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ABSTRACT

The purpose of this study was to provide a general
description of the policy, institutional and legal frameworks
of educational planning in developing countries with British
traditions and a specific description of the case of Barbados.
Seven questions guided the study. The first and secdnd
questions were directed at the social, institutional and
legal framework of educational planning in developing
countries with British traditions and provided a comparative
dimension for the study and a developmental framework for the
specific case of Barbados which was the focus of the final
five gquestions.

The study deVeloped a framework within which the
relationship between the law and educational planning may be
studied. The importance of thé social, institutional and
legal context of educational planning for educational planners
was stressed. The procedﬁres used in the study consisted of
an examination of relevant documentary evidence, and in the
case of Barbados, ah analysis of the results of interviews.

A semi-structured interview guide was used and interviewees
were selected by the nominational technique.

It was found that developing countries with British
traditions exhibit a number of similarities in terms of their

iii
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social, institutional and legal contexts of educational planning
and that though they do not necessarily see each problem in the
same way, they see them as major variables which influence
educational planning. Factors identified in the social context
were, cultural variation, language diversity, growth of urban
society and the subsequent disruption of traditional ways of
life, the increase in social demand for education and education
diffusion. With respect to the institutional context it was
found that educational planning is government-dominated and
has little or no participation by citizens at large. With
respect to the legal context it was found that most govern-
ments now have an imposed duty to plan for and provide
education for their people but that the legal framework
inherited from British rule and designed for pre-independence
goals and aspirations did not provide'a co—-ordinated frame-
work and has proved inadequate for the goals now proposed.

It was found that educational planning in Barbados is
a government-based activity with an identifiable institutional
structure. It has a very heavy political input at the phase
of establishing goals and objectives, and a heavy professional
input during the phases of identifying means and of designing
and carrying out activities. Any group of actors may initiate
the planning process which can be aborted at any stage but the
final outcome of any plan depends on its acceptance by Cabinet
and ratification by the legislature.

Issues of educational planning were viewed as issues

related to the social, institutional and legal contexts of
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educational planning; namely the problem of a common language
of communication among multi-lingual peoples, the changes in
culture associated with urban life and the disruption of tradi-
tional ways of life, the composition of the planning body, the
fole of the Church, the problem of local versus central control,
and most of all the need for a change in the law to permit
planners freedom of scope to develop a more co-ordinated
educational system.

Based on the findings of the study, seventeen recommen-
dations were formulated. The major ones included: adoption of
a man-power planning approach, formation of a national council
to co-ordinate educational plans, inclusion of non-official
opinion on planning bodies, establishment of a clear and
unequivocal language policy, adequate reserve powers written
into legislation providing for the sharing of responsibilities,
concentration of statutory law on the powers, rights, duties
and responsibilities of the actors in the planning process,
and re-examination of the law governing the educational systems

and creation of a more co-ordinated legal framework.
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CHAPTER 1
STATEMENT OF THE PROBLEM
BACKGROUND OF THE STUDY

The developing countries of Africa, South Asia, Latin
America and the Caribbean area share with one another certain
educational problems and aspirations., According to Adams and
Bjork, they show a great desire
to bolster their status in the world community,
to strengthen national cohesion, eradicate neo-
colonialism, spread modern attitudes and maintain
the fervor of their &lites for national develdpment,
To achieve these ends, they are seeking to expand formal
education at all levels to increasing numbers of.peopie,'and
to modify their educational systems to make theﬁ more effi-
cient instruments in the achievement of national goals. New
curricﬁla, new instructional techniques and new policies are
being considered, Educational planning is being seen as one
of the means of fitting these changes into an educational
policy designed to bring about educational progress and
national development.2 Until recently, the means needed to

accomplish these ends were not well developed, and little

consideration was given to educational planning beyond the

lAdams, D, and R,M, Bjork- Education in- Develeping
Areas. (David McKay Co. Inc.,, N,Y,, 1969), p. 123,

27bid.




acquisition of new buildings. Education, especially at the
secondary and higher levels, was provided for only a small
proportion of the children and there was little linkage
between education and economic life. Educational policy
was aimed primarily at providing elementary schooling for
the lower classes and more advanced instruction for the
upper classes.3

Today, however, there is a growing sense of urgency
about educational matters in as much as education has been
recognized as an important agent of national development.4
Also, the general provision of education, its link with
economic life, the fact of independence for several
developing countries and a world consciousness of the
plight of these nations have focused attention on their
problems including the prdblems in the field of education.
The need for planning has been established.

Given this need, there is also a need to create
appropriate legal and institutional frameworks, reflecting
the aspirations and the new attitudes and desires of the

people., According to Dror, the law is always an important

3See Lewis, L.U,:; Policy and Practice in Tropical
Areas. Oxford University Press 1960, and Williams, Bric:
Education in the British West Indies. Walter Goldwater,
N.Y, 1968.
QSee for example, Commonwealth Ministers of Educa-
tion Conference, June 1970, File B 11/6, Ministry of
Education, Barbados. Hug, M.S. Education, Manpower &
Development in South and Southeast Asia, N,Y.: bPraeger
1975 and Makulu, H.F. Education, Development & Nation-
building in Independent Africa, London: SCM Press Ltd.,
1971.




