance 

Incorporated i n this unit would be a period of extensive practice for parti-
cipants, to include visiting a school with their senior inspector or a course 
tutor. 
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The second part of the course would compris e two further units: 

The Supervisor and the School 

(a) Technique s of organization development: communication 
flows, effective meetings, goal clarity. 

(b) Inter-grou p and inter-rol e conflicts, procedures for 
problem-solving an d decision-making. 

(c) Crisi s management. 

The Supervisor and the System 

(d) Curriculu m development and evaluation. 

(e) Staf f development. 

(f) Publi c relations and community involvement . 

(g) Strategie s for implementing change. 

Participation i n the courses would be expected b o improve the efficiency 
and effectiveness of participants i n the performance of their duties. The y 
would be expected t o develop new attitudes to their role - a stronger commit-
ment t o its supportive functions and a clearer understanding of the functions 
which the y already performed on an intuitive basis. The y would be expected 
to acquire and develop new skills particularly i n the area of guiding teacher s 
to more effective performance of their duties and i n the management of change 
to implement policy i n education. I t was expected tha t participants in 
courses at a regional centre would perform a training function after their 
return home. 

It was felt, however, that the initiative take n by some ministries of 
appointing an officer specifically t o be responsible for the development of 
in-service programmes was a valuable development and tha t such officers would 
profit from the courses conducted specifically fo r the training of trainers. 
Such courses would use either of the course models described above, and with 
regard C o those areas, would especially demonstrate th e development of 
training methods. Cours e design and appraisal would for m a component of che 
course, providing opporcunity fo r ch e study and development of training skills 
and techniques . 

Evaluation 

Evaluation would be done by participants, staff and ch e participating 
countries. Th e participants would evaluate themselve s and also th e course. 
Staff members would evaluat e th e achievement of thei r participants and also 
che effectiveness of the course. Participatin g countries would evaluate both 
the effectiveness of th e officers the y send and ch e effectiveness of the 
course offered t o the participants. Follo w up of the participants would be 
needed for feed-back. 
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APPENDIX 2 
LIST O F PARTICIPANT S 

A n g u i l l a 

Mr. A . R i c h a r d s o n 
A s s i s t a n t S e c r e t a r y 
M i n i s t r y o f S o c i a l S e r v i c e s 

Barbados 

Miss C . Arche r 
Educa t ion O f f i c e r 
M i n i s t r y o f E d u c a t i o n an d C u l t u r e 
Bridgetown 

Bermuda 

Mr. J. S. Richards 
Chief Education Officer 
Department of Education 

Cayman Islands 

Mr. 0. Rankine 
Education Officer 
Grand Cayman 

Grenada 

Mr. S. Charles 
Assistant Education Officer 
Ministry of Education, 
Youth and Social Affairs 

St. Georges 

Guyana 

Mr. T. Ramjattan 
Headmaster 
Corentyne 

St. Kitts 

Mrs. D. Richardson 
Principal 
Teachers Training College 

Antigua 

Mr. J. Knowles 
Education Officer 
Ministry of Education and Culture 

Barbados 

Mr. G. Braithwate 
Education Officer 
Ministry of Education and Culture 
Bridgetown 

British Virgin Islands 

Mrs. I. Turnbull 
Education Officer (Teache r Training) 
Department of Education 
Tortola 

Dominica 

Mr. W. Fevrier 
Principal 
Grand Bay 

Guyana 

Mr. F. Arokium 
Headmaster 
Georgetown 

Montserrat 

Mr. J. Daniel 
Principal 
Plymouth Junior Secondary School 

St. Lucia 

Miss T. Mason 
Education Officer 
Ministry of Education and Culture 
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St. Vincent Trinidad and Tobago 

Mr. W. Ryan 
Education Officer 
Ministry of Education 
Kingstown 

Mr. R. Chester 
Schools Supervisor 
Ministry of Education and Culture 
Port of Spain 

Trinidad and Tobago 

Mr. F. Thomas 
Schools Supervisor 
Ministry of Education and Culture 

Turks and Caicos 

Mrs. G. Been 
Headteacher 
Salt Cay 

Course Director 

Mr. R.V. Goodridge 
Director 
School of Education 
Cave Hill, 
University of West Indies 
Barbados 

Course Consultant 

Dr. M.K. Bacchus 
Professor, 
Sociology of Education, 
University of Alberta, 
Canada 

Commonwealth Secretariat 

Dr. M,N. Haq, 
Assistant Director, 
Education Division, 
Commonwealth Secretariat 
(14-20 May 1979) 

Mr. S.E. Packer, 
Education Officer, 
Education Division, 
Commonwealth. Secretariat 
(8-13 July 1979) 
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APPENDIX 3 
DAILY TIMETABLE 

Week 1 Resource Persons 

14 May 

15 May 

16-21 May 

Opening ceremony. 

