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Abstract

This research concerns itself with an educational organisation
(Scottish Central Institution) and an important intra-organisational

process, namely new course development.

The Scottish Central Institutions provide a variety of wmainly
vocationally orientated C.N.A.A., validated degrees outwith the
traditional university sector of higher education, The locus of this
particular research is a small college engaged over the past years in a
multiple process of upgrading a range of diplomas into first degrees as

well as evolving into new degree areas.

New course development is often and generally portrayed as a rational,
planned and an eminently manageable organisational process. The basic
thesis of this research eschews such a notion and assumes that it is a
complex, diverse and problematic activity., It is conceptualised as a
nexus of social constructions, individual and group, which are imbued
with the internally situated aspects of culture, ideclogy and knowledge.
These internal components of the organisation's milieu are themselves
open to the external influences of a disparate set of organisations,
groups and individuals, New courses are developed out of such an

amalgum of social forces and constructions.

Theoretically, the research is informed by the interpretive paradigm of
sociology applied to the organisational context, The social
phenomenological perspective provides its descriptive and analytical
focus, As such, interpretive sociology offers an established and an
alternative view to the predominant functionalist literature in the

organisation field.

Phenomenology is directly concerned with +the meaningful lived
experiences of individuals. It provides the researcher with meanings
and understanding generated by the individual's own daily experience of
organisational affairs and events., Social reality thus lies deep within
a network of typifications which individuals use to make sense of the

situations in which they find themselves.



The complexity of devising new degree courses was addressed around
four assumed critical variables - culture, ideology, knowledge and
environment. Six “academics reconstructed and reflected their
individual experiences and interpretations of new course development by
talking about the college's environment, their own discipline ares,
teaching and research, the impact of college structure and processes,
formal and informal. The in vivo, semi-structured, recorded material
constituted the data base for the research. The academics represented
diverse disciplinary areas, college hierarchy, a range of active
curricular experiences, disparate philosophical and ideological
orientations, and included the traditional and contemporary voices of

education.

The oral material was authentically reproduced into written protocols
which formed the ©basis for the individual phenomenological
descriptions. Each transcript was analysed to reveal the invariants of
perception ({(emergent themes) and was further examined to educe the
underlying structure of the conscious experiences (essences/universals).
This procedure was repeated for each transcript and then combined to

compile an organisational profile.

This research has found that new course development is a multi-levelled
and multi-faceted social process. The college and its formal processes
are differentially perceived by the academics and there clearly exists
sharply defined arenas of ‘organisational reality' - +the political,

bureaucratic and professional (academic).

The political arena manifests itself in diverse micro-politics -
interdepartmental and committee, contested rescurce allocations, formal
and informal pressure groups, subversion of formal processes, overt
engineering of planning and so on. Conflict sustains and constructs
alternative realities which challenge the imposed definitions and

interpretations provided by the formal organisation.

A bureaucratic sphere of ofganisational reality evolved out of the
formal processes and practices associated with developing new courses.
This arena constitutes the reality of institutional life characterised

by its anatomy of rules, prescribed relationships, time-consuming and



laborious procedures, control and hierarchy. It was sustained by an
objectifying and rationalising language, a strong technocratic
(vaocational relevance) ideology and attempts to define an ‘official’
college culture. This Tbureaucratic foreground was consistently
challenged by the political and professional praétices of individuals
and groups reacting to the perceived inadequacies and inefficiencies of

the formal system.

Academic professional practice relies heavily upon epistemological
traditions, discipline  sub-cultures and individual ideological
orientations. These factors interacted forceably in the design of both
vocational and non-vocational degrees. Again, conflict ‘'made visible'
the boundary demarcations of knowledge and its ownership. A
traditional and an opportunistic attitude to the various uses of the
discipline was exhibited between the academics and their individual

attempts to influence other colleagues on new course proposals.

In essence, the ‘'active voice' of this research illustrates the complex
sets ~ of social constructions (meanings, interpretations and
understandings) which exist about the process of devising new degree
courses. It firmly discounts any notion that new course development
can ever be a neutral or simplistic rational planning activity. The
experiences of practice confirms its diverse and problematic nature,
and helps us further explore and understand the complex dynamics

associated with the design and planning of new degree courses.
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CHAPTER 1
General Statement of the Research Area

By definition, this chapter will provide the reader with a general, yet
sufficiently focused, statement with regard to the contextual factors
affecting new course development and define a framework for this piece
of research. It is a map but is not the territory. Subsequent
chapters (2-95) will progressively explore theory, methodology, issues
and problems alluded to in this chapter and which are considered

germane to an understanding of this area.

Vhy select new course development (BCD)?

(a) Personal experience
The impetus for this research arose out of many years of academic
involvement in new course development (subsequently abbreviated
ta NCD in the text) [11 of degree courses validated by the Council
for National Academic Awards (C.N.A.A). This personal experience
has been coupled to a progressive awareness of, and an increasing
concern about, the complex of theoretical and practical issues

associated with the process of devising new degree courses.

As this research adopts a phenomenological [21 stance in an
attempt to illustrate the processes, it is apposite to introduce a
brief personal account of one's own reflections of some of the

observed practices.

At a general and personal level of experience, there exists a
compound imagery of - interminable meetings both formal and
informal, which evolved into highly iterative and fragmented
sessions; of diverse competing and often imprecise concepts of
curriculum design; of academic = departmental territorial
imperatives on subject ownership and autonomy; of exposure to
different academic thinking styles which compounded the views
offered on students, learning and content selection; of a general
and sustained muddling though the process to meet ever—demanding
deadlines; of a growing sense of isolation and frustration with

one's colleagues; of micro-politics and ‘hidden' agendas; of a



(b

singular lack of 1liaison between the various subject working
parties; of the multiple claims to the ownership of thematic
areas (especially common in interdisciplinary degrees); of
personalities and their impress of power, influence and advocacy;

of the tutelage of the incipient ideas ...

In essence, this brief cameo attempts to capture and portray some
of the actualities of one's own reflective experiencé. These, then,
are merely illustrative examples of some of the disparate elements
of the author's 'life-world' associated with devising new degree

courses.

¥onge et al (1984) state that "the search of knowledge is a
search for pattern in experience" (p.22) which succinctly embodies
a phenomenological orientation to understanding the common and
not-so~common experiences of individuals. The crucible of one's
own individual experience leads to & specific desire to explore
the ‘meaningfully lived experiences' of others engaged in this

important aspect of their professional academic work.

This study takes up Mary Varnock's (1977) assertion that "“if
anyone engaged in the business of education is to feel satisfied,
he must be prepared to think about what he is doing and why and
for whose benefit" (p.10) and clearly frames the personal research

agenda for this study.

The organisational context

Any meaningful understanding of the complexity and significance
of NCD has to attempt to accommodate a picture of the range of
internal, as well as external, factors impinging upon the process.
Organisations, be they schools, colleges or universities, do not
exist ‘'in vacuua' but are inextricably bound to and actively
involved with a range of diverse environments - academic and non-
academic, Vhatever metaphor is used to describe the phenomena of
organisation, few definitions, either functionalist or interpretive
[31, now fail to make explicit the environment-organisational link.

(Berg and Ostergren 1979; Baldridge et al 1978)



The locus of this study is a Scottish Central Institution [4}, a
particular college whose antecedants were derived from a strong
social concern with the poor, inadequate diets, feeding and broad
nutritional matters in the late 19th century. These particular
care activities were sustained and modified slowly throughout the
subsequent decades. This ‘market' identity has now become further
diversified into a range of modern ‘caring professions' directly
associated with the various agencies of the welfare state. The
Scottish Central Institution sector is epitomised by a
vocationally-orientated thrust and identity in their course

offerings.

Historical antecedants combined with the “demographic decline in
traditional client groups and the vagaries of political economic
policy* (Duncan, 1982, p.46) have created a pressure momentum
which becomes translated into an active process of constantly
appraising courses and course opportunities against the perceived

exigencies of the educational ‘market"plaoe.

The organisational context becomes that richly subjective milieu
in which the 'reality' of pressure becomes articulated into a
series of managerially-orientated constructed perceptions of the
college's role vis-a-vis potential course markets and, at the
departmental level, results in a strong prescriptive drive to
produce new degrees. This 'rational' assessment process is often
contained in the rhetoric of such words and statements as -
‘survival, competitive advantage of the college, diminishing
Tesources, declining student numbers, economic cut-backs,
inconsistent SED policy ...' A common organisational vocabulary
then becomes codified (Daft and Wiginton 1979; Evered 1983)
which emerges and subtly permeates the content of academic and
course committees and Dbecomes used to sufficiently agree a
‘common' need to collectively and collaboratively agree action on
NCD. But organisations are contexts for multiple realities - it
is where ideas, events and people combine to constantly negotiate

and re-negotiate their multiple definitions of the situation.



Husgrove's (1968) concern that the curriculum was “first and
foremost an artificial device, a contrivance, in some sense an
unnatural arrangement" (p.100) owes as much to the series of
imperfect human perceptions and negotiations of academics about
curricula, as it does to prevailing and often conflicting
organisational cultures and ideologies in which the process itself
takes place. Hamilton (1975) also makes the point when he notes
that "Every school has its distinctive network of institutional
and social variables that interact in complicated ways and
influences much of what takes place .." (p.205). Colleges,
operating in the non-university sector of higher education, also
demonstrate their own distinctive internal social fabric within
which process and action are deeply embedded and influenced
{(Clark 1970).

The need to encompass the social dimension of organisational
contexts 1is expressed by Salaman (1979) in the form that
‘organisations do things, they create products, services, news,
knowledge and other commodities. And what they do, how they do
it, and what they do it to all have implications .." (p.87),
cogently reminds us of the multi-levels of organisational
functioning - both objective (functional activities) and subjective

(symbolic activites) aspects are concurrently invalved.

This thesis will subscribe to a notion of organisation that is
eloguently captured by VWeick (1979) when he wrote "despite their
(i.e. organisations®) preoccupation with facts, numbers,
objectivity, concreteness and accountability are in fact saturated
with subjectivity, abstraction, guesses, making do, inventions and
arbitrariness ... just like the rest of us" (pB5) The concept of
organisation embodied in this quotation shifts away from one of
objective rationality to one of human social construction in which
organisational members actively engage in defining the varying
and multiple realities, both within, and external to, their

organisation.

Because NCD is such a basic yet fundamentally important academic

task, it is important to explicate the process from what Pfeffer



(c)

(1982) generically calls a 'social constructionist perspective' [51,

and hence contribute to our stock of knowledge in this area.

Recent research perspectives

This sub-section will be restricted to providing a necessarily
brief account of some aspects of the 'new' sociology of education
as it applies to the content of the curriculum and the internal

operations of educational organisations. [6]

Apj)le (1979), Eggleston (1977, Reid (1978) and Robinson (1981)
amongst many others, have categorised the dominant perspective in
curriculum design and innovation as that of ‘rationalism or
behaviourism' and is singularly characteristic of the work of

Bobbitt (1924), Tyler (1949), Bloom (1956) and his associates.

The current popularity of such behaviouristic approaches can be
seen in the core learning programmes of the MSC Youth Training
Schemes, the module descriptars of +the Scottish Education
Department's 16-18 Action Plan (Mack 1984) and also, often forms
the blue-print of the various materials produced for Distance and
Open Learning projects (e.g. Scotvec). Robinson (1981) notes that
the rationalist model is attractive because of "its logic, .its
seeming objectivity and its correspondence with an ‘efficient’
concept of education " (p.129). The enthusiasm for rational
models of instruction can be widely found in the literature of
professional and managerial training (see, for example, Huczynski
1981; Ramiszowski 1981).

However, by the mid-1970's, an increasingly critical debate arose
as to the bases of such approaches and their practical
applicability in education (Gleeson 1979, 1677; Hamilton 1975,
1973; Eggleston 1977; Reid 1977; Inglis 1974). The emergence
of the 'new' sociology of education in the early 70's was largely
born out of what Hargreaves and Woods (1984) call the “despair at
the failure of traditional approaches to make much impact upon
educational inequalities .." (p.10). The focus of investigation
now began to shift to the internal processes of the classroom and
the school.



Hammersley and VWoods (1984) in a recent collection of papers also
note that "undoubtedly the injection ... of interpretive approaches,
especially symbolic interactionism and social phenomenology" {(p.l)
has created ‘a major stimulus in identifying and exploring
meanings embedded in actionm. The interpretive paradigm has
subsequently contributed a richly eclectic approach, drawing upon
such diverse theoretical frameworks of Marx, Veber, Mead and
Schutz to the analysis of classroom, school and society
(Hargreaves and Wood 1984, pp.1-9), coupled to an equally diverse
range of methodological orientations exploring substantive issues
such as streaming, classroom knowledge, pupils' iﬁterpretations,
school culture, teachers' treatment of pupils, etc. Although these
interpretive approaches have been widely applied to the process of
schooling, virtually no research has been carried out in  the
higher education sector from these perspectives, let alone in
mainstream organisational research, until very recently (Sanders
1982; Smircich 1983; Startup 1979; Becher 1984). These
interpretive approaches allow the researcher into the hidden and,
what Collins (127%5) calls, the ‘invisible organisation' being “sets
of beliefs and rules and accepted ways of acting which large
numbers of people carry around in their heads ...* (p.310) now
become amenable to investigation. The subjective and experiential
social world of the organisational member can be probed and
described in its "context of time, place and mediated by the

individual's experience" (Cornbleth 1984, p.34).

The problematic nature of HCD

(€-))

The problem of knowledge

It is posited that the ‘problematic nature' of NCD is due to three
basic and inter-related dimensions: (a> the ‘'problem' of
knowledge, (b) the college-to-environment relationships, and (c¢)
the academic task. This section will preview some the pertinent
aspects of +the knowledge dimension <(Chapter 3 will further

develop these themes).

Socio-linguistics, the sociology of knowledge and Marxism, have

all contributed to an understanding of the ‘problematic' nature of



knowledge (leaving aside all the educational and philosophical
debates). [7]

Bernstein's (1971) sceminal work, epitomised imn his much quoted
phrase "How a society selects, classifies, distributes, transmits
and evaluates the educational knowledge it considers to be public
WM (p202) reflects the fundamental and wider process of cultural
transmission that takes place through the curriculum content and
is the focus where 'valid knowledge' is presented to the student.
The basic question relevant to NCD is, how is this knowledge

selected and organised?

The selection of knowledge according to Bernstein (1971) is based
on a definition of boundary strength and subject integrity -
‘strong classification' or subject separateness <(e.g. Physics,
Maths) and ‘'weak classification' or subject integration (e.g.
¥odern Studies). Bernstein's analysis "presents a theoretical
basis for understanding the social, organisational and intellectual
differences between ‘subject-specific' and ‘integrated studies*™
(Hamilton 1973, p.61) and as such, presents an initial framework

to explore the practicality of NCD.

The direct relevance of such an analysis is patently obvious in
many of ‘the C.N.AA. degree formulations which attempt to
transgress the intrinsic subject boundaries in compliance with the
rigorous strictures imposed to achieve integration of subject
matter. [81] Such tensions are apparent in the many and varied
attempts to re-cast previocusly discrete and insular subjects to
form a coherent field of knowledge, for example, Communication
Studies. This particular degree borrows eclectically from many
intellectualk traditions as well as knowledge domains and, if it
had to successfully pass the C.N.A.A. criteria, demonstrates its
overall internal coherence and integration of subject materials
(Corner 1981; Barnett and Brown 1981).

Developing a new degree, such as Communication Studies, demands
that the polar extremes of strong and weak subject classifications

be reconciled and manifested into an ‘'integrated code' to satisfy



1¢:)]

powerful external academic peer groups. This sketch exemplifies
some of +the issues inheritent in the process of NCD and
underscores the need to aocufa’cely understand this process in
higher educational contexts. Current educational policy expounds
an ideology which demands new degrees to be instrumentally
aligned to their ‘'usefulness' in the market-place - what, then, are
the implications for subject relevance in the Humanities or Social
Sciences, especially their future curricular contributions and

formulations?

The praoblem of environment

“In order +to survive and prosper, every organisation <(and
presumably educational ones too) must develop and maintain an
acceptable alignment with its environment® (Snow and Hambrick
1080, p.b72). The alignment process in an educational institution
is new course development and ultimately produces the courses,

distinctive of the particular Central Institution.

Isaac (1980) has attempted to review the research [9]1 that has
been done to identify those organisational factors in universities
or colleges which make them open to the development of new
programmes but notes that few actual studies had been done. One
could be tempted to speculate, for example, on the role of the
1081 UGC financial strictures on certain institutions of higher

education. The University of Salford has been well documented and

.publioised in the educational press as a model of entrepreneurial

success in the university survival league. Parsons and Platt
(1973) maintain that education must incorporate “new areas of
knowledge if they are to remain intellectually solvent" (p.8) which
seems to echo a self-evident truism in to-day's economic and

political ideology.

Environment i1s an elusive concept. It is not only a “set of
impersonal forces whereby the organisation ‘'itself' acts but is a
series of definitions and meanings of the situation" (Silverman
1971, p.37). The basic idea to be useful has to be understood in
terms of the organisational members' perceptions and meanings

(Bartneuk 1984) - how do they attend to, differentiate, and



(c)

actively construct their environmental domains, is a crucial
factor (Linder 1682). Child's (1972) original work also reminds
us to view the ‘choices' which are made as being conditioned not
simply by some techological or bureaucratic logic, but reflects
the essential ‘'political' nature of this complex process and its
ideological basis. The earlier static and deterministic
conceptions of an organisation's environment failed to acknowledge
what Pondy and Mitroff (1979) state that “"only parts of an
organisation's environment is given to it" <(p.13) and further
point out that thére are multiple realities to be contended with,
rather than what Blumer (1971) calls, the simplistic linear cause-

effect relationships.

Salancik and Pfeffer (1978) put forward the basic premise that
"individuals are adaptive organisms, adapt attitudes, behaviour and
beliefs to their social context and to the reality of past and
present behaviour and situation" (p.226). Adaptation, in the sense
of 'making sense' of environments, the internal processes and the
individual's own social information processing abilities, is bound
to influence the course of NCD. Even accepting Lynch's (1981)
synthesis of the environmental issues as Dbeing “financial
pressures  (reduced real resources), demographic pressures
(shrinking student numbers) and demand pressures (shifting
student subject preferences)" (p.33), how do organisational
members subsequently attribute meaning and action to these

factors, is highly problematic.