instrument of social policy, and as such it should be
sufficiently flexible to make the adaptations required by
the changing social context in which it operates.5 Newton
Edwards goes even further when he states:
The law as a guardian of the intrinsic values
is a preservative and conservative influence in
society but is also concerned with adaptation and
change, that is with the application of old concepts
and principles to new social conditions and with the
development of new concepts and principles when a
new social context requires such action,®
Effective planning will therefore require a knowledge
of the law as it relates to planning, and the legal framework
within which planners work will be significant in terms of

what changes they can effect as well as how these changes

may be effected.
THE PROBLEM

The necessity of extending satisfactory educational
facilities to all members of the community has become
apparent to developing countries as they embark on schemes

. , 7 . . .
of modernization., Modernization, however, requires that

5See Dror in American Behavioral Scientist "Law as
a Tool of Directed Social Change: A Framework for Policy-
making" p. 553-554,

6See Newton Edwards "Stability and Change in Basic
Concepts of Law Governing American Education” in School
Review Autumn 1957 Vol.65 No., 8 p. 161-2,

7See Seers, Dudley. "The Meaning of Development" in
The Agricultural Development Council Inc, Reprint Sept. 1970,
p. 9; also Beeby, C.E,: The Quality of Education in Devel-
oping Countries. p. 9; Lewis L,J, op. cit, p. 86 and
Adams & Bjork, op. cit, Ch., II. .
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education be given a central place and that plans and poli-
cies be devised to eliminate the growing unemployment,
poverty and hardships which generally characterize life in
developing countries, This in effect means not only creating
the needed educational facilities but also producing teachers
and structures capable of meeting the countries' needs. It is
important that planners understand the dominant attitudes of
the people in the society towards education in order to
produce a policy and develop institutional and legal frame-
works as necessary infra-structure to the education system,

The purpose of the study was to provide a description
of educatiional planning in developing countries with British
traditions,8 its policy and institutional and legal frame-
works. The case of Barbados was examined as an example of
this group. Seven specific questions guided the study. The
first and second questions were directed at the general con-
text of the developing countries with British traditions and
were intended to provide a comparative dimension for the
study as well as a developmental framework for the specific
case of Barbados. The questions were .-

1.0 Social aspects of educational planning in developing

countries, The first problem was to describe the social
aspects of educational planning in developing countries at
a general level.

1.1 What is the social context of educational planning in

developing countries?

8See Appendix A
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1.2 What are the goals of educational planning in developing
countries?
1.3 What are the common problems of educational planning in
developing countries?
1.4 WwWhat is the institutional framework of educational plan-

ning in developing countries?

2.0 Legal aspects of educational planning in developing

countries. The second problem was to describe the legal
framework of educational planning in developing countries,
2.1 What is the legal context of educational planning in
developing countries?

2,2 What powers and controls operate in educational planning
in developing countries?

2,3 What forms of review or remedies operate in educational
planning in developing countries?

2.4 What are the governments' powers to plan educaéion in

developing countries?

3.0 The Historical and Social context of educational plan-

ning in Barbados. The third problem was to provide a

description of the historical and social factors which
shaped educational planning in Barbados.

3.1 What are the historical factors which influenced
educational planning in Barbados?

3.2 What are the social conditions which influenced educa-
tional planning in Barbados?

3.3 What are the main social divisions which affect




educational planning in Barbados?

4.0 The Institutional framework of educational planning in

Barbados. The fourth problem was to examine the role of the
minister and other actors in the planning process,

- 4.1 What is the role of the Minister in educational planning
in Barbados?

4,2 Can various other actors be identified in the planning

process? If so, what are their roles?

5.0 ;Policy articulation in educational planning- in Barbados,
The fifth problem was to examine how policy is articulated
and how it is related to educational planning in Barbados,
5.1 What are the general goals of education in Barbados?

5.2 How is educational policy formulated in Barbados?

5.3 How is educational policy articulated in Barbados?

5.4 How is educational policy related to educational plan-
ning in Barbados?

6.0 The Function of the Law and its impact on educational

planning in Barbados. The sixth problem was concerned with

the legal framework of educational planning and its impact

on educational planning in Barbados,

6.1 What is the legal framework of educational planning in
Barbados?

6.2 What is the function of the law with respect to educa-
tional planning in Barbados?

6.3 What powers and controls operate in educational planning

in Barbados?




7.0 The control and review of educational planning including

the role of the courts in educatienal planning in Barbados,

The seventh problem involved an examination of the control
and review of educational planning and the role of the courts.
7.1 Are educational plans subject to judicial review, admin-
istrative review or review by the legislature or any other
public body?

7.2 What legislative and/or judicial control is there over
educational planning in Barbados?

7.3 What role have the courts played in educational planning

in Barbados?
SIGNIFICANCE OF THE PROBLEM

The study should have significance both for practice

and research in educational planning,

=

Significance for Practice

It is hoped that information about the law as it
relates to educational planning will be useful to educators
as they attempt changes in their educational systems, for as
J. Roger Carter says

A framework of law that is too meticulous in
the constraints it imposes on the educational system
will not easily allow for such changes of mind, On the
other hand, where the legal supports are inadequate,
educational administration may relapse into confusion,
competing claims and ambitions remain unresolved, and
educational standards suffer in consequence,

9Carter, J. Roger, "Legal Framework of Educational
Planning and Administration in East Africa," I,I.E,P, 1968,
p. 1820 *
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Acquiring knowledge about the law as it relates to educational
Planning is an important first step in meeting the demands
being made on educational planners in developing countries.