Introduction to the course. 
Present and emerging role of educa-
tional administration in the Caribbean. 

Factors influencing the goals or 
objectives of educational institutions: 

a. Ho w national development policies 
are set and educational policies 
fitted into the national 
framework. 

b. Ca n education play an effective 
role in national development and 
social change? 

c. Wha t conflicts arise between 
economic development and the 
goals of education? 

d. Th e allocation of resources 
between educational and economic 
projects. 

Leslie Atherley 

Grace Branker 

Joyce Cole 

Erskine Sandiford 

Leonard Shorey 

Week 2 

22-24 May Interpersonal relationships in admini-
strative settings. A n examination of 
role, role set, role taking and role 
making, intergroup and inter-role 
conflict, perception of self and others, 
power, leadership and authority in 
schools and ministries: 

a. Wha t relevance do these concepts 
have for understanding behaviour 
in an administrative setting? 

b. Use s and limitations of authority. 
Power in the administrative 
hierarchy. 

c. Professiona l competence and 
legitimacy vis a vis legal 
authority. 

d. Overcomin g the obstacles which 
hinder productive inter-personal 
relationships. 

Anthony McMullan 
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Week 3 Resourc e Persons 

25-29 May Organisationa l structures. Th e M . K. Bacchus 
dynamics and productivity of 
institutions. Motivatio n and 
morale. 

a. Th e goals of educational 
organisations and business 
organisations. 

b. Th e influence of goals on 
organisational structure. 

c. Wh y is the clarity of goals 
important to prevent role 
conflict? 

d. Th e problems of achieving clarity 
of goals in a school setting. 

e. Difference s between publicly 
stated goals and operational 
goals. Wha t are the 'real' goals? 

f. Ho w does a hierarchically 
structured organisation distort 
communication and reduce 
creativity and productivity? 

g. Ar e these ideal structures for 
schools and Ministries? 

30-31 June Decisio n making: Earl e Newton 

a. Ho w does leadership style 
affect the nature of decision 
making? 

b. Ar e there leadership styles 
which positively affect parti-
cipants in the decision making 
process to implement decisions? 

c. Decision s of 'certainty' and 
'uncertainty'. 

d. Delegatio n of responsibilities 
and specification of roles. 

e. Staf f meetings. 

f. Interviewing . 
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Week 4 Resource Persons 

5-6 June a . Structur e and organisational 
dynamics of a Ministry of 
Education. 

Daphne Millington 

Week 7 

Ministry, school and community 
relationships. 

6-8 June Allocation and use of resources 
within a school. 

R. M. Nicholson 

Week 6 

Management of change and 
innovation. 

Week 5 

11-15 June Cours e attachments. 

18 June Oral reports and discussion of course 
attachment. 

19 June Aims and objectives of supervision Senior officers of the 
Ministry of Education, 
Barbados. 

20 June Principle s of effective supervision. 

21-22 June Rol e and functions of the school 
supervisor. Technique s of school 
supervision. Evaluatin g the 
effectiveness of school supervision. 

G. Brathwaite 
D. Jordan 

25 June The elements of the curriculum. Desmond Clarke 
W. King 

26 June Th e curriculum process and the supervisor 
supervisor. 

Desmond Clarke 
C. Glean 

27 June Curriculum innovation Desmond Clarke 
C. Glean 

119 

b . 

a . 

b . 



28 June 

29 June 

The supervisor and the curriculum 
in the school setting. 
Designing programmes. 

Practical activities. 

D. Clarke 
C. Glean 
D. Clarke 
C. Glean 
W. King 

Week 8 

3 July 

4 July 

5 July 

Job requirements and interviewing. 
Self evaluation schedules for 
Education Officers and Headmasters. 

Caribbean Examinations Council. 

Leadership and delegation of authority. 

Educational aid in the Caribbean. 

Earle Newton 

Earle Newton 
CXC Panel Members 

Earle Newton 

Earle Newton 
Representatives of aid 
agencies 

Week 9 

5-11 July Supervisio n and the improvement of 
instruction. 