The problem of the academic task

Vhether to create, transmit or re-appraise knowledge, the essence
of the academic task remains complex. Burrell and Margan's
(1979) framework consisting of four sets of basic assumptions -
ontological, epistemological, human nature and methodological -
could be used to analyse and elicit the nature of the academic
task.

Academics have their own internalised and well-established self-
perceptions about their own subject paradigm (Bloor and Bloor

1982; Becher 1981; Becher and Kogan 1980; Lodahl and Gordon



1072) which strongly conditions the ‘knowledge boundary' of their

respective disciplines.

Becher and Kogan (1980) draw the distinction ‘between the
‘operational' and ‘normative' modes of academic departmental
functioning and the often conflicting tensions which arise out of
the interaction between these two forces (Rousseau 1978). In non-
academic situations, work by Pondy and Boje (1975), Meyer and
Rowan (1977), Bland and NcKinley <1979), all have explored the
role of ‘shared ideas or meanings' and their effects on an

individual's behaviour in organisational contexts.

Lockwood's (1981) research confirms that university academic
departments were ‘discrete sub-cultural' entities which resulted in
‘different preferences, commitments and opportunities' when applied

to the pragmatics of university planning.

¥ention bhas already been made of the ‘'invisible colleges' - those
groups exercising influence over the individual academic, 1like
discipline peer groups, research councils, and professional bodies
- all bear additional and complex forms of social control over the
creation, evaluation and dissemination of the academic task. All
groups and organisations “... build a point of view or perspective
about themseives, their problems and their environments" (Smith
and Keith 1971, p.1> this neatly sums up the pervasive nexus of
relationships which exist. Additionally, and certainly in the
university sector, lecturers perceive the promotional system being
allied to the discipline base and its research provision. These
forces reinforce the current departmental structures and tend %o
impede professional and organisational change. For colleges,
similar arguments prevail, and are further fostered by the like
attitude of C.N.AA. as to the role of research and its credence in
terms of the individual academic. Gran (1981) has referred to
this aspect as ‘inflexible job structures' which are sustained by

powerful membership categories.
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Varying external comstraints

Smith and Keith (1971) express the aim of this section when they say
that "sometimes a picture of social reality becomes clearer by stepping
back from the concrete images of day-to-day activities and events by

viewing the larger context into which the particulars fit" (p.1).

The point has already been advanced that in order to holistically
appreciate the inherently 'social' nature of NCD, both the specific
internal organisational processes (formal and informal) wmust be
somehow related to the broader external contextual forces (direct and
indirect) which impinge upon and affect the organisational dynamic.
Figure 1 diagrammatically represents these salient external influences.
A general caveat, the diagram at best, can only superficially pertain to
be an abstraction of the complex 'reality' of the situation which exists

between a college and its diverse environments.

To deal synoptically, yet coherently, with the range of external forces,
it is proposed to arbitrarily categorise them into three broad sections

- political, academic and professional.

(a) Political contraints
The political connection to education was established by
Aristotle, the economic one by Marx. Few today would deny this

contemporary equation and its practical implications.

A critical element in the relationships between the SED [10] and a
college is the control exercised on the development of new course
initiatives. New degree proposals are formalised in a Stage A
document. [111 The screening process operates on several levels -
appraising the intrinsic worth of the degree (educational need),
its relationship to other courses and institutions
(geographical/distribution need), its contribution to skill and
manpower (vocational/instrumental need), evidence of
commercial/industrial/service sector  demand (market need),
proposed student intake numbers (financial/grant need) -
approximates +to +the current prescriptive and comprehensive
practice. A positive response means that the application can

proceed with suitable curricula detail for CNAA consideration
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and/or the appropriate professional body. If there exists some
semblance of a 'grand design' for non-university higher education
in Scotland, then this system of control must be an important

aspect of it.

The autonomy of the institution to regulate and develop new areas
of work is thus constrained by this screening process. However,
colleges can exercise a moderate influence through the network of
both formal and informal committees of SED and the personal
relationships with members of the appropriate subject inspectors.
The quality and quantity of advice and consultation can vary
enormously and often seems subject to the vicissitudes of
political directives being exercised at the time, or is a function

of the particular form of SED's own agenda setting.

This tenuous, but nevertheless important, dimension of ‘knowledge
exchange' that occurs at different levels of the college-to-SED
relationship can be of considerable value to the imnstitution -
allowing it to proceed with, or change, certain course initiatives
which have been ‘infarmally tested out' prior to the formalisation
of a Stage A document. College academic plans can only therefore
be realistic in the 1light of the varying Ilimitations and
restrictions imposed upon them in terms of the control of

resource allocation and the internal priorities of SED planning.

Academic constraints

Academic influences which most directly bear upon NCD are those
exercised by the subject boards and committees of the CNAA. [12]
They are composed of academics from a variety of institutions, bl:!t
who share a common subject knowledge and specialisation in a
chosen field. These '‘experts' have the role of investigating, not
only the credibility of the academic content of a submission, but
also scrutinise the ‘knowledge' of the authors of the subject
proposal and their research (or lack of research) credentials in
the field.

Visiting validating groups often, in the process of their

investigations, make apparent the tensions between the selection
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of relevant academic material and attempts to coherently present

- this material in some kind of integrating framework, and becomes

especially critical, if the degree is both multidisciplinary and
interdisciplinary, e.g. Communication Studies. Acute dilemmas are
constantly faced in terms of Bernstein's ‘strong' and ‘weak'
classifications in these ‘hybrid-type' academically-orientated
degrees Where the field itself is in a state of evolution and its

own identity depends largely upon older traditional disciplines.

Vhere a new degree also requires the validation of a professional
body, the academic strictures, while still rigorous, can seem to be
subservient to the professional educational demands, especially
where there is a large practical skills element present, e.g.

Nursing Studies.

Validation is explicitly and critically in the business of
assessing, inter alia, how knowledge is selected, organised and
transmitted to students. The inherent complexity of wvalidation
raises a host of critical issues which can only be briefly
referenced - the selection of academics who ‘represent' the field,
their own theoretical biases and value orientations; the
‘corporate historical image' of the institution and its staff can
facilitate, or not, the process; the nexus of academic and
research ‘community' relationships existing external to the college
form, ‘informal' yet powerful bonds - all of which, add additional
dynamic to the C.N.A.A-to-college relationship and which

'‘conditions' NCD in a variety of direct and indirect ways.

Professional constraints

Professional bodies, like the Royal College of Nursing amongst
others, have long sought the active ‘professionalisation' of their
profession. Commonly, professional standing has long been equated
with the level of the initial qualification awarded, e.g. diploma
or degree. In vocational areas like nursing and physiotherapy,
there is strong pressure to ‘up—market' the basic qualification to
degree status (see, for e}iample, the Auld Report 1981). [131 Dore
(1978, 1976) and others, have noted the trend of ‘educational

certificate escalation' and that the ‘diploma disease' has been
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brought about by the combination of the self-interest of the
teaching profession, the institute's own standing and identity,

professional rivalries, etc.

Another facet in the demand structure that can affect curricula
content is that of the mature professional who now seeks either a
part-time degree to upgrade initial diploma, or a higher degree to
enhance career prospects, e.g. Edinburgh University's M.Sc. for

Public Administrators (Scotsman 1985).

The rate of growth in ‘new' knowledge also puts pressure on areas
of professional practice which have become increasingly more
complex in recent years (Eraut 1985). This demand for new and
effective skills based on newer theoretical bases becones
translated dinto further +training and development programmes.
These, in turn, have to be incorporated into any new degree
proposal which ultimately aims to produce a more competent and

sophisticated professional.

Other constraints
The rubric of description bhas, so far, been selected toO
particularly illustrate those factors and their inter-relationships

to the vocationally-orientated type of degree.

Reference has also been made to a different type of degree, viz.
Communication Studies, which demonstrates different and additional
sets of factors that interplay. How does an incipient idea like a
‘communications' degree become transformed into a tangible

reality?

The development becomes ‘bounded' by, not only the complexities of
assembling what counts to be relevant knowledge from academic
disciplines contributing to the field, but is also compounded by
such pragmatic factors as: the collective ‘inexperience' of the
staff involved, their lack of a coherent knowledge of the field,
the uncertainty of market direction, should the content be
information or communication or some combination, the lack of a

defined employment sector, ... The delicacy of the situation is
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best exemplified by the fact that it was quickly recognised that
some form of liaison or consultancy would have to be entered into
and developed with the recognised centres in the field. These

academic centres also produce the ‘experts' for CNAA validation.

The challenge, at this phase of NCD, was to evolve, formulate and
manage a relationship which would not subsequently compromise any
future impartial validation but, at the same time, would also
attempt to establish that one could have an academic credibility
and contribution to offer to the field. Such can be the dilemmas
in WCD.

Internal organisational factors

The previous sections, which dealt wifh the ‘organisational context' and
the 'academic task' both touched upon some of the symbolic processes
associated with the internal dynamics of the organisation as they

relate to NCD.

Mintzberg (1979), in a synthesis of a large volume of material relating
to organisational structures, has identified a structural configuration
called a 'professional bureaucracy' which he approximates to educational
contexts. (Chapter 2 will provide a critical evaluation of the

contributions of organisation theory to educational organisations.) [141]

Some of the general points contained in Mintzberg's description of a
professional bureaucracy are pertinent to universities and colleges. A
key characteristic of such organisations is the fact that they hire
duly trained and indocrinated specialists and give them considerable
control over their own work. This fact has great implication for the

structure and functioning of a professional bureaucracy.

A permanent ‘'para-structure' of committees exists juxtaposed to the
academic and administrative structures. Academic work is Dboth
centralised <(in departments) and also de-centralised <(in various
committees). A range of problems and issues arise out of such
structural formulations, for example - attempts by academics to
collectively seek control over administrative decisions which might

affect their autonomy; that there can be no single strategy
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formulation of academic plans; that a diffuse, plural and part-time
decision-making system exists; (Enderud, 1977>, the difficulties in co-
ordinating professionals, the uneven range of specialisations and skills
available to develop new courses, ... all compounds the assumed

rationality of the NCD processes.

Fielden and Lockwood (1973) and Lockwood (1981) have cogently noted
that the ‘'rational' managerial processes in educational organisations
are severely restricted by the nature of the academic task, the plural
and fragmented nature of the part-time joint decision-making processes
and the power and autonomy of the individual academic departments.
Too often, the internal structural arrangements and the resulting
decisional processes make the institution simply reactive to the
market. The minimum lead-time required to develop and finalise a new

degree is generally in the order of 2-3 years.

The actual size of a college is another factor which relates to the
scale of curricular initiatives that could be developed. A small
college, by definition, will have a restricted 'pool of academic' talent

upon which it has to rely.

Historically, colleges have often recruited staff for their ‘generalist'
contribution to work serviced over a range of courses. The converse
can be imposed when a C.N.A.A. directive demands the recruitment of a
‘specialist' before agreement will be given to allow a new course to
run. On most degree courses there is also an expectation that staff
contributing to the teaching will indulge in some form of research
germane to the degree and their subject specialism. The ‘'doing
research' element creates further potential dilemmas for the

organisation.

If size dictates the staff compliment (SED's norm is now a
student/staff ratio in the Drder‘ of 12:1), what role does staff
development play? Does the department instrumentally direct staff into
certain academic directions or allow traditional professional autonomy
to self-direct the individual? Departmental as well as corporate
academic plans for future courses have to cope with this variable and

its associated time dimension.
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Change patterns and NCD
The overall senario on NCD would be incomplete without a cursory look
at the world of change which Toffler (1881) asserts is now endemic in

all sectors of society.

The relationships are undoubtedly complex and even the range of
official studies and reports which have tried to tease out the crucial
parameters which might‘ affect education are full of assumptions,
abstractions and often flawed statistical influences which, in the end,

tend to generate more debate than solutions.

Time-honoured fears about the allocation of scarce resources, the
guality of standards, inequalities of educational provision, equality of
opportunities, curricula relevance +to work, leisure and society,
inefficiencies in educational organisations, rising costs - all are
uncompromisingly familiar and are constant reminders of the ongoing
tensions and dilemmas associated with educational change. Imposed or
self~directed, the key variable is the rate of change in the different
sectors in which a college interacts and how these differentiated rates
may affect the institution and its NCD programme, The matrix of
change may be continuous in some sectors whilé, in others, it may be

discrete.

The halcyon days of post-Robbins' (1963) expansionism of higher
education has been recently replaced with a stern period of educational
retrenchment and the old platitude of ‘'survival in the market place' has
a new and added currency. Dr. Pope's (1977) address to Aston
University captures the current spirit when he said "We had better ask
what really makes students decide to come to Aston because on the
correct answer to that question could depend the livelihood of us all

e

Links have undoubtedly to be made with the economic and technological
infrastructures along with a forecast as to their future development -
this work is embodied in the ‘'manpower' planning and skills approach
and is reflected in a range of curricula and course innovations, e.g.
open learning material for the small businesses' sector, and there is

some evidence that some established degrees are being reformulated to
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re-match the current volatile and highly differentiated student and

employment markets. [15]

But Lord Vaizey's (1979) statement implies change in other directiomns,
when he says that institutions must be prepared "to be flexible in
their structures and courses, to cater for new student clientele coming
from such social groups like - older people, working people especially
women, the unskilled and handicapped ..." (p.42). Hence they must adjust
to the needs of the newer learners. The educational delivery system
may no longer be the mass lecture or tutorial but will be part-time,
self-pacing and flexible to individual needs rather than the slavish
adherence to the syllabus demands. "New attitudes to work, leisure and
the shape of society" (Briggs 1978) will inevitably dictate the content
of future courses and strain the traditional monopolies and dictates of

the recognised disciplines.

"The quicksands of tradition, the departmental ‘whims' or the intuitive
academic hunch" (Duncan 1979, p.24) have all been favoured approaches
in the past and often surprisingly successful in terms of innovative
new degree courses. The growing popularity of applying a marketing
orientation to aid the planning and development of new courses can be
increasingly found in the education literature (Doyle and Lynch 1976;
Doyle and Newbould 1980; Newbould 1980; Lynch 1984; Duncan 1981,
1979) in which marketing concepts are then applied to educational
planning. The utility of such approaches has also been criticised
(Duncan 1982).

Meadows and Perelman (1977) timeously rémind the new course planner
that "to-day, higher education is predominantly structured around
disciplines instead of real world problems ... unfortunately the real
world is not neatly divided into disciplines® (p.34). de Moor (1978)
expands the change theme in tertiary education and maintains that
change will affect the whole system - levels, objectives, students,
teachers and teaching methods. NCD has to acknowledge all these
crucial parameters, and future viability for a college may rest on the

axiom of managing change or being managed by change.
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NCD is undoubtedly an important organisational dynamic, expressive of
an amalgum of forces and becomes focused and articulated through the
diverse perceptions, images and constructed realities of all the
involved parties. Anne Huff (1983) describes this subjectivity when
she says that "the strategy of an organisation is rarely, if ever, non-
caontroversial. Organisations embrace too many viewpoints and interests
for complete accord." (p.167) Discord and disagreement provide strong
symbolic content and varying meanings, all expressive of the competing

views and differential experiences of organisational members.

"Organisation is experience" (Greenfield 1979, p.97) reflects the
fundamental nature of human construction and meaningful interpretation
of actions and events. A phenomenological perspective allows the
researcher to detail the map and explore the territory of NCD
experiences anchored to their organisational context. Bronowski (1973)
predicates the argument thus, "man ... is not a figure in the landscape
- he is a shaper of the landscape" <(p.19), which epitomises the

philosophy and orientation of this research.

Aims of the research
(@) Resumé
| In summary, the proceeding sections and sub-sections of this
chapter have attempted to delineate some of the problems and
issues which are addressed as a general statement of the research
area and also state why NCD is an important, complex and highly

problematic process to understand.

The descriptions and examples which have been offered should
firmly reject any notion that NCD is a rational and eminently
manageable organisational process. A more realistic assessment of
how this process takes place is based on the explicit assumption
that individual organisational members are actively engaged in
‘making sense' of their immediate environment, their own and
colleagues' actions, and the on-going stream of daily
organisational events. To explicate the meanings associated with
these ‘'situation-defining' efforts would offer insights into the
¥CD processes and becomes the central tenet of this thesis and of

the research.
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Aims

Problem focus

As a preliminary exercise to stating the specific aims of this

research, the ‘problem area' will be drawn into a sharper focus.

The framework of the problem area is conceptualised as a nexus of

social dimensions which can be described in terms of four basic

sets:-

1)  the internal organisational milieu (culture and ideology)

2) definitions of the academic task (values, beliefs and
orientations? ,

3) individual discipline orientation of academics <(culture,
ideology and knowledge assumptions)

4) definitions of the externally situated contextual influences

(environment, knowledge and construction).

These social dimensions inter-relate and intersect fo create and
sustain the socially defined meanings and experiences relating to
the activities of NCD. The thesis employs phenomenological
constructs and methodology to describe the nature of these
experiences and the foundations of knowledge used by the

organisational members working within this organisational process.

The specific aims of this research are:-

(a)

(b)

(c)

(d>

to establish a framework of research into NCD which, de facto,
'confron’cs the complexity of this organisational process; ,
to demonstrate that a phenomenological perspective can be used to
explicate organisational experiences;

to describe the experiences of organisational members actively
engaged in NCD;

to describe how these experiences define, for the individual, his

academic task and its relationship to the NCD process.

Collectively, these aims contribute to the following gemeral postulate

about the researchi-

There exist academic tasks and environments, within which

organisational members are differentially interdependent and from
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which they create, negotiate and sustain a meaningful, social

reality of their activities and events.

The above aims and postulate are based upon the following principal

and explicit assumptions:-

@)

(b

{c)

that, as education is a culturai phenomenon, KCD will encompass
beliefs and attitudes situated as part of the wider social context;
that the everyday ‘taken-for-granted' experiences of
organisational life are, themselves, an area worthy of research;

that NCD is an appropriate organisational focus to educe the
underlying socially constructed meanings ascribed to it by

members engaged in the process.
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Chapter 1 Hotes

1. New course development (NCD), in the context of this study, is
broadly defined as a new degree course for the college and which
may have previously existed in some other standard format, e.g. a
diploma reconstructed into a first degree or an unclassified
degree into an honours formulation. The definition excludes a
degree reformulation as part of a quinquennial process or a
general re-development of individual subjects within an

established degree programme.