It seems probable therefore that the present study could be
useful for educational practitioners as no formal study of

the relationship of educational planning and the law has vet
been undertaken. The study could also be a guide to formula-
ting programs, for "in any event it [the lawj plays a funda-
mental role in giving direction, drdér, cohesion and stability

to the complex educational enterprise."lO

Significance for Theory and Research

It is hoped that the study will provide not only a
frame of reference for viewing educational planning but also
the necessary basis or background for in depth studies for
particular aspects of law and educational planning for
developing countries. The reshaping of the legal framework
of education to meet the vastly changed needs and aspirations
of their independent societies is an important aspect of
educational Planning for developing countries. Research
done in this area then will furnish a suitable starting

point for further research.
PROCEDURES USED IN THE STUDY

The procedure used in the study consisted of an

examination of relevant documentary evidence and an analysis

O1pia., p. ii.
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of the results of interviews.

Sources of Data

1. Documentary evidence. Annual reports, circulars,

policy statements and other publications of the Ministry of
Education were examined as well as reports of advisory bodies
and special commissions. The Education Act 1890 and Amend-
ments and the Town and Country Planning Development Control
Orders, statutes of relevance for educational planning were
examined while Hansard of 1egisla£ive debates and miscella-
neous reports, books and articies'produced valuable
information for the study.

2. Interviews. The study employed the nominational

approach12 of investigation for the selection of interviewees.
Nominations of those considered actively involved in educa-
tional planning in Barbados were requested from the following
persons who were considered 'focal' persons by virtue of their
positions (in education). ' Nominations were not restricted to
those who held positions in the field of education.

(a) The Minister

(b) The Chief Education Officer (acting)

(c) The Permanent Secretary, Ministry of Education

(d) The Director of In-Service Education,

University of the West Indies

(e) The Planning Officer, Ministry of Education

_ llgee Appendix B for the list of nominees and
frequency of mentions.

12See Appendix C.
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(f) The Deputy Chief Education Officer (acting),
Curriculum Division
(g) The Senior Administrative Secretary,

Ministry of Education

(h) The Deputy Director, Economic Planning Unit
The final list of those interviewed was determined by the
frequency of nomination.13

Interview procedure, A semi-structured interview

guide was used for eliciting information concerning the

research problems from individuals nominated, Each interview
was taped and transcribed. A separate interview schedule was
prepared for each nominee, though where possible the same.

14

questions were used.

Use of sources, It should be stressed that a combi-

nation of sources was used, For example, annual reports of
the Ministry of Education, Policy statements, the Town and
Country Planning Development Orders, the Education Act, and
the use of interviews provided material for actor categories,

As a means of gaining a degree of accuracy, newspapers,

Hansard etc., were used to cross-check statements attributed
to individuals or made by those interviewed,

Analysis of data. Each transcript derived from the

interviews was edited and analysed for content, Responses

were combined before being reported., Following this, a sort

l3See Appendix B

14See Appendix D
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was made to develop sub-topics within general categories
determined by the questions which guided the study, This
information was then combined with data gathered from other

sources,
DELIMITATIONS

1. In planning the study, it was neither possible
nor intended to examine the whole scope of education in all
developing countries, Only former British colonies in the
tropical areas of Africa, South Asia and the Caribbean area
have been considered,

2, The study was further delimited to Barbados as a
means of gathering detailed informaﬁion about the experience

of a specific developing country,
LIMITATIONS

The study should be viewed in the light of the following
limitations:

1., Information-gathering techniques in developing
countries are not always very sophisticated and some statisti-
cal information and documents were not available, Interviews,
Hansard and newspapers were used to ameliorate such situations
in the case of Barbados,

2, The choice of persons interviewed must be
considered a limitation even though the list of those inter-
viewed was determined by the frequency of nominations made

by educational notables,
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3. Government officials are usually discreet
concerning matters which they feel are not completely within
their sphere of authority and so are loathe to disclose
information. However approval of the study by the Chiefe
Education Officer made it easier for them to supply

information.
DEFINITION OF TERMS

The terms defined below are used generally throughout
the study. The definitions are brief as the terms are more
fully explained in the text. Sources used were

1. H. C. Black's Law Dictionary; 4th ed., 1968

2. Earl Jowitt The Dictionary of English Law, 1969

3. George Theodorson & Achilles Theodorson, Modern

Dictionary of Sociology, 1969

Actors
This refers to agencies, institutions and persons

involved in the planning process.

Attitudes

A tendency to act in a consistent manner;toward
certain relatéd objects and situations. In education, this
is manifested in relation to educational plans, policies or

directives.

Church

A formal organization serving as a focal point for
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religious activity. It is here restricted to the Anglicans,
Moravians and Catholics who have influenced education in the

countries described in this study.

Class

This refers to social class and consists of persons
with a similar level of prestige symbols. Symbols may be
based on factors considered significant in society. In
developing countries, type of occupation, social activities

and educational background are generally considered significant.

This is an examination which is used to determine
allocation of places to secondary schools. It is taken at

about the age of eleven.

Common Law

Law as used in contradistinction to law created by
the enactment of legislation. It denotes the "unwritten law"
and derives its authority from the recognition given by the
courts to principles, customs and rules of conduct previously

existing among the people.

Educational Plan

This refers to a document or set of documents out-
lining the activities which will guide educational personnel
in the operation of the educational systems. Plans may be
elaborate, long term or short term, or may be designed to

deal with one specific objective.




Educational Policy

A set of decisions about aims and objectives of

education and the means of achieving them.

Governing Body

14

A legal body charged with the control and operation

of a school. Members are appointed by the Minister of
education from amongrprominent members of the community.

Boards range from three to fourteen members.

Statutory powers granted an individual. These do

permit nor require subjective judgment on his part.