12 July Cours e evaluation. 
Closing ceremony. 

Desmond Broomes 
Gerald Rose 

R. V. Goodridge 
E. Newton 
S. E. Packer 
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APPENDIX 4 

THIRD COMMONWEALTH REGIONAL TRAINING COURSE 

IN EDUCATIONAL ADMINISTRATIO N 

Summary Evaluatio n 

Caribbean 1979 

The course team in Barbados administered an evaluation questionnaire in the 
last week. Thi s summary include s most of the items included in the questionnaire. 

Aims and Objectives 

1. T o what extent do you consider that your appreciation of the adminis-
trative process was deepened? 

Very much 8 Muc h 9  Littl e 0 Ver y little 1 

2. D o you consider th e concepts to which you were exposed relevant to the 
practice of educational administration as you have experienced it in the 
Caribbean? 

All the concepts seemed very relevant 10 

Most o f the concepts were relevant some not relevant 8 

Most o f the concepts were irrelevant though some were relevant 0 

Nearly all the concepts were irrelevant 0 

3. Ho w much, if at all, do you think these concepts might help you to 
improve your effectiveness as educational administrators when you return 
to your jobs? 

Very much 7 Muc h 9  Littl e 2 Ver y little 0 

4. Ho w much do you think the course will help you in your supervisory 
role? 

Very much 7 Muc h 10 Littl e 1 Ver y little 0 

5. Ho w much do you think that the course has increased your awareness of 
the relationship between education and socio-economic development i n planning 
for national aims and objectives? 

Very much 5 Muc h 10 Littl e 2 Ver y little 1 

6. Ho w much do you thin k that group work, involving administrators in 
different branches of the educational system, was useful in giving you or 
reminding you of the perspectives and interests of various professional 
groups in education? 

Very much 6 Muc h 6  Littl e 1 Ver y littl e 0 

7. Ho w much do you chin k tha t you have learnt about the educational prac-
tices and problems in the other countries of the region which might help to 
increase your awareness of your own educational problems? 

Very much 6 Muc h 11 Littl e 0 Ver y littl e 1 
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3. Ho w much do you thin k tha t the course has helped you t o develop an 
awareness of the need for national in-servic e courses in educational 
administration and supervision ? 

Very much 5 Muc h 11 Littl e 2 Ver y littl e 0 

9. Ho w much has the course enabled you t o better identify in-servic e needs 
for personnel i n your education system? 

Very much 3 Muc h 14 Littl e 1 Ver y littl e 0 

10. Ho w much has this course helped i n giving you ideas about how you might 
help run in-service courses? 

Very much 8 Muc h 9  Littl e 1 Ver y littl e 0 

11. Th e course attempted t o provide a variety of learning experiences. 
How much do you think you have gained from each method? 

Very littl e 

0 

0 

0 

0 

0 

0 

0 

1 

Participants pre-
sentation 

12. O f the instructional methods listed below which was used adequately, 
which could have been used less and which could have been more? 

'Mini Lectures' 

Class discussion 

Working and dis -
cussing in groups 

Attachment 

Informal discussion 
among colleague s 

Reading 

Case studies 

Simulations 

0thers 

Film 

Very much 

5 

6 

14 

3 

10 

3 

5 

5 

Much 

12 

9 

4 

14 

7 

11 

11 

11 

1 

Lit" 

1 

2 

0 

1 

1 

4 

2 

1 

1 

Lectures 

Film and discussion 

Group discussion and 
assignments 

Case studies 

Simulation 

Just right 

12 

7 

10 

15 

7 

Used more 

6 

10 

4 

1 

11 

Used less 

0 

1 

2 

CM 

Others 
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13. Overal l was the use of a variety of instructional approaches effective 
or did it confuse? 

Effective Fairl y effective but to o Effectiv e at time s Confusin g 
much variety confusin g at others 

13 1  4  0 

14. Durin g th e period of the course you were put into different groups. 
Would i t have been better t o stay with the same group all the time? 

Yes N o 

0 1 8 

15. D o you thin k that there should have been an examination at the end 
of the course and a formal certificate based upon the result? 

Yes N o 

1 1 7 

16. Wa s the course: 

Long enough To o long To o short 

7 9  2 

17. Fro m th e point of view of a practising educational administrator did 
you consider th e course content and objectives to be: 

Yes N o 

Relevant 1 8 0 

Useful 1 8 0 

Too much 4  1 4 

Too little 3  1 3 

Adequate on variety 1 7 0 

Too theoretica l 2  1 4 

A good balance of theoretical 
and practical issue s 1 6 2 

18. A n overall assessment of the course: 

A very worth-while expereince - very useful 1 7 

Most of the course was useful although some of 
the activities were irrelevant or useless 2 

Most of the course was not really useful 
although some of it was 1 

A waste of an administrator's time 0 
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