As the college was a diploma awarding institution prior to 1977,
course development was aimed at producing degrees in various
vocational areas. This work is seen as new on three basic points:
(&) the selection and organisation of subject material to
coherently produce degree-level status is seen as being
sufficiently different from diploma material; (b) the range of
activities and experiences associated with XNCD, for the bulk of
the staff involved, were new; and finally, (c) the procedure of
submission, validation, case presentation and argument to the

visiting panel were also new.

2. Phenomenology (which will be detailed in Chapter 4) attempts to
study human experiences as it is lived (Merleau-Ponty 1964). In a
phenomenological perspective man is viewed as: possessing
consciousness; being intentional; being social; being temporal;
being in-the-lived world (Lebenswelt) ... (Lynch~Sauver 1981,
pp.3-4). A succinct overview is provided in Encyclopaedia
Britannica, Vol.l, No.l4, pp.210-215‘. Filmer et al (1072) "Hew
Directions in Sociological Theory®, chapter 6, contains baéic
themes. Mary F. Rogers (1983) “Sociology, Ethnomethodology and
Experience", chapters 1-5, explain the basic concepts. Smart
(1976) "Sociology, Phenomenology and Karxian Analysis", chapter 3.
Psathas (edit.) <(1973) "Phenomenological Sociology". Luckmann
(1678) ‘“"Phenomenology and Sociology". This 1list provides
initiation into the field and is a basis for subsequent
development. Also see bibliography for further books and relevant

articles.
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The interpretive paradigm of sociology consists of various related
schools of thought. According to Burrell and MNorgan's (1979)
classification, the paradigm consists of (a) solipsism,
(b) phenomenology, (c) phenomenological sociology <(to include
ethnomethodology and phenomenological symbolic interactionism),
and (d) hermeneutics (p.235). Their common concern is to

‘understand the subjective experiences of individuals" (p.253).

Scottish Central Institutions are a distinctive sector of Scottish
higher education outwith the traditional universities. They award
a range of mostly vocationally orientated degrees under the
validation of C.N.A.A. (They, the Central Institutions, are broadly
equivalent to the English polytechnics but pre-date them in terms

of their original establishment in higher education.)

Pfeffer (1982) uses the phrase 'social constructionist perspective'
to generically label those perspectives on human action which are
emergent, almost random, dependent on process and social
construction - embraced by ethnomethodology, cognitive theories of
oragnisation, language in organisations, affect-based processes,

etc. ... See chapter 6 of his book.

The phrase, the ‘new sociology' of education, is variously applied
- by Robimnson (1981) “to the return of interest in the social
- organisation of knowledge" (p.115), by Hammersley and Woods
(1984) “"to the internal processes of schooling" (p.7) which draws
upon a range of theoretical frameworks such as Marx, Mead, Weber
‘and Schutz. Hargreaves and Voods (1984) point up the approaches
of symbolic interactionism and social phenomenology. A current
hallmark of the movement is the range of ethnographic studies
applied to classroom and school processes. An assessment of the
work is given by Delamont and Atkinson (1980). Bates (1980)
looks at some of the issues in the recent developments of the ‘new
sociology' of education. An expanded account is contained in the
introduction (pp.1-77) in Karabel and Halsey's (1977) book "Power

and Ideology in Educatiomn".
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10.

11.

12,

The literature on both educational theory and the philosophy of
education is voluminous and one can only give a personal selection
of some of the literature. See, for example, Young (1971) edit.
"Knowledge and Control", Pring (1976) "Knowledge and Schooling",
Apple (1979 "Ideology and the Curriculum", Hirst and Peters
(1970)"The Logic of Education", Barrow (1976) "Common Sense and
the Curriculum", Phenix 'Realms of Meaning' in Whitefield (1971)
edit. "Disciplines of the Curriculum", White (1973) “Towards a
Compulsaory Curriculum®, Hirst (1974) edit. "Knowledge and the

Curriculum", etc. The list is for basic guidance anly.

The C.N.A.A. periodically publish various booklets which offer

guidance for the submission and validation of their degrees.

Some selected aspects of the educational innovation literature has
contributed some insights to how the ‘organisational variables'
affect the process. For example, Glan (1981), Barnett and Brown
(1981), NWias (1972), Ross (1976), Clark (1968), Berg and Ostergren
(1979), Baldridge and Deal (1975), Collingwood (1979).

The following books provide a description of the structure of the
Scottish educational system and the role played by the S.E.D.
Findlay <(1973) “Education in Scotland", Hunter (1972) “"The
Scottish Education System", and S.E.D. paper (1979) "The Scottish
Education System". A recent review of Scottish higher education
in a THES issue (14/12/84).

A Stage 'A' document is required by S.E.D. to be submitted for
their initial appraisal of any new course initiative by a college.

This document must contain a precis of the following categories

of information: rationale for the course; course aims;
consultation of individuals, groups, bodies, firms, etc.; demand
- for the course including quantitative data; course structure;

funding implications; resource implications - human and physical.

For a basic description of the structure and the validating
procedure of the C.N.A.A,, see Lane's (1975) book "Design for

Degrees".



13.

14,

15.

The Auld Report (1981) is an example of a profession's concern
(in this case, nursing) for their long-term educational
requirements. A continuing education programme is envisaged
throughout an individual's career and is allied to a range of
postgraduate certificates, diplomas and higher degrees (M.Sc. and
Ph.DD,

Organisation theory, per se, does not exist, The phrase is
commonly accepted to relate generically to a diverse collection of

theories and perspectives applied to the study of organisations.

Personal communication with colleagues in other Central

Institutions.
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CHAPTER 2
Functionalism, a Critique and Educational Organisations

The first chapter offered a preview of the range of interactive factors
which impinge upon the NCD process. As the locus of this research is
an academic organisation - a Scottish Central Institution - it is
pertinent to turn the focus upon the dominant paradigm which informs
us about the concept of organisation. The objectives of this chapter
will be (@) to profile the various functionalist schools of thought in
organisation theory, (b)) +to synthesise & general critique of
functionalism in the organisation field, {(¢) to review the relevant
functionalist orientated research in the context of educational
organisations, and finally (@) to suggest a foundation to exploring the
substantive issues concerning academic task and orientation, culture
and ideology, structure and environment. (See Chapter 3) Subsequent
chapters (4 and 5) will offer and develop an interpretive perspective

to the understanding of an organisation and its processes. [1]

Introduction

Astley and Van de Ven (1983) observe that there has “been a growing
theoretical pluralism in the organisation literature which reflects
partly a growing awareness of the complexity of organisations and
partly a refinement of the interests and preoccupations of
organisational theorists" (p.245). They have attempted to reconcile the
divergent central perspectives in organisational theory by examining
six common and current debates in the literature and conclude that the
"proponents of each paradigm ... impose their own conception of reality
on the practical evenis of social life" (p.270). Organisation theory
not only atfempts to reflect aspects of ‘organisational reality' but it
also helps produce that reality by structuring its own subject matter

and has consequently produced diverse perspectives on organisations.

Social Science research typically makes interpretations about the
nature of reality and about the phenomena under investigation. Kuhn
(1970) calls these ‘core assumptions' a paradigm. [2] Ritzer (1975) has

described a paradigm as follows:
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"4 paradigm is a fundamental image of the subject matier within a
science. It serves to define what should be studied, what
questions should be asked, how they should be asked, and what
rules should be followed in interpreting the answer obtained.

It (a pardigm) subsumes, defines, and inter-relates the exemplars,

theories, methods and instruments that exist within it." (p.156)

Benson (1983) also asserts that it is not only an intellectual stance
towards research in a particular field, but is "a form of 1life, a
discourse embedded in a social situation, a set of practices. The
paradigm is a social product .." (p.36). It is constructed and
sustained by an identifiable collection of scholars working within
broadly defined and commonly understood assumptions about theory and
practice. Morgan <(1983)> maintains that “the 1logic of different
research strategies can be decoded through a systematic analysis of the
modes of engagement" (p.20) and presents a framework for decoding
which contains paradigms  (constitutive assumptions), metaphors

(epistemological stances), and puzzle solving (favoured methodology).

Burrell and Morgan <(1979) have reviewed and grouped organisational
research according to their principal theoretical and philosophical
assumptions and from this, have posited four basic paradigms - the
functionalist, interpretive, radical humanist and radical structuralist.
Their framework is based upon two underlying dimensions of social
science: the subjective v. abjective notion of reality, and the
regulation v. radical change views of social order. These dimensions

are combined to define the four paradigms. [3]

While this schema could undoubtedly be criticised on many counts, e.g.
the difficulty of drawing discrete boundaries between theories or
paradigms, it is, nevertheless, a useful attempt to review the complex
and plural nature of the field of organisation theories. Other authors
over the years have created their own typologies and schemas on
differing criteria and dimensions (Carper and Snizek 1980; Weeks 1973;
Scott 1981; Hage 1980; Pugh et al 1966), and these have been usefully
discussed by Clegg and Dunkerley (1980).

...28_



A recent book by Pfeffer (1982), makes the ‘'perspectives on action
adopted' a critical dimension which distinguishes between the various
theories of organisation. The three perspectives on human behaviour
defined by FPfeffer are: "action seen as purposive, bounded or intended
rational or goal directed; action seen as externally constrained or
situationally determined; and action seen as being somewhat more
random and dependent on an emergent unfolding process" (p.5). These
distinctions are to be found contained in the explicit or implicit
'‘models of man' assumptions contained in the various theories and

paradigms.

The "dominant paradigm in organisational theory is the functionalist
view" (Putnam 1982, p.195) and it subsumes the mechanistic, organic and
cybernetic root metaphors (Brown 1977; Morgan 1980). The variety of
metaphors used by organisational theorists allow us to link perception
and knowing into an interpretive process which differentiates the
categories of our experience and understanding, commonly referred to as
an 'organisation' (Koch and Deetz 1981). Each of the metaphoric images
which are used, focuses our attention in selected ways and provides us
with different ways of ‘knowing' the phenomena of organisation (Morgan
1980>. (41 The following profiles provide a resumé of the basic
assumptions and characteristics of the main functionalist schools of

thought in organisation theory.

Classical School

Classical management theorists and the early structuralist, are
exemplified in the work of Taylor (1947) and Fayol (1949) who espoused
a scientific approach to administration and emphasised the predictable
nature of technology, valued efficiency, rationality and goal-
achievement. The machine metaphor applied to this organisational world
is also atiributed to the behaviour of a passive employee who is
manipulable to the dictates of management. Scott (1981) has called
this period the ‘rational closed systems model' in which organisations
were designed to purposively pursue explicit objectives. Organisations
were closed and static systems, stressing authority, span of control
and other internal structural relationships. Vork efficiency was the
prized goal, and this was principally achieved through rigid work

routines. The orientation to the organisation, its structure and work,
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was clearly embedded in the scientific method. A hard concrete reality
was deemed to exist which could be systematically investigated and
which would reveal the underlying regularities of both organisational
structure and behaviour, The human aspects in organisations were

reduced to a calculative formula of good financial incentives. (9]

Human Relations

A strong reaction to the mechanistic approaches employed by the early
management theorists gave birth to what is now called the ‘human
relations movement' and arose from the work of Mayo (1933) and his
colleagues. The post-Hawthorne objectivism has evolved into a range of
fields such as small group dynamics, motivation and job satisfaction,
morale and participative leadership. This vast area of development in
organisational studies is still largely concerned with the ‘practical
implications' of human behaviour in organisations and approaches its
subject matter in a prescriptive manner through the disciplines of

psychology and social psychology. E6]

Veber and Bureaucracy

Max Veber (1946) in his ideal-type construction of the model of
bureaucracy proposed the first structural-functional theory of
organisation by "asking which form of social organisation was the most
efficient and why" (Hage 1980, p.15). The organisation is treated as a
largely stable phenomenon having unitary goals, predictive rules and
regulations, a hierarchy of rational-legal authority, sets of impersomal
social relationships, a calculative and an instrumental view of human
nature. The ontolog& of these conceptions is realist, "the social world
(is) external to individual cognition is a real world made up of hard,
tangible and relatively immutable structures" (Burrell and Morgan 1979,
p.4>.

The regularities of Veber's model of bureaucracy have been the subject
of voluminous research and much debate over the years. The origimal
critiques of his work evolved out of the cumulative work of Selznick
(1049), Blau (1955), Gouldner (1954) and Merton (1965). Collectively,
these authors offer a critique of bureaucracy as an ideal-type, explore
and explain the types of ‘dysfunctions' that can occur within such

organisational structure. In essence, they describe and explain some of
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the human and informal change processes in bureaucratic social systems
and how these interpersonal aspects can, themselves, generate new
elements of the organisation, e.g. Gouldner's illustration of the impact
of rules by different managers - produced ‘mock®, ‘representative' or
‘punitive' types of bureaucracy. Selznick showed how ‘ideclogy' was.
used to achieve conformity and loyalty, Merton's example of the
‘displacement' of goals - illustrate the processes of change that can
accur in complex organisations structured on bureaucratic

principles. 71

Open Social Systems

A second root metaphor commonly found in the functionalist paradigm is
the biological concept of organism. This eventually gave birth to what
Scott (1981) calls the ‘open natural systems' model of organisations
and is reflected in schools of thought as diverse as general systems
theory, structural-functionalism and contingency theories - the common
premise which integrates them is the idea of a ‘'life sustaining system’

whose prime goal is survival.

Open systems are characterised by their exchanges with an environment
and have the following analytical elements - ©boundary, parts or
elements, interdependency, adaptation and equilibrium mechanisms (Reed
1980>. The functional imperatives implicit in this approach can be
seen in control, integration, and survival of the system. The socio-
technical approach of the Tavistock studies (Trist and Bamforth 1951;
Rice 1958; Emery and Trist 1965) and the social systems work of Katz

and Khan (1966) represents extant work in this field.

The development of open systems has converged into what is now
commonly termed ‘contingency theory' and has developed out of the work
of Burns and Stalker (1961), Voodward (1965), Lawrence and Lorsch
(1967) and the programme of studies called the Aston School (Pugh and
Hickson et al 1974). The cumulative work of the contingency theoriste
“endorses the view that there are no universally valid rules of

organisation and management" (Burrell and Morgan 1979, p.167).

Recently, work by Aldrich and Pfeffer (1976) and Aldrich (1979) has

further developed the ‘environmental imperative' in the ‘natural-
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selection’ or ‘population-ecology' model which posits that
‘environmental factors select those organisational characteristics that
best fit the environment" (Hage 1980, p.314). The model deals with
populations of organisations, and those with the best fit are selected.
The ‘resource-dependency' model of Pfeffer and Salancik (1978) is based
on the premise that decisions are made within the internal political
context of an organisation. The organisation subsequently attempts to
manipulate the environment to its own advantage and generates a
variety of resources to sustain itself. Strategic choices have to be
made in terms of the environment and this in turn has ‘implications for
the use and distribution of power and the social structuring of the

organisation'. [8]

Plural Approaches

Issues of power, conflict and sectional interests are the substantive
concerns of a pluralist approach to understanding organisations.
Organisations are seen as being composed of groups of people with
sectional interests, often divergent and mutually inconsistent goals. A
common purpose exists, only in so far as the groups are interdependent
(Hopper 1985), thus the organisation is basically made up with ‘loose’

coalitions.

Many organisation theories currently contain elements of this view but
tend to stop short of a fully developed pluralist theory of
organisation. Elements can be seen throughout the literature, e.g.
human needs v. organisation needs (Argyris 1957), the dysfunctioms in
bureaucracy (Merton 1968 et al), in choice situations <(Child 1971;
March and Olson 1976), in Crozier's (1964) analysis of two French
administrative organisations, Etzioni's (1961) work on the ‘nature of

compliance', and so on ...

The above representative, but necessarily brief, review allows for the
development of an overall critique of the paradigm and to raise some of

the issues that will be discussed in more detail in the next chapter.
General Critique of Functionalism

A general critique of functionalism will be organised around the

following salient points that frequently occur in the literature.
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General points
“Functionalists view society as objective and orderly; behaviour
is concrete and tangible, and society has a real and systematic

existence." (Futnam 1983, p.1%4)

Ontologically, the work contained in this paradigm has a realist
and objective conception of reaiity. Research thus aims through
scientific rigor +to discover knowledge that 1is empirical,
verifiable and practical. The general shift from mechanical to
organic metaphor, and from closed to open and natural systems,
has not created different conceptions of reality - these still

exist, and are independent of the individual's cognition.

In the organisational field, Veick (1969) states that the
‘processual’ nature of organisations has to be further addressed.
Similarly, Silverman (1970) at the time of writing, criticised the
general explanation of organisational phenomena in terms of
impersonal mechanisms and suggested that the focus should shift
to an orientation which took into account the behaviour and

meanings of the organisational actors.

Benson (1977) talks about the ‘innovation and crisis' which
affects the study of complex organisations and asserts that the
dominance of the 'rational model' has been challenged by a number
0of recent developments in the field. For him, the crisis is
concerned with four analytical problems, namely “action, power,
levels and process" (Benson 1977, pb). In a more recent paper,
Benson (1983) suggests that the “"major alternative perspectives
today challenge fundamental features of the paradigm governing
the field, thus creating a ‘crisis at the level of theory' ... also
argues that this situation grows out of a ‘crisis at the level of
praxis' (p.35). He identifies the alternative and innovative work
to be the ‘'demythologizers' - those who offer a critique of
rational = structuring, (Meyer and Rowan 1977, 1978; March and
Olsen 1976; Veick 1976), the 'politicizers' who. focus on power
(Pfeffer and Salancik 1978; Pfeffer 1981; Edwards 1978), the
‘ecologizers' who stress the enviromnment, resources and power-

dependency (Hannan and Freeman 1977; Aldrich 1979), and finally,
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the ‘totalizers' who relate organisations and society McNeil 1978;
Clegg and Dunkerley 1980, 1977).

Zey-Ferrell (1981) provides a detailed critical analysis of the
dominant approaches to organisational analysis and comments that
their "generalisations do 1little to contribute to understanding
organisational pracesses, strategic choice and pawer

relationships" (p.181).