Permissive Powers

Powers related to regulatory action in education.

not

They allow an individual to exercise judgment before acting.

Regulations

Decree promulgated by the minister through his

department with the approval of Cabinet.

Statutes

Law as enacted by Legislature.

ORGANIZATION OF THE STUDY

Chapter 2 sets out a framework for the description of

educational planning in developing countries. It gives a

description of educational planning, outlines the elements
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of educational planning and considers the social, institutional
and legal contexts of educational planning. Chapter 3-outlines
the social and legal contexts of educational planning in the
former British colonies in Africa, South Asia and the Caribbean.
Information about the historical and social context of Barbados
from colonization through Independence is given in Chapter 4
while Chapter 5 describes the actors in the planning process,
policy-formulation and the planning process in Barbados.

Chapter 6 outlines the powers to control and plan education

in Barbados and examines means of review of educational planning.
Chapter 7 gives a summary, discusses issues and conclusions
reached in the study and makes certain recommendations for

practice and for further study.




CHAPTER 2

FRAMEWORK FOR THE DESCRIPTION
OF EDUCATIONAL PLANNING IN
DEVELOPING COUNTRIES
In order to facilitate a systematic examination of the

policy and the institutional and legal frameworks of educational

planning in developing countries, the present study first

developed a framework within which the relationship between
the law and educational planning may be investigated. The
following section gives a definition of educational planning,
and sets out the purposes and characteristics of educational
planning; it also describes the planning process, the social
context and institutional framework and outlines the sources
and functions of the law as well as the possible relationship

of the various components.

EDUCATIONAL PLANNING DEFINED

Definitions of educational planning are varied and
diverse, ranging from idealized statements such as that

produced at an Inter-American Seminar in 1958:

the overall planning of education is a continuous,
systematic process, involving the application and co-
ordination of social research methods, and of pr1nc1ples
and techniques of education, administration, economics
and finance, with partlclpatlon and support of the
~general publlc, in prlvate as well as State activities,
with a view to securlng adequate education for- people,
with definite aim, and in well defined stages, and to
providing everyone with an opportunity of developing

18-
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his potentialities and making the most effective
contribution to the social,_cultural and economic
development of the country,

to simple definitions such as

the process of preparing a set of decisions
for future action pertaining to education,?2

A more complete definition was offered by Ackoff as

a process that involves making and evaluating
each of a set of interrelated decisions before
action is required in a situation in which it is
believed that unless action is taken a desired future
state is not likely to occur, and that, if appropriate
action is taken, the likelihood of a favorable outcome
can be increased,

Coombgg has attributed the difficulty in defining educational
planning to the rapid growth of educafional planning and to
its diversified and complex nature as well as to its 'youth',
Though most definitions have certain elements in
common, certain limitations may be noted, Adams and Bjork5
have pointed out that most definitions make no mention of the
relationship between innovation and educational planning, and
that there is no distinction made between educational plan-

ning and other related processes, It may be added that they

ignore the fact that educational planning in any setting is

lQuoted in Elements of Educational Planning: Unesco,
Paris, p. 13.

2

Don Adams & RzM.Bjork op, cit, p. 142,

3Ackoff R.L, A Concept of-Cerporate Plannlng
N.Y, Wlley—Intersc1ence, 1970, p. 4.

4Coo.mbs, P.H, What is Educatlonal Plann1ng7
Paris, Unesco, 1970 p. 12,

5

Adams & Bjork op, cit. p. 142,
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~guided by the goals or policy to be implemented, by the needs
of the given society and by the existing legal realities.
Educational planning will be used here to refer to a sanc-

tioned means of determining the policy and priorities of an

educational system, considering the economic, political, social

and legal realities for meeting the needs of a society.

The definition presented here serves as a means of
~guiding the discussion which follows. It implies that there
are certain purposes associated with educational planning;
that there needs to be some legitimacy for educational
planning; that it does not exist in &solation from other
institutional arrangements and that a certain process
exists for determining choices within a framework of

legal and other realities.
ELEMENTS OF EDUCATIONAL PLANNING

Purposes of Educational Planning

Viewed generally, educational planning is an instru-
ment for defining and developing the resources required to
grapple with the immense needs in a developing country. It
‘may be employed for a number of reasons--for the improvement
or expansion of the educational system or of its curriculum

and instruction, or of the auxiliary services and the balance

of its different parts. In short there is a means-end relation-

ship implicit in planning which appears to have as its major

purposes, two classes of objectives, namely, efficiency and
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rational action and change or widening of choice.6

Efficiency and rational-action, Developing countries

have an urgent need for the efficient allocation of resources,
especially of trained manpower., Educational planning has as
one of its purposes the efficient allocation of these resources
and the increase in production of trained personnel as well
as the reduction of waste within the educational system,
According to Davidoff and Reiner,
the efficient utilization of resources would be

that which satisfied the particular preferences of

individual actors - as such preferences are determined

and aggregated in a manner accepted in a given society.

Efficiency thus is measured in terms of the purpose it
serves.’/

Rational action on the other hand is considered the 'sine qua
non' of planning and refers to increasing the reasonableness
of a decision. This view is supported by Simon's model of
"satisficing"8 and by Kaplan who pointed out that

man will doubtlessly operate somewhere in the

realm of bounded rationality rather than reach
perfect rationality,9

Perfect rationality would imply perfect knowledge and
the ability to compute all possible alternatives. Man

however cannot compute all possible alternatives or would

6See Davidoff P, and T. Reiner "A Choice Theory of
Plannlng" in Journal of American-Institute of Plannerxs., Vol,28,
1962. p. 105 where they point out that though a number of rea-
sons may be employed, any one can serve independently or in
combination with others as the objective of planning,

7

Ibid.