It would now be useful to draw together some of the more specific
criticisms levelled at the functionalist theories of organisation
in order to advance the merits of an alternative framework in
chapter 4. Each of the specific points to be discussed below have
been separated from each other only for the purpose of the
analysis, as collectively, they illustrate the coherence of the

functionalist paradigm.

Rationalism

The rationalistic view of organisations owes as much to the
intellectual roots of Veber as it does to the obsessive
measurement of structural elements and their inter-relationships
as typified in the work of the Aston programme of researches.
Structural characteristics were defined, operationalised and
measured, then refined, in a continual revision of the selected

characteristics of an objective model of an organisation.

The various structural approaches viewed organisations as rational
goal-seeking entities, what Georgiou (1973) terms ‘goal paradigms'.
As Zey-Ferrell (1981) notes, the term ‘rational’ has developed
several meanings in which organisational functions are described
in terms of means-end relationships, efficiency is maximised,
decision-making becomes a logical process, and where certain
structural arrangements allow for the achievement of predetermined
outcomes. Benson (1977) said that "virtually all explanations
touched base at some point with the assumed rationalizing

tendencies of the organisation" (p.4).
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& host of basic objections has concentrated on the overall
conceptualisation of the rational organisation. One major reason
why organisations are not totally rational instruments in the
pursuit of goals, is that the people who comprise them are ndt
totally rational. March and Simon (1958) comment: “They seldom
have a consistent ordering of goals; they do not always pursue
systematically the goals they hold; they have incomplete
information, they have an incomplete list of alternatives .. and
they do not always know the relationship of organisational means
and ends" (p.184); which ably demonstrates that there cannot be
one assumed organisational rationality. There can only be a
"multiplicity of rationalities originating from various actors and
groups within all organisations" (Zey-Ferrell 1981, p.184). The
importance of non-rational human behaviour, the institutional and
societal elements, all have effect in organisational contexts
(Weick 1976; Meyer and Rowan 1977),

The rational approach too often assumes the central importance of
the organisational goal. Several problems arise in this construct
-~ first, the 'personification' of the organisation. It is people,
not organisations, who have motivation and goals (Etzioni 1975;
Georgiou 1973)., Vho is it, that defines the goal - individual or
group — and how does a goal eventually become accepted as being a
realistic and definitive rational end-state? (Georgiou 1973,
Pp-297-298). Goals can be viewed as the result of the social
construction of reality (Berger and Luckman 1967), or as an
imposed reality by some dominant coalition, or as a reflection of
the capitalist state (Edwards 1978). Others, 1like Silverman
(1970>, Crozier and Friedberg (1977), note the tendency of
defining the boundaries of an organisation in terms of its goals,
which facilitates the serious problem of reification, both of the

organisation and goals.

Ano‘bher aspect which contributes to the rational image, is a view
by many of the structural and contingency-theorists that the
organisation is somewhat constrained. The environment, technology
and size are the principle determinants of structure and

performance. Crozier and Friedberg (1977) have criticised the
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implied view of most of the open systems theories that the
environment is automatically imposed upon the organisation, or
that it is characterised as a single complex change entity. The
determination of technology has been also criticised by Child
(1972), Braverman (1974), Edwards (1978) and others. They argue
that environment, technology or structure is not beyond choice,
but is chosen on some rational basis, and does account for the
decisions to do with the division of labour, specialisation and

hierarchy, etc.

Hence, the structural arrangements and functional imperatives that
account for the organisation have also to be understood in terms
of the actions and choices of those in power. The ‘dominant
coalitions' (Cyert and HMarch, 1963; Thompson, 1967) often form
the basis of the strategic choices which are made (Chandler, 1962;
Child, 1972; Schreyogg, 1980). The rational view has to
accommodate  the fact that there are powerful social entities
which can dictate structure, function and choice. This

challenges any unitary or static perspecti\}e of organisation.

Research methods

Methodologically, the functionalist paradigm is characterised by
the use of data which is derived in a strongly positivistic
manner. The epistemology of organisation is decided through the
operationalism of such organisational variables- as goals,
technology, task, enviromment, etc. into a series of constructs
which can then be measured and interpreted against the cannons
of statistical rigor. Benson (1977) makes the point that:
"Organisational features are simply treated as objective realities
having an unchallenged factual character. Thus, studies of such
variables as differentiation, hierarchy, span of control,
technology and so on, proceed as if these features are independent

of the people whose actions the patterns are expressed." (p.6)

The strong presumption 1is that, if relationships between
variables, or set of variables, can be established, then these can
form the basis of some natural law relating to organisational

characteristics. Organisational features are investigated and
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measured with "little concern for the processes through which
these features are produced and reproduced by participants®
(Johnson 1982, p.42), Positivism is thus associated with an
explanation of human behaviour derived from the direct reaction to
some external stimuli correlated with a technical feature of the
organisation. Mangham (1978) has criticised such research
methodologiés for their emphasis on the ‘average' and reliance
upon inferrential statistics to explain human behaviour. The
question of individual meaning and understanding is simply’

treated as non-problematic.

Morgan (1983) neatly frames the dilemma when he recalls, from
practical experience of working with correlational coefficients,
"while supporting the hypothesis they simultaneously negated it by
identifying the basis for a counterexplanation in terms of what
was unexplained - the affirmational 0.45, identified a problematic
0.55!" (p.12) ‘

In essence, the critics of positivism assert that the social world
can be understood from the perspective of the individual who is
actively and directly engaged in the creation of this world and
not from statistically created notions of a social world., These
ontological and epistemological assumptions direct attention to
the essentially subjective and interpretive nature of the
enterprise of understanding. The study of organisation, it is

suggested, can benefit from such a methodological orientation.

Hodel of man

Every theory of organisation is based upon an implicit or explicit
model of human behaviour - a certain conception of ‘how' and ‘why'
people behave in their organisational contexts. Hollis (1977) has
stated that all "social theorists and philosophers who seek to
explain human action have a 'model' of man, a metaphysical view of
human nature". (p.59 The social systems and objectivist
approaches largely see human nature in terms of economic
instrumentality, albeit with social and complex rationalities. The

general functionalist view 1is still one of man as passive,
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reactive, ©purposive but  externally directed with little

acknowledgement of any self-direction and voluntarism.

Barr-Greenfield (1973) notes the tendency of organisation theory
to deal with human responses rather than with "human activity in
creating organisations" (p.556). To construct a valid and useful
theory of organisation demands a more sensitive and sophisticated
understanding of the infinite variety and range of human behaviour
that can occur in organisational contexts. Manghan (1979
captures the proposition thus: "My metaphor for man is man; I
am proposing that in order to understand organisations and in
order to develop ideas for action, people should be treated as if
they were human beings as we know and understand them in
everyday life, I submit that we do not know and understand
people as machines, as plants, or as systems, rather we know and
understand them as unique entities, as specifically human beings."
(p.14) [06]

The foregoing TYbasic criticisms of functionalist theories of
organisation have evolved through the many debates in the 1literature
over the years. The main criticisms which have been elaborated can be
summarised as follows:- the emergence of a rather static (mechanistic)
concept of organisation which fails to deal adequately with adaptation
and change; a range of positivistic methodologies employed to account
for structure and process, and a preoccupation with variable analysis;
an embracive unitary view of the organisation; problems isoclated and
defined in terms of a managerial bias; an inappropriate model of man
emphasising an overweening rationality; a de-emphasis on the role of
power and conflict; an overall lack of a process arientation
(Johnson, 1982; Zey-Ferrell 1981; Benson 1983, 1977; Clegg and
Dunkerley 1980).

Degpite the growing and trenchant criticism of the functionalist
perspectives in organisation theory, most of the research done on
institutions of higher education espouses some form of this paradigm.
The remainder of this chapter will be devoted to a selected review of

some of the relevant research done in academic organisations. A
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synthesis of those elements which purport to characterise academic

organisations per se, will be made at the end of this chapter.

Educational Organisations

First, a caveat - as this research is concerned with an important
academic process, developing new courses, and is firmly orientated
towards an understanding of this process ‘as it is practised' and
‘conceived of' in the social constructions of its participants; the
locus of that experience is the organisational context. What images do
we have of academic organisations that will contribute knowledge and
understanding about the context of the academic experience? Some of
the answers to this question may be provided by reviewing the dominant
models that are used to describe the quintessence of academic
organisations. In general, there has been a move to reject the static
“ideal~type of bureaucratic organisation" as formulated by Veber and an
attempt %o "locate formal structure ... within the strategies and
motives of teachers, pupils and administrators" (Tyler 1985, p.49)
which not only reflects the theoretical pluralism in the field, but is
also a recognition that only partial and unsatisfactory images were
being created by the slavish adberence to rigid theory and method. The
challenge is, according to Hall (1981), that “organisation theory does
not match the current practices and problems found in higher education”

(p.42). However, let us first see what it can contribute. [101

Bureaucratic model

Veber's ideal-type bureaucracy provides an initial starting point. It
highlights three essential characteristics of organisations:- (a) a
coherent set of goals giving clear direction and which are formally
translated into the various sub-task achievements; (b) formal control
specified in rules and regulations devised to create stable praocedures
and limit behaviour; and <{c) the integration of structure, tasks,
authority and information flows. (Herriott & Firestone 19084, pp.42-43)
Stamp (1966) concluded that there were many characteristics of colleges
and universities that approximated to the Veberian model, such aspects
as - professional competence criteria, official appolntments, career
heirarchy, procedural regulations, etc. Baldridge (1971) also comments

upon the bureaucratic elements of hierarchy, formal communication
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channels, and the ‘people-processing' aspects like record-keeping,

registration, graduate requirements, .....

Enderud (1977) reminds us that it is obviously possible to find
‘bureaucratic traits' if one looks in the right place — by focussing on
the formal structure, looking for routines and programmes, and
restricting the analysis to certain sectors of the university, e.g. the
central administration - all these aspects contribute to a bureaucratic
picture of the organisation. The basic point is the selectivity of the

focus - parts not wholes. Baldridge et al (1978) maintains that this

view fails to =xplain the non—formal processes of power and influence,

the dynamics occurring within the formal structure, changes within the

[ui

rganisation and the complexities of policy formulation.

A modified structural arrangement called a “professional bureaucracy"
by MNintzberg (1979) has attempted to outline five basic functional
areas -~ the strategic apex, where the collge executive carry out their
academic and administrative tasks; the middle line, representing the
heads of departments functionally responsible for departmental,
academic and administrative tasks; the operating core, where the
specific teaching and research function is carried out. To this line
function, a vast support staff of administrative and ancillary
personnel is required but relatively few technical staff are required to
give advice/expertise to the academics. By modifying a universal
structural configuration like the hierarchial bureaucratic pyramid,
Mintzberg has attempted to relate his configuration to specific
situations like education, recognising the paramount autonomy of the

professional worker.

Little recognition has been given to the enormous ‘para-structure' of
committees which co-exist with the formal structure in this type of
organisation.  Authority is not only delegated through the line and
departmental structures but is also discharged through a hierarchy of
academic committees (acadenic council, scrutiny, course and
examination). The formal line structure and the committee one, forms a
parallel decision-making process - one is full-time, the other
(committees) is part-time in nature. Enderud (1977) drew attention to

the diffuse democratic participation patterns of academics and how the
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part—-time and changing membership of committees perpetuates the
ambiguous nature of goals and future plans. Clarification of goals and

plans requires time, energy and presence.

This network of interdependent committees adds an additional
configuration 1o the established academic and administrative
hierarchies. Functionally, these committees provide diffuse and
democratic decision-making mechanisms within a tight framework of
clearly defined accountability regulated by procedural rules. They also
create an inertial pace to information generation and transfer, to the
co-ordination of communication between the various committees, each one
meeting on its own time schedule, and all of them, “impregnated with
potential conflict and disagreement" (Davies and Morgan 1982, p.155).
From a range of institutional case studies, Davies and Morgan (1882)
have isolated +the following common denominators associated with
committee functioning:- short range compromised policy decisions;
concurrent dilemmas associated with a pervasive lack of trust; time-
consumption of meetings; professional rivalries; sectional interests;

uncertainty of the political and economic parameters; ...

Clark (1983) notes that these bureaucratic co-ordination mechamisms
aimed at linking the ‘actors with the actions' have, paradoxically,
fostered and strengthened the political, professional and market forms
of action. Bureaucracy, in the educational organisation context, seems
ill-adapted to cope with the contemporary external and internal forces
acting upon its structural arrangements. The membership can often
display a surprising and superficial indifference to, and a gemeral lack
of awareness of, the wider implications which are directly related to
HCD. Internal concern for organisational politics frequently clouds the
more pragmatic issues of new course relevance to volatile and ill-
defined market needs. Professional bureaucracies have a strong

internal orientation and a marked reactive external orientation. [111]

The Collegial HKodel

If +the rational bureaucratic model lacks descriptive power to
characterise the essence of a university or college, some writers (like
Gross 1968 and Millett 1962) have found the image of ‘collegium' or

‘community of scholars' useful. The community approach sees the
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university as mors a ‘community’ in which decentralisation, individual

autonomy, informal relationships and consensus-building accurs. It
captures a somewhat idealistic ivory-tower ambiance and overlooks the
practical implications of operation. Hillett's (1962) notion of a
“company o0f equals bound together by common value-systems and
heritage" (p.53) promotes the view that the university or college is
".one cohesive community of academics, administrators, students and non-
academics all pursuing academic goals in a context of co-operation and
consensus” (Meek 1981, p.14). This cannot be a valid proposition in
the highly differentiated and professionally dominated modern
university context. Kerr (1963) sees 'several communities' co-existing
while Sanders (1973) concluded that there exists a functional community
which "depends, internally, upon the division of labour, interdependence
and conflict-resolving mechanisms" (p.78>. Clark (1966) talks about
the dominance of ‘expertise’ and how authority and organisation evolve

around it.

If the ‘community of scholars' is the human face grafted on to the
bureaucratic structure, Baldridge et al (1978) again notes some of the
limitations of this conceptualisation. The model fails to deal with the
problem of conflict, “the prolonged battles that precede consensus"
(p.34> and is further elaborated by Meek (1981) when she says that
there "can be different communities, such as a community of humanists
and a community of scientists, with different cultures, values, norms
and symbols, within the same organisation" (p.8). Indeed, there can be
a consensus but one has also to realistically acknowledge that academic
organisations are colourful arenas in which power, conflict and micro-
politics all play a role, The professional academic is not above the
exercise of jealousy or pettiness. Normative consensus in one group
may well trigger conflict in others who hold different norms and
values. If departments represent strong sub-cultures and professional
(academic) orientations, these +then become powerful interpretive
frameworks for assessing their (i.e. the departmental) contributions to
the collective academic task. Their sense of identify and worth are
constantly being reappraised by other professionals who are not always
prepared to share the value of such contributions. Hind (1971) makes
this point when he suggests that there is a strong desire for

credibility and positive evaluation by others in the institution.
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Vyatt (1977) has analysed the notion of ‘community' as applied to
institutions of higher education and focuses the term around four
models, each one is related to a particular style of interaction and a

theory of learning.

The ‘craft guild' idea of community “rests on a belief in strong

boundaries within which interaction takes place" ... where "learning
rests on the unity of knowledge" ... and is acquired "by progressive
stages of achievement" (p.127). This image 1links with those

conceptualisations of Gross (1968) and Millett (1962). A small

theological college might serve as a contemporary approximation.

Another model rests of Newman's classical ideal, the “structure of the
community was simple: the teachers and the taught" (p.128) with no
room for narrow modern-day specialisations, the singular task was
nothing less than the ‘cultivation of the intellect'. It still provides,
even in today's economic and instrumental climate, a strong and

evocative image of academia.

Bureaucratic divisions of labour group academics into functional
‘communities' separated by the departmental boundaries. Here, the
‘community' is created by the reality of academic planning and the
existence of evolving knowledge specialisms rather than some ideal

notion.

The final model proposed by Wyatt (1977) is defined as the ‘spontaneous
community' with its origins in the de-schooling and neo-Marxist social
criticism tradition. It is characterised by its organic, spontaneous,
transient nature and attempts to avercome what is seen as the
manipulating and alienating tendencies of the large modern educational

bureaucracies.

The collegial model has the merit of drawing attention to the
interactional order and value base of organisational membership.
Community, in the academic sense, can be both broad and inclusive,
Diversity in academic specialisation can still make a common claim to
some corpus of knowledge which becomes translated into a concern about

the inextricable ties of learning, research and teaching. These ties
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transcend the  administrative and  structural  contingencises
organisational design and TDbecome expressed more through the

articulation of varying academic cultures, ideologies and practices.

The Political Model

The political paradigm of universities was first articulated by Cyert &
March (1963) who identified the main features as follows - a limited
number of interest groups- exist; they have their own well-formulated
goals; Jjoint decision-making becomes a process of conflict-resolution
through bargaining; the outcome of conflict is usually compromise;

leadership in the organisation is one of brokerage and mediation.

Baldridge (1971) summarises the situation as such: "A complex social
structure generates multiple pressures, many forms of power and
pressure impinge on the decison-makers ..." (p.24) and initially
identifies the ‘plural' character of the university. Interest groups are
in continual competition with each other over valued resources -
organisational symbols, economic rewards, major policies, power,

authority, prestige or ideologies.

The description of the decision-making process has both ‘'bureaucratic’
and ‘'political' elements in it (Enderud 1977, p.42). Politics forms part
of the complex process but does draw attention to some of the
underlying assumptions that Baldridge (1971) considered were reflective
of the university's dynamic, namely, that only some people devote time
and energy to issues, a lot of inactivity prevails, that conflict is a
normal concomitant of fragmented social groupings and should not be
read as a sign of breakdown. These aspects severely qualify the
‘rational' bureaucratic processes, and add a dynamic to static

structures.

Some qualifications have been noted, principally by Enderud (1977) but
also by Baldridge et al (1978). First, interest groups may bhave
individually articulated goals which might also share a ‘common'
element with others, and hence need not always be in conflict with one
another. This consensus is more likely to be pursued within the
bureaucratic structure of decision-making. Second, interest groups

often become heterogenous in their make-up and are not necessarily
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representative of single departments. Third, the environmental factors
have been broadened to account for the growing influence and complexity
of outside influences, and lastly, as the original study centred on a
particular episode, the model has now to account for longer term
decisional patterns. Notwithstanding these qualifications, Meek (1981)
asserts that the "political model of university organisation is an
improvement over the bureaucratic and the normative omes® (pp.12-13),

and does identify the processual nature of the organisation.

Politics presupposes an ideology that not only directs energy, but
‘frames' the selection of the issues and problems to be addressed.
Various authors, (Baldridge 1971; Bacharach and Lawler 1980; Enderud
1977; Bardach 1978) have discussed the complex interaction of resource
allocatioﬁ, authority and power, all of which colour the practical
institutional decision-making processes. Educational organisations are
characterised by widely distributed power bases amongst numerous semi-
autonomous academic groupings who spend a not inconsiderable amount of
time in bargaining and persuasion. Macro educational politics find
intense micro-organisational focus and expression. Conflict is thus

taken as part of the natural state of academic affairs. [12]

Contingency Hadel
Deer and Deal (1979) working within a change perspective, cite six
reasons why schools as  organisations differed from  their
industrial/business counterparts. Some of the points have now been
covered, like diffuse and ambiguous goals, what they call the ‘myth' of
professionalism (autonominism), the concept of ill-defined technologies
(unclear linking  between  teaching and  learning) and  the
interpenetration of the environment into the organisational world. Out
of newer theoretical developments - organised anarchy, loose coupling
and the open system approach - they have proposed a contingency-type
synthesis. The synthesis accommodates the "human rel}:ttions approach
structuralists ... and phenomenological, examining the underlying
symbolism of organisational patterns and activities" (p.53). For them,
the problem has been that rarely have these diverse viewpoints been
integrated into a comprehensive framework to account for the

interaction of structure and process.
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Having already touched on some aspects of bureaucracy and politics in
the preceeding reviews, brief mention will be made of the symbolic
dimension of the Deer and Deal's (1979) framework. As this dimension
will be explored later in this thesis, Clark {1972, 1970) incorporates
the idea of the symbolic in his notion of the ‘organisational saga'.
Deer and Deal (1979) define the symbolic as "a constellation of non-
rational, non-verifiable, self-reinforcing meanings and understandings"
(p.55) to include myths, rituals and ceremonies, values and beliefs, and
norms - all of which expréss symbolic behaviour, and which can be

found in the structure and processes of all organisations.

Ellstrom (1983) argues that a social systems approach views
"organisational processes as spontaneous, adaptive responses to
internal or external demands, rather than as intentional action®
(p.234), hence overcoming the ‘'rationality' straightjacket. The roles,
norms, the cultural system of values, beliefs and idenlogy, all create
an integration and interdependence between the system's elements (Katz
and Kahn, 1978), as well as being determinants of organisational
action. These ideas are also reflected in the contingency efforts of
Deer and Deal (1979).

Although introducing a symbolic element in terms of organisational
culture and ideology into their models, its explicit use tends to be
functionally orientated. It is comparable to a simplistic notion that
people become socialised into this stock of universal cultural elements
which then defines the prescribed patterns of acceptable behaviour,
Culture is not a static set of meanings but is active, constantly being
renegotiated and hence, it is false to conceive of one single holistic

organisational culture.

However, contingency models, according to Schreyogg (1980) and others,
are still heavily influenced by causal thinking and an open system
perspective, Too often the contextual factors, environment or
technology, are regarded as conditions over which the organisation has
little control or choice. The organisation simply reacts to its
environment and does not act on it The environmental and
technological imperatives leave 1little room for the intentional

selection and choices of organisational members.
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In the educational context, an increased environmental vulnerability has
been brought about by a combination of social factors such as political
redirection, financial stringency and demographic decline in traditional
client groups. The direct organistion-to-environment link is more
diffuse for education. The educational ‘products', that is, current
courses, are culturally complex and arise out of a compounded social
process of knowledge creation and transfer. Contingency theory, while
descriptively useful in mapping out the interactions, fails to
adequately cope with the social constructions and interpretations of

the organisational members in pursuing their strategy and choices:

The Organised Anarchy HKodel

A further image which has been elaborated to describe academic
organisation is Cohen's et al (1974, 1972) noti_on of an anarchistic
organisation. The following are the properties commonly associated
with this conceptualisation - the overall organisation is loosely
structured (relative and varying sub-unit autonomy) and arising from
this anarchic structure "four central assumptions can be made about the
participants of the organisation, its goals and technology" (Enderud
1979, p.4®.

The model has four assumptions which are: (@) ambiguous goals -
inconsistent and ill-defined preferences in which +the goals are
described as a "loose structure" (Enderud 1979, p.b0); (b) unclear
technology - the degree to which there is exercised professional
autonomy and choice as to what is taught and how it may relate to
other subjects in the curricula. Often, this is "poorly understood by
the other members of the organisation" (Ellstrom 1983, p.235) and ends
up as a loose and poorly defined collaboration; (c) part-time
participation in joint decision-making - there is a fluid and mostly
part-time participation in +the various committees in which the
academics are engaged resulting in a variance in the amount of time
and effort they devote to different domains; involvement “"varies from
one time to another" (Cchen et al 1972, p.1); (d) autonomy - there
exists large variation in the degree of autonomy exercised between sub-
units, faculties, departments and even individuals within them. Meyer
and Rowan (1978) maintain that an anarchic organisation is held

together by the "logic of confidence" in which the various parties
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bring the taken—for-granted, good-faith assumption that others are, in
fact, carrying out their specified activities, e.g. teaching, research

and administration, competently.

The above metaphor of organised anarchy assumes a basic lack of
intentional organisational action, hence problem solving and choice are
problematic. Decision—making processes are the result of four
‘independent streams' consisting of problems, solutions, participants
and choice opportunities (Cohen and March 1974), all co-existing in
‘garbage cans'. Collective decisions will lead to either omne or more
solutions offered for one or more problems, or else, to temporizing and
avoidance. Passing decisions from one committee to another in academic
organisations helps perpetuate the prolonged and diffuse nature of many
of the decisions taken and in turn is further compounded by the inter-
related nature of the anarchic properties of the organisation. Enderud
(1979, p.114) calls this the ‘'closed circle of anarchy' which
perpetuates this state of affairs and ends up in a form of stable

equilibrium.

Turner (1977) comments that colleges are, by the nature of their
enterprise, anarchic and demonstrate the basic properties associated
with this organisational description. The basic premise is that they
operate in unpredictable, turbulent environments and is arguably

reflective of the current situation.

The bureaucratic hierarchy with its participative committee management
is designed more for stable and predictable environments. These
structural arrangements discourage risk-taking, trust and innovation.
Committees are notorious for developing more procedures, more rules and

more routines, hence increasing the internal organisational stability.

Anarchic organisations are not formless or merely loose collections of
unpredictable individuals. Structure, in the anarchic sense, is partly
determined by external pressures, and partly as a product of the nature
of the organisation itself. It is the problematic relationship between
goals, members and technology that gives the organisation its amnarchic

characteristic.
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Tyler (1983) notes the tendency in education to apply a range of
inappropriate ‘“models of organisation developed on factories, the
military and Dbusiness .."(p.40) and concludes +that the goals in
education are not as clearly defined as those in industry nor are the
links between them and technology as tractable as those in other
sectors. The ‘'organised anarchy' metaphor attempts to approximate to
the structural and processual feature of educational organisations. It
has, at least, the merit of some originality and locates its description

directly to the educational context.

The Loose Coupling Hodel

Veick (1976) has challenged the idea that within organisations, the
various structural elements are closely tied together. His concept of
‘loose coupling' posits the converse of the bureaucratic model and is an
alternative to the one-dimensional, over-rationalised view presented of

educational organisations.

Loose coupling infers a loose connection between the stable sub-units
of an organisation such that a relative independence exists. This
structural looseness allows for local adaptations in the sub-units and
a degree of independence to resolve problems at the unit level. The
expression of different educational and political ideologies allow staff
to approach their teaching and research tasks within freedom and self-
direction. This is what Meyer and Rowan (1982) calls the
"disconnection of bureaucratic structure from technical activity and
this activity from its effects" (p.71). Other examples of loose
coupling within universities and colleges would De: intention and
action; processes and outcomes; administrators and teachers;
teachers and teachers; teachers and students. Loose coupling “carries
connotations of impermanence, dissolvability and tacitness, all of which
are potentially crucial properties of the ‘'glue' that Tholds
organisations together" (p.3). As Weick (1976) says, “they sensitise
the observer to notice and question things that had previously been
taken for granted" (p.2) and as such warns us against the pitfall of

believing that educational organisations behave only in certain ways.

The ‘decoupling' (Meyer and Rowan 1978) of the goals, technology and

organisation, challenges the notion of shared goals and a formal
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authority system which serves to control, co-ordinate and integrate a
rational entity. However, strong control is exercised by society in
terms of what counts as valid education and certification. Complex
rules define and classify teachers, students, their grades and
evaluation - collectively, they provide the exterﬁal forces of cohesion
to the system. Tight coupling exists at the level of control over the

‘ritual classifications' imposed by society and its social agencies.

Integration within the individual organisation is achieved by what
Meyer and Rowan (1978) call "the logic of confidence". "Parties bring
to each other the taken-for-granted, good faith assumption that the
other is, in fact, carrying out his or her defined activity" (p.101). As
long as this logic of confidence applies, each person is allowed to

carry out their work with little or no interference from others.

Tyler (1983) notes the ‘expressive or symbolic' sense of the loose
coupling model in that the organisational members have to construct or
negotiate some kind of social reality, “"a self-conscious and flexible
set of normative  guidelines to everyday practice" (p.40).
Organisational life is thus reflected through the constant interplay
between the activities that we need to carry out and the organisational
accounts we need to give to others - our colleagues, external peers,

professional agencies. [13]

A Summary

WVhat then is the status of the academic organisation? Contingency
theory, loosely coupled systems, garbage can organisations, organised
anarchies - these conceptual models share the basic structural premise
of flexibility in their sub-systems so that the organisation is somehow
better able to adapt and survive. Lutz (1982) reminds us that "no
single theory accounts for the entire range of administrative and
organisational behaviour" and also much “organisational phenomena (is)

left unaccounted for" (p.653-654)

Ellstrom (1983) has proposed an ‘integrative' model and argues that
each of the four organisational models emphasise different aspects of
reality but are essentially complementary as each model represents four

dimensions of the same organisation. Academic organisations are
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assumed to be rational, political, social and anarchic., Again, the
emphasis is based upon a situational view of organisational life which
seems descriptively adequate of these features at certain times and

phases of organisational activity.

It is temptingly easy to crudely relate thse images to NCD at a simple
descriptive level to illustrate the salient features. NCD is a formal
bureaucratic process and results from organisational attempts to
rationally define some future desired goal in new course provision (a
product—-market orientation). The structural vehicle of this process is
a plethora of committees - acdaemic planning, staff development, course
planning, internal validation, etc. (Lockwood 1981; Lynch 1981), From
a systems perspective, NCD acknowledges the environment link, the
difficulty of resource procurement, of matching the market niche to

staff specialisation and contribution (Enderud 1979).

The political dimension of NCD is both internal - departmental micro-
politics, sub-cultural differences, academic self-interests - and
external - the dialogue of influence between the college, S.E.D. and
C.N.AA. As the organised anarchy metaphor, the barriers and problems
of NCD would encompass organisational inertia, academic ideologies,
fragmented and capricious interest groups, fluid participation,
contested issues and varying organisational realities, etc. All these
images contribute something to the 'surface experience' of the process.

However, deeper processes are situated within the context.

Returning to Lutz's (1982) assertion that most “theories and models
fail to account for a considerable amount of observed organisational
behaviour, particularly in educational organisations" (p.653) and goes
on to further state that "when sufficient data in human organisation
are left unexplained, a much better research strategy is to admit that
failure and to engage in further 'descriptive research' (p.654). In
order to accept this challenge, a bridge has to be built between the
functionalist paradigm and their explanations of organisational

phenomenon to that of the interpretive paradigm.

To date, the descriptions of organisational structures and processes

have been what Geertz (1973) would term ‘thin' descriptions and what
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has not been done is an analysis to explicate the ‘'deeper' underlying
layers of meanings behind these events - +the ‘thick' descriptiomns.
Levin and Simon (1974) argue that organisation is not a single
abstruction, but rather the varied perceptions of individuals. Hence it
becomes “"a multi-faceted notion reflecting what individuals see as
their social world and what meanings and purposes, individuals bring to
or take from that reality" (p.4b). Greenfield (1973) has criticised the
reification of organisations by the dominant paradigm and contends
that such assumptions are false on two principal grounds: first,
organisations are described and understood apart from human Dbeings;
and second, goals are usually posited to be independent of those held

by individuals within the organisation.

Sieber (1977) talks about the ‘existentialist image' of school which
stresses the role of persomal values, goals and needs of the individual
in the unique setting of each. Pondy and Mitroff (1979) in a critique
of the prevalent open system model of organisation argue for a view of
organisations “as language using, sense-making cultures" (p.30) and
where myths, stories and metaphors provide powerful vehicles for
exchanging and preserving rich sets of meanings for individuals (Boje

and Rowland 1977; Clark 1972; Meyer and Rowan 1877; et al).

NCD becomes the focus for ‘thick descriptions where meanings are
created, sustained and changed, throughout the process. Vhere the
interplay of academic task and orientation, the organisational context
and its environment, undergo many reproductions in the attempts to
make sense and ground the organisational realities in the practices and

intersubjective understandings of other people.

So far, the research has reviewed the current range of models of
organisation explicated within the dominant functionalist paradigm.
The underlying assumptions, the basic theoretical constructs and a
general criticism of the main characteristics of functionalism have
been presented. Greenfield (1979) refers to systems theory and
structural-functionalist thinking as "the ideological hegemony of
administrative studies" (p.98) and concludes that it perpetuates bad

theory and sterile research.
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The summary argument is this, that despite its pre-eminence in the
field of organisational studies, functionalism with its language of
objective rationality and structure has singluarly failed to adequately
address itself to the view of human beings as generators of their own
social reality and sense-making. Received organisation theory +too
freque'ntly creates an objective, artificial and conventional reality,
which ignores the basic human processes which define and sustain the
social milieu of organisations.

We need to know more about these multiple organisational realities from
the perspective of the experiencing actor. We 1live in separate
realities but we live with each other and therefore we need to
understand these disparate social worlds and their artefacts - that

which we call organisation.

To echo Benson's (1977) concern that an adequate approach to
organisational analysis must deal with “the social production of
organisational reality" and “the continuously emergent character of
organisational patterns" (p.14), the following chapter will direct the
process of looking at some of the explicitly social patterns in
educational contexts./ The substantive areas of academic task and
orientation, culture and ideology, knowledge and environment, all
provide fundamental elements of the social fabric expressed in the

discourse of organisational life.
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Chapter 2 Fotes

The literature base for this chapter reflects a synthesis of three
principle sources - the orthodox and voluminous organisational
field, the higher education sector, and the literature on the
ogranisational structure of the school. The latter areas, higher
education and schools, have closely followed the theoretical
developments, fads and fashions of mainstream organisation
theories. An attempt was made to abstract and integrate the
major and relevant theoretical points of common concern within
the functionalist paradigm and address their application to

educational organisations.

Although Kuhn's (1862) concept of a paradigm has gained
increasing popularity and common usage, it is not without its
critics who challenge its explanatory power. Even Kuhn (1974)
has had his own reflections and second thoughts. For a clear
exposition of the basic idea and its problematic application to

sociology, see Lemke and Picou's (1985) article.

Burrell and XMorgan's (1979 is ©basic to any scholar of
organisation +theory as it reviews and groups organisational
research according to its principal theoretical and philosophical
assumptions and also provides a useful bridge between these two
areas. Pfeffer (1982) is equally worthwhile, as he categorises
the theoretical perspectives in organisation theaory by combining
'‘perspectives on action' with ‘levels of amalysis'. Astley and
Van de Ven's (1983) paper succinctly orientates the researcher to

the current debates and issues in the bludgeoning field.

Morgan (1980), Koch and Deetz (1981), Manning (1983) remind all
researchers in the organisational field that the language used to
describe these Drganisatior;s, itself circumscribes our
understanding of them and influences the theoretical discussion
about them. ¥Not only can one investigate the dominant metaphors
used to describe organisations per se, but also one can turn the
linguistics lens usefully ‘inside' the organisation and look at how

language is used in everyday discourse (see Daft and Wiginton

_54_



1979; Evered 1983; and part 4 of Pondy's (1883) et al (edits.
book Organisational Symbolism). ‘

A good sociological and historical amalysis of both Scientific
¥anagement and the early Human Relations movement is contained in
Bendix (1966) Vork and Authority in Industry. For a general
critique: Perrow (1979) Complex Organisations: A Critical Essay.
2nd edition; Trist in Lockett and Spear (1983) Organisations as
Systems, 2nd edition. The development of this field, see
chapter 3, Clegg and Dunkerley (1980).

Rose's (1978) book Industrial Behaviour traces the subsequent
developments and applications of Taylor and Mayo. Soper (1972
Organisations in Theory and Practice, part 2, is another useful

review.

Dawe's (1970) original debate about the ‘'two 'sooiologies‘, one
about ‘structure' and the other ‘action®, often receives dichotomous

treatment in organisational theorising.

The stable and predictable world of a Veberian model of
bureaucracy provides the blue~print f{for ‘rationally' designed
structures in which ‘rational' individuals carry out clearly
prescribed roles and action. For Veber, 'rationality of action’
had to be adjudged against some objective standard and this
‘formal' rationality is reflected in wmanagerial thought and
literature. Substantive rationality, less distinctively logical in
its treatment of means to end, is governéd by some ultimate end,
value or principle. This latter type of Veberian rationality is
less well déveloped and addressed in the management field.
Marxist perspectives however relate technical rationality to

social forms of production and domination.

Veber's four-fold typology of the various forms of social action -
traditional, affective, rational value-orientated, and rational
goal-orientated - is useful in sociological analysis. In contrast,
Marx's model of action is called ‘instrumental rationalism' in

which the social actor achieves his goals through the use of a
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10.

variety of tactics and strategies. For conprehensive treatment of
the problems and issues to do with action and structure, see, for
example, Cohen (1868) ¥odern Social Theory, Rex (1976) Key
Problems of Sociological Theory, Lee and Newby (1983) The Problem
of Sociology, Giddens (1979) Central Problems in Social Theory,
and also by the same author, (1982) Profiles and Critiques of
Social Theory, Trigg (1985) VUnderstanding Social Science.
Giddens' ‘theory of structuration' attempts to resolve the problem
in social theory of “Structure vis-a-vis agency, of constraints
vis-a-vis enablements, of macro- and micro-levels" (Bertilsson
1984, p.343). Reed's (1980) thesis gives a rigorous treatment to

a social action perspective in organisations.