8Simon, Herbert A, Models of Man, John Wiley &
Sons, Inc,, New York, 1957, Ch, 14,

9Kaplan, A, op. git. p. 104,
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find the cost of doing so too great. He therefore operates
on imperfect knowledge, or in other words, in the realm of
"bounded rationality"., Rational action, that is, taking
into account and weighing the ends, the means and the
secondary results,lo may be considered a means of achieving
efficiency in educational planning. For the educational
planner it implies the provision of information both about
what can be expected in the future and about the existing
state of affairs,and requires an identification of alterna-
tives.

Change, Change is viewed as a function of planning,
Developing countries have been described as "century-skippers"
because of their tendency to seek to achieve greater results
in much shorter time than was required of the now developed
nations, While in the past, change was gradual and based on
.chance discoveries of solutions to practical problems of
survival or was limited to one sphere, and little effort was
exerted to anticipate resultant changes in related activities;
recently attempts have been made to obtain specific conse=
guences in change, whether a change in values, in structural
reconstruction or a change in direction., The assumption made
here is that man, through rational action, can affect the

rate and direction of on-going change, thereby improving his lot,

lOMax Weber contrasts this with "social action that
is traditionally oriented through the habituation of long
practice."” FXor a lengthy explication see John Friedman
discussion in Bertram M, Cross, (ed,)-Action Under-Planning:
The Guidance of Eceonemic-Development, Ch, I1,
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Planning charasteristics, There are several

characteristics of the act of planning: (1) policy

orientation,ll 12

13

«(2) exercise of choice,
14

(3) comprehen-

siveness, (4) achievement of ends, and (5) orientation

to the future.15

1) Policy orientation, In attributing to planning

certain purposive activities, one acknowledges the presence
of goals or objectives, Policy is concerned with goals and
can be viewed both in terms of the statement of goals or
objectives, and in terms of the legislation in which these
~goals find more concrete expression, In this way, this |
characteristic is a fundamental component of planning, The
formation of policy in education constitutes a complex
process involving many people working through various

institutions in various settings,

llSee OECD Background Study No, 5 Conference

on Policies for Educatienal -Growth & Ruscoe, G, "The
Conditions for Success 1in Educational Planning", Unesco,
ITEP, 1969 which both stress the centrality of policy in
educational planning.

lzDavidoff & Reiner op, cit, See exercise of
choice as operating mainly in the area of values, One
needs however to exercise choice in the areas of means
and alternatives as well,

13See Ackoff, R,L, A Concept of Corporate Planning,
N.Y., Wiley-Interscience, 1970 pp, 4-5 & Mendes, D,T,
Toward A Theory of Educational Planning: The Brazilian
Case, East Lansing, Michigan, 1972, pp. 24-29,

l4.Mendes, op, cit, p, 119,

15Coombs, op, cit, pp. 14-15,
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2) Exercise-of-cheice, As planners set up priorities,

they are faced with establishing certain alternatives and with
choosing from these alternatives., Wate¥ston sums up this
exercise of choice very well in economic terms,
Educational planning involves the application

of a rational system of choices among feasible

courses of educational investment,l6
Planning must not only determine significant variables but
must assign a degree of probability of outcome to these
variables., Generally, planners will be guided in this
exercise of choice by the established policy, by the law
or by some need articulated within the society, Le Breton
and Henning in relating the dimensions of a plan to a theory
of choice, point out that

the greater the significance of a plan, the

~greater the likelihood that the planner will find

it advantageous to include a greater variety of

alternatives; to use sophisticated techniques of

decision-making.17
Exercise of calculated choice is considered by Davidoff and
18

Reiner as the characteristic intellectual act of planning.,

3). Comprehensiveness, Planning not only relates the

components of a system t6. each other but also serves to
provide a link between various systems; educational planning,

for example, has to consider not only the educational system

16Waterston, Albert A, "What do we know about
planning?" International Development-Review, Vol. 7
(December 1965)

l7Le Breton, P, P, and Dale A, Henning. -~Rlanning
Theory. Prentice-Hall, Inc,, N.,J., 1964, p, 115,

18

Davidoff & Reiner op. cit. p. 106,
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but also its relationship to the economic, political and
legal systems, Furthermore in order to allow decision-
makers to choose rationally among alternative programs,
planning must be. comprehensive, given the state of
imperfect knowledge. "Comprehensiveness" according to
Mendes, "is a requirement of planning and precludes
unilinearity ., . , its real significance depends upon the
degree to which it dovetails with reality rather than to

13 This characteristic is of

ignore 'real world' aspects,"
extreme importance since any form of lag or dysfunctional
activity will greatly hinder progress and development of

societies.

4) Achievement of ends, This is another major

characteristic of planning which entails a concept of
purposive, goal-oriented activities. These may take::
various forms but invariably are associated with change,
The ends envisaged will also determine both the diregtions
and the rate of change as well as the means needed to
accomplish the given ends as established by the prevailing
policy directivés.

5) Orientatien to the future, Educational planning

determines future action pertaining to education and as end-
directed activity implies an orientation to the future,
Coombs, for example, acknowledges this and states that

educational planning deals with the future,
drawing enlightenment from the past, It is the

~ ~

19Mendes, Durmeval Trigueiro, op, cit, p. 24,
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springboard for future decisions and actions,
. . . concerned not only with where to go but

with how to get there and by what best route.20

Every goal of planning, every area of policy requires or
utilizes information about future states as there is need to
know what controls, alternatives and sanctions will be

designed.