The <concepts of structure mostly employed in functionalist
theories of organisation are historically and intellectually linked
to Veber, Fayol and Taylor. The contemporary literature reflects
these roots and, coupled to the contingency variables, forms the
basis of organisational design and development work. The articles
by Salaman (1978) and Ranson et al (1980) provide a sociological

orientation to structure.

Silverman (1970) is still a basic text which critically reviews
the range of theoretical frameworks employed to explain the
concept of organisations, and argues the case for the action frame
of reference. Articles by Wood (1981) and Schreyogg (1980) give
comprehensive critiques of the contingency approach and generally
highlight the insufficient attention paid to the discretion of the
key decision-makers and how their values, beliefs and ideologies
may influence the choices made. Clegg and Dunkerley (1880),
chapters 3 and 6.

Shotter's (1975) book, Images of Man in Psychological Research, is
a basic introduction. A more rigorous treatment is contained in
Chapman and Jones (1980) Hodels of Han.

General and extensive reviews of the organisation theories applied

to schools is to be found in the following articles: Allison

(1983), Bell (1980), Davies (1081), Tyler (1985) and Villower
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11.

12.

13.

(1982> Institutions of higher education are documented by a
number of authors in their books, for example, Blau (1973),
Baldridge et al (1978), Becher and Kogan <(1980), Clark (1983,
1970), Halsey and Trow (1971), March and Olsen (1976). The
empirical literature is diffuse and covers diverse aspects such as
the educational system, organisational functioning, professional
work, etc. Vork by Lockwood (1981), Lynch (1981), Startup (1976);
Reed (1980) are examples of more specific research in institutions

of higher education.

King's (1980) article relates a Veberian framework to education
and provides a synoptic look at the various issues. At an
organisational level, Tyler (1985), Reed (1980) and Hintzberg
(1979) review and critically appraise the bureaucratic model,
offering refinements. Brown (1978) provides an interesting

contrast to the conventional approach,

Power and politics in organisational contexts is a growing and
complex field. For specifically educational examples, see MNoodie
and Eustace (1974) Power and Authority im Bfitish Universities,
Baldridge <(1971) Power and Conflict in the University, Pfeffer and
Salancik (1974) "Organisational decision-making as a political
process: the case of a university budget", Administrative Science
Quarterly, Enderud (1977) Four Faces of Leadership in the Academic

Organisation.

Critical assessments of the ‘loose coupling' model are contained
in Lutz (1682), Villower (1982), Herriott and Firestone (1984).
The article by Allison (1983) provides a background to the
uncritical reliance on the various images and models of
educational organisations which fail to pay sufficient attention

to the social phenomenon contained in organisations.
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CHAPTER 3
Substantive Issues in ECD

Introduction

The preceeding chapter reviewed the various functionalist schools of
organisation. These structural and deterministic formulations have
been criticised on many grounds but are particularly faulted in their
inadequate treatment of the social and symbolic aspects of
organisational life. The cumulative work of Cohen et al (1872), Veick
(1976> and Meyer and Rowan (1983) amongst others, moves the focus
towards a consideration of the more human, random, irrational and
generally emergent characteristics of organisational processes to what
Pfeffer (1982) calls a 'social constructionist' perspective. If, as
Geertz (1973) maintains, "man is an animal suspended in webs of
significance he himself has spun" (p.5), then an organisation is seen
as a social creation within which man spins and generates sets of
diverse meanings. This approach emphasises the importance of
discovering the ‘native's point of view' and is ‘'semiotic' [1]1 in
character with its focus on language and symbols. The avowed intention
of this chapter is therefore, (a) to explore the concept of organisation
as a social construction, (b) to describe the basic social elements
which aid the individual's construction of meaning, and {(c) to argue

that NCD can be understood from a constructionist framework.

Central to all interpretive research is the concept of organisation as
a series of social constructioms. Rather than having an independent
existance, the organisation exists in and through its members'
communicative and productive activities - words, symbols and actions.
The organisational context is where the fabric of social understanding
is created, sustained and re-created by the individual members. ©NCD is
a process that should clearly reflect the multiple realities which
constitute organisational life and context. It should also illustrate
the varying meanings attached to these realities by the individuals

engaged in the process.

In the previous chapter, mention has already been made to the way that

metaphors are used by organisational theorists +to portray their
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conceptualiéatinns of organisations and as  descriptions of
organisational reality. Koch and Deetz (1981) remind us that
*metaphors are not just shared subjective interpretations of the ‘real’
organisation but are surface records of a basic, ordinary interpretive
(seeing as) process which continually structures the organisation's
reality"® (p.13). Veick (1979} also states the connection but notes the
over reliance and limitations of using these dominant metaphors tfo

conceptualise organisational activities.

NCD seen from a social construction perspective embodies the
phenomenal elements of culture, ideology, knowledge, structure and
environment as explicated and related to an academic context. Vhat
things and events are in experience is what they are seen as in
everday activity and becomes the basis for a ccherent description of

the taken-for-granted mundane activities and events.

Borrowing from a framework developed by Deetz and Kersten (1983), a
constructionist thesis is put forward to account for both a concept of

organisation and the process of RCD.

It is that:

(@) organisations are multi-levelled and multi-faceted social
constructions;

(b) academic work is paradigmatically orientated in terms of
knowledge construction and ideology;

(c) organisation-environment linkages are cognitively structured by
members;

(d) organisational structures are interpretive schemes which became

expressed in varying provinces of meaning.

As Laing (1967) points out, "persons are distinguished from things in
that persons experience the world whereas things behave in the world®
(pB53) sums up the basic assumption for understanding organisations
and their processes from the frames of reference of those being
studied.

New courses are developed out of a richly subjective milieu of culture,

ideology, knowledge and tradition. Phillipson (1983), in a collection
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of papers, charts the evolving debates over the years as to the
‘university-ideal' and its changing and problematic relationship to
society, All the familiar issues - centres of excellence, change from
elite to mass institutions, the ideal of liberal education, curricular
structures and relevance, the professions, academic autonomy and the
state, employment and the labour market - find current articulation in
these and other related matters. NCD is born out of and evolves from
such a contextual dialogue. Silver (1983) perceptually notes that
*society has altered +the landscape of higher education without
consulting them" (p.281) i.e. the umniversities, illustrates the often

closed nature of the debates which, in the past, took place.

Williams (1983) makes a similar point "the fundamental weakness of
British higher education is that it is ‘producer-dominated' ... in
matters of scholarship and learning, professional academics know best"
(p.23%). The producer is the expert. However, as previously noted,
‘producer-dominated' institutions have become more and more regulated
by political and £financial agencies (UGC, DES, SED) ‘bureaucratic-
dominated', but also colleges are now more exposed to the opportunities,
threats and rigors of the market - becoming ‘consumer-dominated'.
Tapper and Salter (1978) state the dilemma in uncompromising terms,
"the ideological challenge to the university-ideal is based on the idea
that education is fundamentally an economic resource" (P.149). The
normative themes which arise out of this orientation are familiarly
expressed in +the vocabularies of ‘manpower planning', ‘unit-costs’,
‘targets and strategy', .. New courses become expression and
compromises of these manifest tensions and contested educational
values. Goodson (1983) states that the current curricular debates now
centre on ‘“conflict Dbetween subjects over status, resources and
territory" (p.3), which neatly protrays the critical issues and their

associated dynamics which influence the NCD process.

Before detailing the contextual map of NCD with the related substantive
elements of culture, ideology, knowledge and environment, it would be
analytically useful to make an explicit distinction between the idea of
‘deep' and ‘'surface' structure (Cicourel 1971, Geertz 1973, Deetz and
Kersten 1983). In talking meaningfully about the multi-levels and

facets of organisational reality, the idea of ‘surface' structure is
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where the formal reality of organisations communicates itself through
the rational, ordered stable world of statemehts, goals and objectives.
Where the ostensible and consensually shared meanings and values which
pervade the organisation, are manipulated in order to sustain power and
control. Benson (1977) calls this the ‘'prescribed ideas' which
legitimises the formal structure, processes and activities of the

organisation.

Deep structure includes the "material conditions of production and the
unexamined beliefs and values upon which the taken-for-granted surface
structure rests" (Deetz and Kersten 1083, p.158). It includes the
allocation of resources, the historically developed rules and social
practices, the undeflying meaning structures and social relationships

which define the daily events and actions.

Critical [21 and interpretive research focuses upon ‘'deep structure' in
order to make explicit these underlying sets of relationships. It
attempts to examine the activities performed in terms of rationality,
technological efficiency and value-neutrality. The distinction between
‘surface' and 'deep' structure is insightful as it draws attention to
the interplay between the social and structural aspects of
organisational life. It helps to clarify the interactional order of
organisational contexts and the soc.ial elements which constitute it.
The remaining sections of this chapter will address those social and
‘deep surface' elements of an organisation which sustains the 'meaning

base' to an individual's understanding of events and processes.
P

Culture

As a concept, culture [3] has been increasingly linked with the study
of organisations (Quchi and Vilkins 1985). The proliferating literature
illustrates "the confusing but facinating assortments of notions and
intimations" that exist (Allaire and Firsirotu 1984, p.216)>. A similar
observation by Smircich (1983) has led her to an analysis of the
concept and its application in the organisational field. For the
purpcse of this study, the concept of culture will be restricted to what
Allaire et al (1984) define as, culture as a system of ideas - an
ideational system. Smircich (1983) uses the congruent terms,

organisational cognition and symbolism.
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The idea of culture rests on the premise that the full meanings of
things are not given a priority in the objects themselves. lMeaning
arises out of an in situ process of interpretation which produces a
‘shared or common' meaning for all individuals, or alternatively it
becomes a highly individualistic product of interpretation (Louis 1983).
A cultural view of organisation subscribes to the notion of an
organisation as a social phenomena, a distinct social group having its
own social ideals and a set of symbolic devices which embodies and

conveys these ideals to its members.

The various models and images of academic organisations reviewed in
the last chapter - collegium, bureaucratic, political, social and
anarchic - all use the concept of culture, albeit in starkly
constrasting ways. A collegium evokes the connotation of a fraternity
of scholars seeking individual and collective fulfilment within a
culture expressing values of harmony and common relatedness. Allaire
et al (1984) suggests that this usage of the concept tacitly assumes
that the social and structural components of an organisation must be
"fully integrated, synchronised and consonant with the ideational and
symbolic dimension of the organisation" <(p.185). The specific
ideational elements are the patterns of shared meaning and values and
the system of knowledge and beliefs. A set of symbolic devices such
as myths, rituals, signs and special langauges, conveys the various

elements of culture to the group.

This holistic image of culture is contained in Clark's (1972) idea of
‘saga' as a collective understanding of corporate affairs, while Mitroff
and Kilman <(1978) analyse\ organisational ‘stories and myths' to
identify the common elements. The recent popularity of ‘corporate
culture' in the management literature tends to reinforce this unitary
perspective (e.g. Pascale and Athos 1981; Deal and Kennedy 1982;
Peters and Vaterman 1982, et al). But Pettigrew (1979) warns that
“culture treated as a unitary concept ... lacks analytical bite* (p.574),
although it is conceded that it may be of some use at a departmental
level, in the semse of providing some generalised orientation to

organisational members.
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Dandridge et al (1980) direct attention more to ‘organisational
symbolism' which is revealed in a diverse array of processes. The
creation of stories and myths which give credibility to past critical
events, or ceremonies and rituals, of logos, of anecdotes and jokes, all
of which reflect the ‘deeper' affective and political aspects of
organisatioﬁal life and experience. They maintain that these symbolic
elements tap into the "expressive and deeper layers of meaning" (p.77).
As such, culture is not only a stock of meanings or significations but
is also a set of practices which guide the individual and group. WVeick
(1979), Pfeffer (1981) and Pondy (1978) have all commented on the
functional utility of managing these symbolic processes in general,
while Meyer and Rowan (1983) have analysed their importance to

educational organisations.

As noted, these social artefacts of organisational culture, such as
ceremony and ritual, are functionally and expresively useful to the
individual and the group. For Clark (1970), the functional consequences
are that fhey (i.e. saga) link "internal and external groups, and it
merges ... individual and organisational identities" (p.255) so that
disparate academic groups are held together to achieve some common
goal, In practice, it often becomes associated with visionary and
autocratic leadership which binds and directs the organisation's

purpose.

Putnam (1982), however, challenges this received position when she says
that such a description of symbolic meaning presents a static picture
and fails to reflect the notion that members create and actively
recreate their organisational culture in order to make sense of their
daily tasks and realities. Nan creates his culture and culture creates
man, illustrates the interdependent nature of the process and requires
what Bennett et al (1881) calls the 'mediating' role of human agency.
The active human and social dimension of culture is captured by Leach
(1956) when he says that it “consists of many semantic domains
organised around numerous features of meaning" (p.11) and counters the

often elitist or dominant picture presented in organisatioms.

Pettigrew (1979) describes culture as a ‘family of concepts' - symbol,

language, ideology, belief, ritual and myth - and maintains that

- 63 -



symbol [4] is the most inclusive of these concepts. Gregory (1983) and
Barley's (1983) semiclogical studies analyse the ‘contextually generated
patterns of meaning' in which symbols are both generated and
transmitted, in the individual's effort to organise his experience.
This again accords with a key premise of culture that "meaning is
emergent and intersubjectively negotiated" (Louis 1983, p.50). The
semiotic approach gives access to the individual's conceptual world,
how it is structured and given meaning through his use of language and

symbol,

It is in language and through its use that meaning is created and
reality becomes constructed. As Morgan (1980) points out, "language is
not simply descriptive; it is ontological® (p.616). Thus reality is
created and maintained in a variety of communicative contexts and
experiences. Silverman (1971), Pondy and Mitroff (1979) also
acknowledge the crucial role that language plays in creating meaning,
allowing us to intersubjectively define and sustain the meaningful

features of our social world. Culture provides a context for meaning.

If the idea of a single embracive organisational culture is less
analytically wuseful, Van Xaanen et al (1984) assert that shared
understandings and values are more likely to be found among members of
the same occupational group. The academic department is the physical
and social locus of these discipline groups. Bhagat et al (1882) uses
the term ‘subjective culture' to identify and differentiate how these
groups characteristically perceive their social enviromnments. The
subjective culture includes a complex of beliefs, attitudes, norms,
ideologies and task definitions (Parlett 1977).

Clark (1981) distinguishes three different levels of culture in academic
organisations - the total institution, the profession at large and the
academic discipline. The department, while maintaining its own cultural
identity, is where profession and discipline combine. Becher (1984,
1981) has demonstrated at the discipline level that systems of shared
beliefs evoke the greatest meaning, commitment and loyalty. FPhysicists,
for example, possess a strong common identity and a shared, almost
‘religious', belief in the unity of nature. Disciplines are cultural

phenomena with “collections of like-minded people each with their own
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codes of conduct, sets of values, and distinctive intellectual tasks"
(p.109). However, not all disciplines share this cohesiveness,
"sociology is widely condemned as fragmented and pseudo-scientific,
dubious in its methodology and open to ideological exploitation" (p.110)

- such are the contrasts of academic life.

Again, it would be wrong to simplistically suggest a total unity within
each discipline. As Becher's (1981) research shows, divisions can
arise from the theoretical v, ©practical orientation between
proliferating sub-specialisms, social aspects dependent on the
instutition's reputation and status, in scholarly pursuits between those
in pure and applied research. Dill (1982) notes that for most
academics the culture of the institution and that of the profession has
fallen into decline, and the ‘'academic craft' is now the primary meaning
system for the individual. He advocates the management of academic
culture through the specific components of myth, symbol and ritual to
bring about a greater social cohesion, identity and academic
productivity. This idea is similar to what Handy (1976) calls the role
and task elements of organisational culture but it still maintains a
strongly functionalist and prescriptive orientation (Harrison 1972).

This usage implies a 'surface' level of application of the concept.

Culture as a root metaphor promotes the view of organisationst as
expressive forms, manifestations of human conscicusness, and moves the
consideration of the concept away from purely economic or material
terms. The ideational and symbolic aspects of culture thus focus on
the subjective experiences and meaning patterns. Goodenough (1971)
posits an active system of knowledge against which the individual
organises his “"experience of the real world so as to give it structure

as a phenomenal world of forms" (p.28).

As a system of knowledge, culture becomes a set of functional
cognitions - a theme which is explored by Veick (1979) and others
seeing organisations as 'bodies of thought' and also as ‘'sets of
thinking practices'. The organisation becomes the context in which
shared cognitive maps provide not only a ‘collective understanding' but

‘ways of looking' at the organisational world and its enacted problems
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(Gioia and Poole 1084), The parallels with academic departmenté are

obvious.

To summarise, Geertz (1973) conceives of culture as "... the fabric of
meaning in terms of which human beings interpret their experience and
© guide their action" (p.145) and this orientation implies a basic
phenomenological stance. The organisation is a social creation, it is a
complex and inter-related set of ‘'interpretive schemas' (Giddens 1979;
Ranson et al 1980) in which the individual creates and sustains his
own meaning of reality. In other words, organisations become transient
figments of meaning contexts constantly emerging cut of the on-going
stream of actions and interactions which take place. The social world
assumes a much less concrete structure and exists only as a pattern of
symbolic relationships and meanings held together by language. As
Smircich (1983) concludes, a ‘“cultural analysis moves us in the
direction of questioning taken-for-granted assumptions, raising issues
of context and meaning, and bringing to the surface underlying values"
(p.355). Phenomenology provides insights into the expressive and
symbalic aspects of academic cultures and how these social patterns
relate to the process of NCD. Culture is a basic element of, and a

process in, social construction.

Ideology

Few would quarrel with the basic assertion that education, per se, has
always been imbued with an ideological base of some kind or other. The
fashions in curriculum development over the years have centred on
broad ideological issues about the purpose of education and what the
curriculum should contain. Deal and TFolan (1978) comment that
"ideologies reflect the intellectual patterns of any culture or
movement" and go on to say that “educational ideologies become
imbedded, intentionally or unintentionally, in educational organisation"
(pp.11 and 13). Generalised educational ideclogies have expressed
themselves in the following broad frameworks - elitist (standards of
academic excellence), rationalizing/technocratic (vocational relevance),
romantic/individualistic (development of the individual), and
egalitarian/democratic (all have an equal right). These broadly defined

frameworks are each built upon an intricate structure of beliefs,
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principles, values and standards. VWhat then are ideologies and how may
they influence NCD?

Thompson (1984), from a detailed survey of the literature, notes two
fundamentally differing usages of the term ideology. I[51 The
‘descriptive' usage is contained in the idea that ideology is a 'system
of thought or beliefs', of ‘symbolic practices' which pertain to social
action or political projects. This he refers to as the neutral
conception of ideology. “No attempt is made, on the basis of this
conception, to distinguish between the kinds of action or projects
which ideology animates" (p.4). When ideology is linked to the process
of sustaining domination, Thompson call this the critical conception of
the term. Ideology operates at fthe level of language, which is the
medium of social action and also constitutes the elements which aid the

understanding of our daily life.

Dunbar et al (1982) share the live and active Althusserian imagery of
ideology when they say that it is “shared beliefs which reflect social
experiences in a particular context at a particular time" (p.O1).
Ideology is thus used to interpret, evaluate, challenge and understand
all ongoing social activities. The dynamic aspect is captured by
Berger and Luckman (1967) in stating that ideoclogies represent
different interpretations of the ‘'same' world, hence compete with one
another in defining a representation of the social world. Building
upon & pre-reflective givenness of a shared world of meanings,
ideologies are a type of ‘interpretive scheme' by which "lived
experience is ordered and integrated into the total configuration of
experience" (Rogers 1981, p.148). It offers the individual a
perspective. Parlett (1977) gives an example of this active role of
ideology in terms of how departments communicate the ‘learning milieu'

to their students.

Ideology becomes the medium through which social reality, consciousness
and meaningfulness are constructed. The individual not only comes to
‘see the world' but also becomes part of that world (Therborn 1980).
Ideology simultaneously shapes and limits the construction of an
individual's social experience by including some elements, while

excluding other elements in the constructed reality. In an academic
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context, Kamens (1977) notes how formal structure and ideology
interacted to produce membership categories. That structure and
process symbolically redefined the meanings and experiences to be
gained in the +transitions through college - rites de passage of
students. The myths and rituals perpetuate the idea of selectivity,
elitism, the specialised qualities of skills, knowledge and leadership,
the curriculum selection and its assessment procedures. This example
illustrates how ideology works to reinforce and legitimise the dominant
definitions and meanings that are being organisationally processed and
imposed upon the participants. This is akin to Blau and McKinley's
(1979) idea of 'work motif', which reflects the intellectual ethos and

prevailing sets of ideas of a wider professional culture.

Meyer (1982) examples how organisational ideclogies can be explicated
from an analysis of beliefs, stories, language and ceremonial acts. He
subsequently explained how, in periods of crisis, ideology could be
harnessed to supplant the formal structure and procedures and guide
organisational responses to external threats. Meyer (1982) has also
argued that strongly shared ideoclogies elicit self-control and co-
ordination that transcend the bureaucratic forms of social control. A
similar point is made by Clark (1979), that increased disciplinary
(subject) and role specialisation by academics tends to reinforce their
ideology and creates tight relational networks which consequently
increases the structural ‘loose-coupling' with the rest of the

institution.

Various empirical studies (Beyer 1978; Lodahl and Gordon 1973, 1972;
Bresser 1984 et al) have attempted to relate ideology to the level of
paradigm development. Areas of high paradigm development (e.g.
Physics, Chemistry) are associated with widely shared and coherent sets
of beliefs, whereas low paradigm development (e.g. Sociology, Political
Science) demonstrated looser belief systems, less consensus and higher
levels of conflict prevailed. Beyer and Lodahl (1976) reported that
social science departments tended to be controlled more by their
university's central administration than other departments, but that
they internally exhibited a collegial form of decision—-making. As
Bresser (1984) comments, "“ideology and the degree of paradigm

development can be assumed to affect the structural dimensions of
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academic departments" (p.122). Despite the extreme differentiation of
departments and specialised division of labour of academics, the
individual academic strives to exercise a degree of autonomy, is
competitive, and subscribes to a basic and impelling subject ideology
(Lance 1985).

Returning to Thompson's (1984) distinction betwen the descriptive and
critical usage of the term ideology, the majority of research into
academic departments and organisations tends to affirm the descriptive
usage. It is implied in the notion of a strong paradigmatic domination
exercising broad consensual beliefs within a discipline, as to theory
and practice. A hint of a more critical influence is contained in those
lesser developed paradigm fields where theory and practice are evolving
and critical debates map out possible future directions, In terms of
NCD, it is made explicit by those theorists who challenge the orthodoxy
of subject selection - a concern as old as Aristotle, when he asserted

that mankind was not agreed about the things to be taught.

If ‘loose coupling' and ‘organised anarchies' capture the essence of
academic organisations, then academic departments express the
ideological contributions as part of the ‘total social construction of
organisational reality. A Dbureaucratically orientated organisation
instills an idenlogy of formal rationality epitomised in specialised
roles and technical rules, whereas a departmental ideology may

emphasise a substantive rationality based upon different value-criteria.

NCD will often mirror the conflicts and tensions of these structurally
based and functionally directed ideologies - in Althusserian terms,
they are the manifestation of ‘practical ideologies'. MNarket demands
and academic resources are viewed instrumentally while subject fields
are .expressivelyb viewed and firmly protected by their professional
guardians. The connection "between an organisational ideology and that
to which it refers (aspects of organisation, e.g. goals, means, ...) are
complex and subtle" <(Thompson 1980, p.235) and are nowhere better
exhibited than in those 1loose confederations called academic

organisations.
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Salaman (1979) reminds us that organisations ‘make and use knowledgé‘.
To a considerable extent, "what we ‘know' about the world, ourselves,
each other, the society we live in, and the orgenisations which employ
us, is derived from organisations" (Salaman 1979, p.174). Selznick
(1966) argues that organisations search for stability, meaning and
security and that ultimately it relies upon a "set of morally sustaining
ideas" (p.66) to achieve these ends. For Salaman (1979), these ideas
are contained in a variety of elements which are used to justify the
organisational ideology. They are: structuralism (the way an
organisation is structured is beyond choice), psychologism (excessive
emphasism on the individual), consensualism <(overall goal and its
neutrality), welfarism (neoc-paternalism), and legalism (skills and
commitment), Not only do they operate on a general and pervading
level, these ideological elements can also be powerfully used and

manipulated at the level of the individual.

NCD is a principle social arena where latent and manifest academic
ideologies find forceful expression in the articulation of the diverse
views presented on students, on 1learning and the structure of
knowledge, on disciplinary priorities and contributions. Ideology
actively frames and organises lived experience, interprets and directs
practical concerns - it is a most basic element of an individual's
phenomenal world. Thompson (1984) reminds us that ideclogy is not
some pale image of a social world but "“is part of that world, a
creative and constitutive element of our social lives" <(pp.5-6) and

hence structures our understanding of reality.

Knowledge

If culture provides the social and environmental forces which
contextualise the individual's way of thinking and guide his collective
way of behaving, while ideology aids his meaning and sense of lived
experience, what contribution does knowledge give to this human

amalgum?

Chapter one has previewed, by way of, introduction,' the contentious
issue of knowledge [61] - how it is structured, organised and
distributed, has an important bearing on the NCD pracess. Davies

(1971) asserts that all ‘'knowledge is shrouded in ideology' and
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maintains that the study of educational systems will allow us to see

‘what is ideological' linking structure to process.

Academic organisations contain clusters of professionals whose prime
stock in trade is knowledge. Research creates it; scholarship
preserves, refines and modifies ift; teaching and consultancy
disseminates it in a multitude of forms to meet the many functional and
non-functional demands. Culture and ideology are undoubtedly important
elements of the academic task , the ‘craft' however, is firmly rooted in
social and historical definitions of discrete domains of knowledge
(Bell and Grant 1974).

The '‘doctrine of the discipline' is perpetuated 'by university scholars
who are identified with their specialist departments and this bhas
progressively led to the compartmentalisation of knowledge areas. Blau
(1973) calls this the "embodiment of the academic division of labour®
(p.257) and it provides the strong orientation to pursue scholarly
research. Halsey and Trow (1971), however, note the often conflicting
emphasis, demands and imbalances that arise in various institutions
between teaching and research. The dangers of extreme specialisations
and the resulting fragmentation of knowledge were commented upon by
Veinberg (1967) in his concept of 'big science' and how this influenced
the secondary school curriculum, and helped perpetuate the remoteness
of the subject from life experiences. For Snow (1959), specialisation
had resulted in the polarisation of ‘the literary intellectuals and the
scientists - the ‘two cultures', which results in the practical and

intellectual loss to society at large.

If the demand for knowledge in modern society is increasing (Toffler
1981), its distribution is becoming wider and more open. For example,
the learning networks of the Open University, Open and Distance
Learning schemes, now provide access to many non-traditional users -
small businesses, housewives, unemployed, handicapped, etc. But despite
these innovations, curriculum change, in general, still tends to be a
slow and conservative process reflecting all the powerful in-built
forces of professional and organisational inertia, Barnett and Brown
(1981) state the extreme case, "it is easier to move a cemetery than fo

change a curriculum" (p.13). Countervailing tensions arise out of the
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lead—-lag processes inherent when knowledge 1is continually and
systematically being restructured. The obsolescence rate of knowledge
in some areas may be as short as 5-7 years (e.g. professional skills in
medicine, Goodlad 1984) and has become especially acute in areas of

high technology like micro-electronics and computing.

As knowledge is becoming more vulnerable to the vagaries of economic,
financial, technological, social and demographic forces, it is also now
being assessed, in. terms of its “"cost-effectiveness and rationalised
provision" (Mack 1984, p.2). VWriting in the context of the Scottish
Action-Plan, Mack (1984) states that it would provide a “modernised
system which enables rapid response to new demands" (p.2). This
epitomises the instrumental and technocratic rationality to knowledge

and its practical use (Giroux 1980). Huebner (1975) sums the position

up: “current curricular ideology reflects, almost completely, a
technical value system. It has a means-end rationality, that
approaches an economic maodel" (p.223). The quasi-privatisation of

certain sectors of further education and training through the existence
of new funding agencies (e.g. MSC, Scottish Development Agency, ...)
outwith the traditional channels, has inculcated a strong cost-effective
attitude to the provision of courses and training. Knowledge, it would

now seem, has its exact market price.

Eraut (1985) makes a different point, that "knowledge is still defined
according to the criteria of the research community alone - as
codified, published and public" (p.129). The academic researcher is
still the centre of this universe reflecting either his own research
priorities, or is influenced by the direction of research funding and
allocation , or by the interests of commercial organisations. In
WVeiss's (1977) terminology, he contrasts ‘knowledge-driven' research
aimed to contribute to a specific discipline, whereas ‘decision-driven'

research is more practical and problem orientated.

Habermas' (1971) theory of knowledge accords with the concept of
‘interest' - that ‘interests' shape and determine what counts as the
objects and types of knowledge, as well as the modes of inquiry for
discovering the ‘truths of knowledge' claims. For Habermas (1971),

there are three primary interests: technical <(empirical-analyticall,
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practical <hermeneutic), and emancipatory <{(critical) - each of these
cognitive interests are grounded in the various dimensions of human
existence, namely work, interaction and power. In terms of the
curriculum, there are corresponding ‘'modes of rationality' which
represent these knowledge categories. Each mode expresses underlying
assumptions which legitimises the forms of inquiry, the ways of being,

and our relationship to society at large.

For writers such as Bourdieu et al (1977), Apple (1979) and Young
(1974, 1971), wider concerns become the topic of their analysis. They
wish to trace and make explicit the complex sets of relationships that
exist between education and society. Bourdieu's et al (1977) concept of
‘cultural capital’ (language and other cultural forms) looks at the
unequal distribution of the various cultural practices and the role that
education plays in this process. According to Apple (1879), the
stratification of 'technical capital' (high status productive knowledge)
is directly attributable to the relationship of education to the
business world. Schools and universities thus help to stratify and
unequally disseminate these different types of knowledge to a society,
hence preserving a range of diverse and powerful interest groups. The
interpenetration of culture, knowledge and society was the basic

premise of Young's (1971) original attack. 71

Bates (1980) states that the ‘'new' sociology of education provides a
‘radical alternative to traditional views and allows the development of
new insights and practices in education® (p.77), especially the
previously accepted and taken—for-granted assumptions and practices
regarding the neutrality of knoweldge. Giroux (1983) comments that
“radical educators presented a serious challenge to the discourse and
logic of the liberal views of schooling ... stripped of their political
innocence and commected ta the social and cultural matrix" (p.258)
(Lundgren 1983; Shapiro 1684). For these theorists, questions about
knowledge revolve around issues such as the social distribution of
knowledge and its stratification, how the subject barriers are devised,

and that all knowledge is ultimately a social construction,

The Spencerian question of ‘what knowledge is of most worth?' receives

now a dual answer. The answer is grounded in a sociological inquiry as
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to why knowledge exists in certain forms and to a philosophical
inquiry as to what constitutes the various forms of knowledge. This

second aspect will now be briefly addressed.

The world of knowledge has evolved, become progressively organised, and
is publically codified. For Hirst (1974), +there is a logical
demarcation of knoweldge intoc seven non-overlapping sub-divisible
‘forms’ of knowledge, each one baving its own distinctive test of
truth. {81 Despite the criticisms and subsequent refinements, it "still
constitutes one of the most powerful attempts in modern times to
reassert the educational value of the fundamental intellectual virtues"

(Harris 1978, p.81).

The traditional discipline based departments in universities and
colleges are  the  structural configurations of a Hirstean
compartmentalisation of knowledge. Many writers still today put the
discipline at the centre of academic life (Clark 1983; Trow 1982;
Becher and Kogan 1980). It is the discipline, according to Villiams
(1983), “"a shared approach to an area of knowledge, which integrates
individual fragments of knowledge into a coherent teaching and research
programme" (p.262), A discipline arises out of three primary tasks:
(@) to define the boundary of the subject area, primarily achieved
through the mechanism of the ‘'invisible college' of scholars who define
doctrine, problens, solutions and authority; (b) the regulation of the
relationships between disciplines, ©basically done by resource
allocations for research proposals; and (c) the discipline has to be
interpreted to the outside world, both to students and those who
ultimately employ them (Williams 1983, pp.262-263). As a process, the
discipline department defines and refines what counts as knowledge and
also creates new knowledge through active research. Identifiable
knowledge structures which exist are further created by these
intellectual endeavours. Kuhn (1970), in his concept of the paradigm,
makes a distinction in +those disciplinary areas which are well
developed and established (e.g. Maths, Physics) and those at the pre-
paradigm development stage such as Sociology and Politics. Here, there
are "deep debates over legitimate methods, problems, and standards of

solutions" (Beyer and Lodahl 1976, pp.47-48) which create the
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conflicting schisms and sub-schools within an evolving field, e.g.

Ecology, Cultural Studies, ...

Knowledge is based upon distinctive modes of inquiry and Becher (1984)
notes the close connection between the disciplines and their structure
of inquiry - for the Sciences, a slow incremental and cumulative
building up of knowledge, for the Humanities the process is iterative,
for technologies, knowledge is used for practical concerns, for the
Social Sciences a mixture, dependent upon the pure and applied
orientations. These generalisations give a broad picture of the
character of the various disciplines. Some, being monolithic subject
areas, evolved mature and clearly defined, others fragmented, ripe with
conflict, identified with strong sub-schools each vying for status and
authority. Goodson's (1983) research is a good example of the latter
process, when he traces the development of Biology, Geography and Rural
Studies as they eventually gain the accredited status and authority of
an ‘academic' subject. He notes the initial fragmentary state of the
field, the shifting network of sub-groups and scholars organised around
the conflicting schools of thought and the eventual evolution of the

field into its established academic standing.

Reference has been made, en route, to the assertion that organisational
structure is intimately related to the design and development of new
courses. Disciplines and departments are inter-related. Becher and
Kogan (1980) argue that “any full understanding of how the higher
education system works must depend on an understanding of the basic
units" (p.79), i.e. the individual subject departments. The identifying
characteristics they take to include an administrative existence. They
also argue that the department is important in terms of professional
values and the maintenance and development of academic expertise. 1In
their overall model, they make an important distinction between the

‘normative' and ‘operational' modes.

These two modes represent the components of everyday life in the
academic world. The normative mode has to do with the monitoring and
maintenance of the values involving assessments, about academic
authority, resources, peer groups and procedures. The operational mode

concerns itself with the business of carrying out the practical tasks
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of planning, implementing policies, operating the syllabuses and
research programmes. The interplay of structure with these two
interacting modes of academic 1life will be further elaborated by
considering the relationship of knowledge to the basic curricular

patterns which evolve.

Bernstein (1975) reminds us that "educational knowledge is & major
regulator of the structure of experience” (p.157) and essentially the
curriculum largely defines what counts as valid knowledge. Vhat then,
are the characteristic curricular patterns to be found in higher

education?

Important differences can be identified between departments in terms of
“"their sub-cultural styles, epistemological traditions ... their
curricular patterns .." (Becher and Kogan 1980, p.80> and in using
their work, as well as that of Berastein (1975), an attempt will be
made to explicate the relationship of knowledge +to the varying

curriculum designs that are formulated in practice.