The- Planning Rrocess

While it is useful to note these characteristics

separately for purposes of analysis, one ought not to lose
one's view of the total planning_process. In devising an
optimal model of the educational planning process, Riffel
points out that

planning is now thought of as a continuing
process, not one started at whim or under pressure
and finished when a blueprlnt of programs is drawn
up. A second feature is that planning is an iterative
process . . . The product of a single planning cycle
is thus, at best, a series of steps toward a set of
objectives, and as one cycle follows another, it
becomes possible to approximate the hoped-for state
of affairs even more closely,2l

In educational planning, this process ideally may be divided

into three distinct phases as follows: identification of

needs and selection of goals, review and selection of alter-
natives, and promulgation into law and implementation of the

plan., Each phase is useful for analytic purposes as each is

concerned with a different aspect of the process.

~

20Coombs, P, op. cit. pp. 14-15,

21Riffel, J.A, -Education Planning Re-examined,
Edmonton, Alberta, H.R,R.C,, 1971, pp. 12-13,
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1. -Identification-of-needs-and-selection-ef-geals,

This phase is primarily directional in that it is concerned
with identifying needs and establishing goals and objectives,

It appears to be the first logical step since not only must

the government's main objectives and educational policy be
examined but more detailed objectives must be provided for
those involved at later stages, Objectives as intended out-
comes of planning must first be identified since it is

impossible and unrealistic to decide what or how to plan

until we know why we are engaging in planning, There is here
an analogy to the doctor who must know why an operation is
necessary before deciding what part must be removed and how
the operation must be carried out, In education, after
objectives at the social and ihstitutional levels are under-
stood, a number of sub-objectives usually follows as the
system's capacity to achieve the goals set for it, is assessed,
In this way, this phase is inextricably linked with policy-
formation as educational planners need to know how and where

their educational plans will fit with the economic and social

development plan.

2, Review and selection of alternatives, This phase
involves the description and outline of the methods and means

it is proposed to use to meet the stated objectives; it also

provides details on procedures and machinery for supervision
and correction, In other words, ends are converted into
means. Since planning as stated above is guided by rational

action, planning seeks to eliminate arbitrary steps of




26

proceeding from general objectives to specific programs,22
It is in this phase that
facts and opinions bearing on each major -
issue are assembled and weighed one against the
‘other, and decisions made, tentatively or finally,
that will determine the general direction of all
activities coming under the plan,23
This phase involves the identificationzof a universe of

feasible alternative means and an evaluation of these means

according to the ends sought, Arbitrary decisions are

avoided in this process as planners realise that not every
means has the legal éanction of modern contemporary societies
and that the means chosen must usually meet certain political
commitments that must be honoured and certain obligations
that are imposed by the law or by custom,

3. Promulgation\into law and implementation of-the

plan. While this phase may be equated with "implementation",
it here implies that planning does not cease with the adoption
of a strategy. Furthermore, it underlies the "iterative"
process mentioned above, This view of planning embraces

implementation which often involves securing of legislation

for the adoption of a plan, for as Beeby has stated,

the plan is an abstraction until it is legally
embodied in a series of annual budgets that determine
the speed at which it shall be applied, the parts which
shall be dropped entirely, and the amendments that must
be made to adapt it to unforeseen conditions,24

22Davidoff & Reiner, op, cit, p. 111,

23Beeby, C.E., Planning and the Educatienal-Adminis-
trator. Unesco, 1967 p., 31,

24

Ibid, p. 34,
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The importance and centrality of implementation in the
planning process is acknowledged by Riffel,

The execution of the plan depends on designing
and carrying out field activities, These processes
not only make up the implementation phase, but are
important to the planning process in two other ways:
(1) replanning the initial program is carried out
during this phase, and (2) the way in which the
plan is executed determines its real substance,

In other words, effective planning requires that
plans be recycled and revised when they go off
course during implementation and also that concrete
indicators for measuring the progress of the plan
and assessing its direction be developed, 25

In short, implementation is a necessary and integral phase of

the planning process regardless of the issue at hand.
THE SOCIAL CONTEX'I;‘f,.4 OF EDUCATIONAL PLANNING

The educational system in any society is linked to
the social setting in so far as it trains young people in
skills they will require as adult members of the society,
In this respect educational planning cannot be divoréed L
from the social setting in which it operates, Parsons and
Smelser26 have pointed out that the functions that all

societies must constantly perform are accomplished by social

entities which become more and more specialized as societies
develop, and that new institutions come into being as older

patterns of meeting societal needs fail to adjust adequately

to changed conditions.

N . ~

25Riffel, op, cit, p. 18,

26Talcott Parsons & Neil Smelser,-Economy-and-Seciety,
Glencoe, Illinois, The Free Press, 1956
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In developing countries, the family, the tribe or
such primary groups as were found in rural areas were
responsible for the socialization of the young. This tended

to be a simple matter of the transmission of values and skills,

27

However, the thrust of industrialization and the advent of

independence have altered this; the educational process has
taken on the role of the allocation and selection as well as
the training of individuals for their adult roles, Schools

are expected to be adapted to the local society, yet to

28

transform that society into a more developed one, In fact,

leaders expect education to change the social order, A
quotation taken from a government resolution illustrates this:

Greater emphasis came to be placed on educational
development because of the realization that education,:
especially in science and technology, is the most
powerful instrument of social transformation and
economic progress; and that the attempt to create
a new social order based on freedom, equality, and
justice can succeed only if the traditional educa-
tional system was revolutionized both in content .
and extent,.29

Education then has to perform many functions in a developing

country.