By focusing upon the 'boundary' between one subject content and another,
Bernstein (1975) conceptualised a ‘collection' curricula characterised
by a closed compartmentalised relationship between the subjects, and an
‘integrated' curriculum in which there are open relationships. In
Becher and Kogan's (1980) terms, the boundary is either ‘closed'
excluding ideas and evidence from other disciplines, or ‘permeable' to
the subject matter of other disciplines. The second distinction is that
of subject matter - ‘cohesive' when it is coherently held together at
the conceptual level, and ‘discrete' where it is less coherent and often
separate. Arising out of these two sets of distinctions, Becher and
Kogan (1980) devised a course matrix which identifies some of the

common patterns in degree construction and is reproduced below.
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Boundary

Closed Permeable

Single-subject Inter-
Cohesive specialist disciplinary

degree degree

Content

¥odular or Open
Discrete joint course learning

schemes programmes

Source: Becher and Kogan (1980, p.87)

A single subject specialist degree is familiar in all academic
organisations and is readily recognisable as the pure honours degree in
a variety of academic areas - Mathematics, English, Physics, Geology,
etc. These are the conventional academic degrees recognised for their
identifiable and coherent epistemological structure of facts, concepts,
principles and their distinctive methodological procedures. This
clearly approximates to and illustrates Hirst's (1974) ‘forms of
knowledge', Kuhn's (1970) idea of a strong ‘'paradigm', and Bernstein's

(1975) strong ‘'collection' code.

The organisational correlate is the structure of the traditional
specialist academic department in which a strong sense of commitment
and identity expresses itself in teaching and research activities.
Becher (1983) noted the close-knit, gregarious and strong collective
ethos exhibited in the largely task-orientated culture in pure science
departments, e.g. Physics. Research was a group activity and gave rise
to a competitive life-style with strong pressure to publish (Collins
1968; Hain 1981). In the sciences, the methodological procedures
ensure that ‘'truth' remains absolute and that all knowledge created

rests upon the foundation of public verifiable proof.

Bernstein (1975) mentions the binding intra-subject loyalty as well as

the manifestation of different subject ideologies in the teaching staff
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in a ‘collection' curriculum where strong classification is exercised.
He argues that a membership category is soon established in an
educational career when choices have to be made about subjects and is
subsequently systematically developed by the individual, e.g. a
physicist, chemist, economist. Specialisation soon reveals the
differences from other subject areas and defines people categories. One
becomes a sociologist, an engineer, an accountant, ... strongly
socialised into and internalising the knowledge system of the
profession. Strong classifications of knowledge leads to the creation
of specific personal and occupational identities - the “ultimate mystery
of the subject is revealed late in the educational life" (p.165) of the
fledgling professional.

But different disciplines have different epistemological traditions. If
knowledge is grounded more in its social and historical context, the
task Dbecomes one of constantly refining and redefining its
interpretation. Truth becomes a relative commodity, based on a series
of informed judgments. This orientation would apply in the Humanities
and in large areas of the Social Sciences. Again, Becher (1983) found
that within these disciplines, there was a person-orientated culture
and a loose social structure within which problems and issues became

individualistic concerns.

Such evidence that exists (Lodahl and Gordon 1972; Hain 1981; Becher
1684, 1981; Clark 1983) shows that there are common, discernible but
conplex relationships, which identify “differences between disciplines
that go to the heart of teaching, research and student-faculty
relationships ... and the intimate relation between the structure of
knowledge in different fields" (Lodahl and Gordon 1972, p.71). Vhere
knowledge 1s regulated in a collection code, it is organised and
distributed in a series of insulated subject heirarchies, staff at lower
levels tend to have a vertical relationship with other members and a
strong departmental allegiance pertains.  Bernstein (1975) suggests
that this type of organisational system “"encourages gossip, intrigue,
and a conspiracy theory of the working of the organisation" (p.170)
which becomes manifest in interdeparimental attempts to open the

subject boundaries for collaborative course initiatives.
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Interdisciplinary degrees have arisen out of what Tanner and Tanner
(1980) see as a series of various developments - ‘correlation', efforts
to develop certain common relationships, e.g. physical science and
mathematics; ‘fusion', the merging of related fields, e.g. geology and
geography to produce earth science; ‘broad fields', attempts made to
develop some degree of synthesis or unity for an entire branch of
knowledge, e.g. ecology, humanities. They all represent attempts to
explicitly weave together and integrate a number of discplines often
approaching the area from a particular perspective, e.g. communication
studies from either an information base or an interpersonal
perspective. In Bermstein's (1975) analysis, this "disturbance in
classification of knowledge will lead to a disturbance of existing
authority structures, existing specific educational identities ..."
(p.168) A basic problem which therefore exists, is the tendency for
discipline-based groups to lay unique claims to certain areas of
knowledge. This tendency is reinforced by the departmental structure,
the strong sense of subject loyalty and a singular professional
identity — all helps to sharpen the subject boundary and strengthen the

underlying value distinctions of the staff.

Bernstein (1975) in his discussion of the integrated and the collection
codes argues that integration, to be successful, requires four basic
conditions to be fulfilled: (&) a high ideological consensus among the
staff; (b) a well-defined body of common knowledge; (c) close
relationships between staff and students; and {(d) a clear definition
of the criteria of evaluation. As integration reduces the authority of
the separate subject contents and now makes them subordinate to some
relational idea or ‘supra-content concept' (p.169), there needs to exist
some high level of abstraction or general principle, against which
selected areas of knowledge from the contributing disciplines can be
related. This process will focus attention upon the ‘'deep' structure of

the subject and demonstrates ‘how' knowledge becomes created.

At the teacher level, integration should eventually create a more
common and co-ordinated approach. This interactit:;n, however, has to be
carefully fostered, to reduce the residual and prevailing subject
attitudes and isolation. In terms of communication studies, the

practical strictures arose more from an initial protection of the
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individual subject integrity rather than its subordination to the new
‘corporate concept', i.e. communication. For the teaching group,
subsequent teaching exposure, experience and maturity, brought the
rhetoric of integration closer to a practical reality. The openness of
previously discrete subject areas requires a willing sense of adventure
into unknown patterns of knowledge and new relationships with other
disciplines, Arcane and obsolete mystifying practices which previously
encouraged subject entrenchment, are not easily broken down or

negotiated out of a sense of trust with ones' colleagues.

The radical shift demanded in pedagogic style is akin to Baker-Lunn's
(1970) distinction in the ‘knowledge-centred' and ‘'student-centred’
approaches. The integrated code asks for an open partnership in the
mediation and negotiation of what counts as valid knowledge and its

definition.

Organisationally, the departmental configuration mitigates against the
integrated code. New task relationships have +to transcend the
departmental boundary. Tensions arise out of the vertical
(departmental) allegiances and from the strong counter-pull towards
horizontal (interdepartmental) work-based relationships. As consensus
has to be found, not only for the integrating idea for a course, it also
has to be won from the key staff who are distributed in other
departments - this means a shift in the distribution of resources

(Bernstein 1975; Barnett and Brown 1981).

Pressures manifest themselves in terms of individual dilemmas about
professional autonomy, career, departmental identification and also out
of interdepartmental micro-politics about courses, staffing and
resources. New courses, especially those attempting innovative subject
combinations, clearly mobilise the inertial forces of current structural
arrangements and the entrenched social networks identified in

discipline based departments.

Schools of study often provide a structural response in an attempt to
combine two or more related disciplines and hence reduce any incipient
conflict arising between the disciplines. C.N.AA. often lends its

academic weight to the notion of a core teaching team to counteract the
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inheritant pull of the individual discipline priorities. But ostensibly
simple questions and solutions about appropriate organisational
structures, belie more complex issues of subject specialists v.
interdisciplinary demands, academic cultures and ideologies, knowledge
selection and  teaching resources, future «course  development,

organisational size and structure ... (Hamilton 1973). [01

So far, the argument has illuminated the basic elements of what Trow
(1975) calls the ‘private' life of education. The internal operations of
academia are "diverse, arcane and increasingly shielded by layers of
organisation, they are particularly opaque" (Clark 1984, p.126).
Although knowledge is public and codified in many forms, it is also
relatively invisible as a material, a product, and as a process. The
basic work of academic organisations, knowledge creation and
transmission, is thenh hidden: developing ideas, as in research;
transmitting ideas, as in teaching, absorbing ideas, as in learning. As
products or processes, knowledge is difficult to see and directly
evaluate at the time it is being created or transmitted. But ‘private
lives' have ‘public faces' (Trow 1975; Becher 1983), in that there are
others, external to the organisation, who have interests and concerns
with the academic task. The abstract compound of culture, ideology and
knowledge is not only individual and thus a private affair, it is also
an inescapable public affair, in that the traffic in ideas and symbols
must be communicated meaningfully to many groups and institutions.

The concept of environment thus looms large in academic concerns.

Environment

Reference has been made in Chapter 1 to the diverse external
organisations, groups and individuals who transact with the college
(see diagram 1, page 12). The diagrammatic representation given can
only be adequate at a descriptive (surface) level in tracing the two
dimensional reality of the interface between the organisation and its
environments, [10]1 As Parlett (1977) asserts, there is an educational
‘foreground' (tutorials, lectures, courses, examinaﬁions, etc.) but there
is also a ‘'background' in education (buildings, traditiomns, customs,
geography, etc.). It is a neat but important distinction between the

content and the context.
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¥hat is required is a concept of environment which is more a
construction in human consciousness than as deécriptive
categories. [101 Environment is the context to which college affairs,
past, present and future, are addressed. But environment is also
content, it is a human text which has to be constructed, organised and
interpreted. It becomes an organisational discourse, and 1like all
discourse, contains the multiple images and interpretations of its
observers and participants. Before turning to a social construction
conceptualisation of environment, a brief review of some of the extant

literature will be given.

Due to the current dominance of the open systems/contingency paradigm
in organisational thinking, the relationship of organisation-to-
environment has been extensively researched since the seminal work of

Burns and Stalker (196i>, Lawrence and Lorsch (19689) and others.

In a review of the literature, Miles et al (1974) divided the research
into four main groupings: concept of boundary; dimensions of the
environment; the enacted environment; and finally, domains and
strategic choice. Downey and Ireland (1979) argue the case . for
qualitative methods in assessing environments, especially the role of
participants® interpretations. Much of the research tends to treat the
envirnoment as an imposed reality, but Pondy and Mitroff (1979) caution
aginst this by stating that other parts of the environment are enacted

by the organisation itself (Clegg and Dunkerley 1980).

Environments are often classified and measured in +terms of the
definitions by top executives on the somewhat flawed assumption that
position and authority will redefine goals and authority (Miles and
Snow 1978)., If academic organisations are semi-plural, use ambiguous
technologies, are loosely coupled and individuals wvary in their
participation in decision making (Enderud 1977), it is argued that each
sub-unit will generate its own sets of environments. The varying
levels of interaction and different environmental domains attended to
will result in complex and multiple realities. There cannot be a
unitary concept of an environment acting upon the entire organisation.
¥hat is lacking is an understanding of the organisation/environment

interactions which reflect hierarchial and departmental variations. As
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Crozier (1964) stated, "environmental uncertainty does not reside
exclusively in the environment itself" (p.127). Environments are
created through individual and social processes (Berger and Luckman
1067; Schutz 1967; Veick 1977).

Salancik and Pfeffer (1978) provide a framework for analysing some of
the dynamics of the individual-organisation-environment interactions.
Their basic premise is the ‘adaptiveness’ of human beings - attitudes,
behaviour and beliefs - to their social context and‘ to the reality of
past and present behaviour and to the situation itself, The social
context has two general effects: <(a) it provides direct construction of
meaning; and (b)> focuses attention on. certain information which
results in making that information more salient. This relates to
Veick's (1977) notion of the constructed environment which emphasises
that objects and evenis cannot become part of a person's environment
without the person directly participating in the creation of that

environment.

Weick (1979) extended the idea of cognitive processes in organisations

by viewing organisations as ‘'bodes of thought' - recurrent schema,
causal textures and sets of referent Ilevels; and as ‘thinking
practices' - routines, preferences, dominant rules. KCD as a process

would combine and capture the <essence of VWeick's (1979
conceptualisation. The environment(s) would be conceived of as
members' perception of resources, imformation uncertainty and disputed
interpretations. This shifts the concept away from an ‘objective'

environment to one which is highly ‘subjective' (Linder 1982).

All theories of social cognition share two main assuptions about the
nature of human information processing: (a) that individuals have
limited capacity to deal with all the array of information in their

environments (Miller 1956); and (b) cognitive processes - perceiving,

encoding, storing and decoding, etc. - lie along a continuum ®Norman
1976). According to Kiesler and Sproull (1982), three current
theoretical orientations are offered - social perception, information
processing and social motivation - to account for the individual-to-

environment response. Their own work disabuses the notion of the

omniscient executive totally and acutely aware of what is going on in
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the environment, as they say, it would require ‘“prodigious and

predictable cognitive effort® (p.566).

Hambrick (1981)> asserts that “organisations are ‘embedded' in
environments, but often loosely so" (p.253), hints at those ‘given'
aspects of environmental impact. Obvious examples would be the direct
interaction of S.E.D.,, C.N.A\A. or professional bodies, but alsoc allaws
for great scope in the varied definitions and interpretations of other
elements in the college's environment. Given the difficulty of
gathering meaningful data on a wide range of concerns in higher
education (student and employers' needs and expectations, demand for
new courses, emergence of new knowledge and skills, etc.), the nature of
the environment and gaining information must remain speculative and
highly problematic. As Manning <1982 suggeéts, people “tacitly and
formally encode the environment, process it, decode it, and socially
affirm its salient features" (p.122)> in an effort to punctuate the
continuous stream of raw data assalling consciousness and make it

meaningful.

In NCD, it can be common practice to quantify the ‘great ideas' for a
new course by seeking environmental justification post the event. This
tactic has the effect of heightening awareness to expediently created
sections of the environment to suit a new course, conversely, it also
creates 'blind' spots. To enact an environment can mean to “create the
appearance of an environment, or to stimulate an environment for the
sake of representation" (Weick 1977, p.278) shows the complexity of the
process wheni attempting to discriminate between what are valid or non-
valid interpretations of the environment. The greater the information
uncertainty or ambiguity, the more the ‘subjective' environment (Linder
1982) is open to influence and interpretation. At best, it is a random
pracess which becomes punctuated and connected only as a series of
‘organisational breakpoints' and only then to serve highly structured

and selective contexts.

The differing range and balance of staff activities - teaching,
research, scholarship and administration - each role provides selective
and varying exposure to information both within and external to the

organisation. Although there are shared ideas and common thinking

..84_._



practices, nevertheless information is a valued organisational and
individual resource which is used for a variety of ends. Different
preferences and commitments at the individual level often clash with
the demands and priorities exacted by NCD. The differential exposure
to information due to the variable emphasis of teaching, research or
administration, creates a selective attention to the environment and its

effects.

Inglis (1975) reminds us of the dominance of a rational .teohnology
which pervades much educational thinking and whose prime purpose is to
remove the "multiple idiosynchracies and deviance of human bebaviour"
(p.62). The alignment, adaptability and survival of organisations
(presumably academic as well) vis-a-vis their environments, is achieved
through some form of rational purposeful planning procedures. NCD

stands at the vital intersection of the college to its environment.

Many authors (Jadot, CERI 1980; Lockwood 1681; Lynch 1881; Sizer
1979; Cyert 1978 et al) have attempted to cope with the salient
characteristics of academic organisations and at the same time
formulate a rational planning system. Lockwood (1981) particularly in
his research concluded that both long-term planning and the management
process were severely limited by the internal structure and processes
of a university. Lynch (1981) adopted a strategic marketing planning
approach and contended that it could be adequately applied to the
university sector. Doyle and Lynch (1978), Newbold (1980)> are others
who offer rational approaches borrowed from the business environment
and applied to educational situations. The direct transfer of business
techniques to education is problematic (Duncan 1982) and little work
has been done to appraise the adaptations that have to be considered

given the characteristics of academic organisations.

In the case of NCD, discipline cultures and ideologies, academic peer
groups, part-time participation and decision-making are important sets
of internal relationships which qualify the external linkages. Enderud
(1977) argues that there was little relationship between the ever-
increasing discipline sub-specialisation and market needs. Barnett and
Brown (1981) reviewing the mis-match of the single discipline degree

to the needs of government, management, industry and commerce,
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concluded that the interdisciplinary degree could pravide the necessary
types of knowledge that would be practically useful to employers.
These two opposite positions, illustrate the tensions which FCD has to
resolve, if an academic organisation has to relate successfully with the
outside world. The vocationally orientated degree has always had a
clear market identity. For other degree formulations, the challenge is
expressed through the various debates on educational/academic
idenlogies and the market mechanism (Maynard 1983) with its sentiment
that academic areas of expértise and activity should be tailored to
external needs. The environmental pull becomes increasingly hard to

ignore.

But NCD and its environment-organisation interactions are more complex
and embracive than 1is explicitly suggested by the purely rational
instrumental line of reasoning. NCD, ‘as it is practised', reveals a
host of issues, concerns and dilemmas. The process is a compound of
opposing forces - cultural, ideological, knowledgeable  and

environmental.

To summarise, the day-to-day work on NCD, its taken-for-granted
features and elements, its network of formal and informal
relationships, its derived experiences, are mirrored in the mnultiple
images, meanings and interpretations of individual contributions to the
pracess. By adopting and modifying Ranson's et al (1980) framework,
NCD defines and mediates itself through (a) members creating provinces
of meaning which incorporate their interpretive schemes that form the
basis of their orientation to the process; (b) that these interpretive
schemes provide arenas of consensus as well as conflict (alternative
structures of reality) defining value preferences and sectional
interests resolved through power and resources; (c) these constitutive
elements accommodate the internal and external contextual constrains of
NCD. This framework embodies the individual and the intersubjective
nature of the process and allows us to explore the constructed social

worlds and the deep structure of interpretive schemes.
This chapter has delineated the detail of the outline map presemted in

Chapter 1. The map has now become the territory, its deep structure,

and constitutes the author's representation of the realistic imagery of
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HCD. Ontologically, NCD is a phenomena which exists as a creation in
the conscious mind of organisational members actively engaged in the
process. It is the social arena in which conceptions of social reality
are created, sustained, recreated, and resustained into a series of
evolving ‘'provinces of meaning' (Schutz 1972). As this research is
committed to understand NCD as the process of socially constructed
provinces of meaning, phenomenology provides the intellectual means of
achieving this stated end. Chapter 4 will develop the conceptual
framework of phenomenology as & necessary antecedent before exploring

the members® accounts.
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Chapter 3 Fotes

1.

Semiotics/seminlogy is the study of the social production of
meaning from sign systems. It is a theoretical approach based
upon the original work of Sassure and popularised by Barthes. See
Barley's (1983) paper as an example of the application of

semiological analysis to an organisation.

Forester (1983) provides a succinct account of critical theo