27The rationalization of the educational system is
usually associated with industrialization, For an explica-
tion of the relationship see Herriott, R. and Hodgkins, B,
The Environment-of Schooling:-- Formal-Educatieon as-an-oOpen
Social System, Prentice-Hall 1nc.,, New dersey 1973, pp. 12-15,

28Anderson, C,A, -The-Soecial Context-of-Edusatienal
Planning. Unesco, IIEP, 1967, p. 11, '

29The Times of-India, Delhi, July 17, 1964 quoted in
John W. Hanson and Cole S. Brembeck (eds,)-Educatien-and.ithe
Development-of -Nations, New York: Holt, Rinehart and
Winston. 1966, pp. 344-345,
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Necat Erder has grouped the functions of education
in a developing country into four main categories: 1) educa-

tion as a major instrument of social change, 2) education as

an important social service, 3) education as a major instrument

of #ational income distribution policy and 4) education as a
manpower industry.30

Education as-a-majer-instrxument-of-soecial change,

This implies that a choice has been made of a way of life with
particular patterns of social behaviour, values and organisa-
tion and that education can effectively bring this about,
There are some special problems which arise from the variety
of social groupings exhibited in the developing countries.
For example, ethnic groups respond in different ways to the
spread of education;31 matters of religion, caste and class
need to be considered as the degree of attachment which an
individual shows or the amount of protection he demands from
such groups may greatly restrict his behaviour and influence

the kind of support given to educational change.32

30Necat Erder "Some Administrative Problems in
Educational Planning" in OECD -Orxganisationail-~ Erebiems\ln
Planning Educatlenal\Bevelepment Paris, 1966,

31W:Ltness, for example, the attitude of the Pakot of
Kenya who have a negative attitude to British-oriented educa-
tion as compared with the Ibo of Nigeria who place great
‘emphasis on education as a means of making one's way in the

world. 32

See Adams & Bjork, op. cit, pp. 80-84 who point out
the difference in receptivity to the spread of education
between the Hindus and the Moslems,
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Education-as-sosial~service, Understanding the
existing pattern of demand for education as revealed by the
parental attitudes and the values attached to education is
significant for the production of an effective plan,
Education may be considered as an important social service
-in that it gives the individual the possibiliaty of acquiring
the 'tools of knowledge', Generally, this is associated with
the social demand for education as reflected in the evolution
of attitudes towards various forms of education which foilow
compulsory primary schooling. Developing countries cannot
yet afford free secondary education or even a secondary place
for every child as can the more developed nations., An under-
standing of attitudes as they develop towards education is
important to educational planners especially where there is
widespread advocacy for orienting the schools towards the

33 . .
This in effect means increase

country's economic needs,
in areas of technological education and orienting curricula
in village schools toward work on the land and increasing
respect for farming as a way of life, The peculiar situation
is that developing countries have grown accustomed to a more
traditional type of education and regard schooling as an es-

cape from the physical labour associated with such endeavours,

Education-as-a major- instxument-eof-rational-income

distribution pelicy. It may be argued that education is a

rational instrument because it results in distributing

~ -~~~

33Anderson, Cc., op, cit, p. 30,




31

social tasks on the basis of talent and ability and, therefore,
maximizes productivity, In this respect it approximates what

Max Weber would term "rational orientation to a system of

n34

discreet individual ends. In addition, it may be considered

an instrument of rational income distribution policy because
it creates equality of opportunity and consequently, social
mobility. Developing countries have to consider class, caste
and ethnic differentials..as well.

Education as-a-manpewer industry, Skills required by

the growing industries of‘developing countries are increasingly
being acquired within formal educational institutions., The
more modernized a community becomes, the more emphasis seems to
be placed on this function of education, A developing country,
however, cannot offer schooling impartially to all categories of
people or to all localities at the same time, It has to widen
opportunities so that progressively larger parts of the popu-
lation receive an education, thereby improving its human
resources, In this respect, education serves a selection

function as it helps to allocate pupils to various types of

schools and subsequently to various types of occupation.

The functions noted above are not all-inclusive, but

may be considered of major importance to educational planning

in developing countries, To them may be added the fact that

~ ~ ~~

34In this way it stands in contrast to social action,
which is "traditionally oriented through habituation of long
practice," Cited in Bertram M, Gross, ~Action-~Undexr-Plannings
The - Guidanse-of -Economic-Bevelopment, MCGraw-Hill Book ’
Company New YOrk, 1967, D, 70.
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schools are regularly seen as instruments for value re-orien-
tation in that they conserve new along with old values; leaders
in developing countries bent on modernization wish to have an
educational system adapted to their own customs and aspirations
as well as to produce a technological society. Schools are
therefore expected to stabilize new social patterns and at the
same time foster receptivity to change. But whatever the
stated functions, as Anderson says,
schools are always coloured by the surrounding
society, and a school system that is functioning

effectively in a society will be localized to its
milieu.35

THE INSTITUTIONAL CONTEXT OF EDUCATIONAL PLANNING

Educational planning may be viewed as taking place in
different settings and at different levels characterized by
certain'actérs (in the planning process) who have a responsi-
bility to their community. The degree of success of their
actions is dependent in part on the degree of legitimacy
accorded the actors themselves, or the products associated
with their actions. The actor categories identified are
mainly a formal type distinguished from other social groupings
such as primary groups which develop as a result of continuing
face-to-face contacts and cliques which develop from commonly
held feelings. The distinction is made because educational
planning is viewed as a legally sanctioned act thereby making

planners responsible for their actions.

35Anderson,- C. op. cat. p. 22.




33

~-Actoxs, The term actors36 covers both the institutions
or agencies and the physical persons involved in the planning
process, They are considered to be playing key roles in the

planning act, at different times and at different places

where policy is determined and plans are formulated, They
may be members of the cabinet or legislature or part of the
national planning agency or of the ministry of education or
of some defined interest groups. Wherever the location, or

37

whatever the name, they will have the responsibility for

their nation's destinies, for deciding what the goals of the
educational system will be and for choosing the means of
reaching these goals, Actors will be found in several cate-
‘gories, The first general category envisaged is the cabinet
and the legislature,

The\cabinet\and\legislature. These officials are

~generally elected in a democratic government, and usually
have responsibility for deciding policy for the educational
system, They therefore determine what the goals and objectives

will be and instruct their subordinates to develop strategies

by which these goals can most effectively be reached, They
may decide to initiate a shift in the balance in types of
education, stressing scientific and technical education at

the expense of literary or general education, Such policy

~ -~ ~ ~ - ~ ~

385ee Jan Tinbergen, -Central-Rlanning. Yale
University Press, New Haven, 1964, p, lo,

37he names here are representative of categories and
functions, Names will undoubtedly differ from country to
country though the functions may be the same.
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is made as a matter of political choice and needs the
sanction of high political authority before it can be fully

implemented,

The national\planning\agency. While the cabinet and
legislature deterﬁine_goals and objectives, the national plan-
ning agency functions at a more technical level, It looks at
the process by which the plan is prepared on the basis of

approved goals, and takes into account the roles of persons

who are attached to the national development planning agency.38

It may employ economists, social se¢ientists, educators and
others, all of whom are expected to have an understanding of
the interaction between political, social and educational fac-
tors. It usually considers proposals from the planning group

in terms of the efficient allocation of all resources,

The.ministxyjef\edueati&p. The minister and senior
officials translate government policy into ministry practice,
Most often these are the people who are involved with the
expansion and improvement of the system according to the goals

set out. They speak for the system before the national

planning agency.

Specialists. These are persons trained in statis-

tical, budgetary and other skills., Their expertise is called

into play when principles are to be translated into specifics,

They deal with such things as detailed procedures, building

programs, financial implications of the proposed changes and

~ ~ . ~. ~

38See Waterston op, cit, p, 687 for a complete list
of national planning agencies around the world,
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extended enrolment, They are also involved in the planning
of improvement in such specific areas as teacher training,
adult education or expansion in their particular fields,

Foreign consultants also fall into this category as they

are: sometimes called to advise on specific issues,

All the categories mentioned above may be considered
as playing particular roles in the educational planning pro-
cess, Whatever the individual roles, the involvement of

actors in the educational planning process is a formal one,

and what they do will be reflected in the policies and plans

for the educational system, This is not however to deny that
the planniﬁg process is influenced by interest groups and by

the public at large at certain times and under certain

given conditions,

-Interest groups, These must also be included in the

setting of educational planning., Because of the nature of
education, interest groups may be considered at two levels,
At a very broad and general level, these may be considered
as groups which from time to time take an intérest in educa-

tion and influence the direction of policy by actively

supporting or objecting to policy, They may sometimes even
propose specific projects., At a more specific level, groups

which are formally a part of the educational system may be

included, The Junior Chamber of Commerce or Parent-Teacher
Associations are representative of the former and Teacher
Unions and Governing Bodies are representative of the latter,

The view taken of interest groups is important, for if the
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group is considered high in status, its opinions will hardly
be ignored, whereas opinions of groups considered low in
status will often be ignored.

While the principal actors in the planning process
have been identified above, Figure 2,1 below shows how these
roles may be viewed in relation to the planning process, It
is obvious from the illustrations that various levels of
government provide the legal mechanisms through which

planning is done,
THE LAW

Plans are made at the sufferance of legislative

enabling action and within several governmental jurisdictions,

and, as Barr has stated, "most importantly, we assume that

such legitimacy must precede the planning act."39

It is for
this reason that one involved in planning needs to understand
the particular relationship between educational planning and

the law,

Sources-of Law

The law may be viewed as a combination of legislation

(including statutes and administrative regulations, directives,

orders-in-council, rules, relationships and routines) and
judicial decisions, Actually there are three major sources

of law, namely, (1) custom, (2) case or judge-made law,

~ ~ ~ ~ ~

39Barr, Donald A, "The Professional Urban Planner"
Journal -of American-Institute-of Plannexs, May 1972,
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i.e, Jjudicial decisions and (3) legislation, all of which at
one time or another are reflected in the policies and plans
for education,
1, Custom, Customary law derives, as the name
indicates, from local custom, According to Hart,
it is not in the modern world a very important
source of law, It is usually a subordinate one
in the sense that the legislature may by statutes
deprive a customary rulerof legal status,40
Allen, however, makes the point that the customary derivation
of some statutory rules should be kept alive, for he regards
custom as
carrying its own justification itself as it
would not exist unless some deep-seated need of

the people or some native quality of temperament
~gave rise to it,

Every legal custom however, represents an exception
from the general law of the land and is accepted by the courts
according to the following conditions:

1. The custom must have existed since time immemorial;

2, The custom must have existed without interruption3

3. The terms of the custom must be reasonably certai;;
and they must not be in opposition to some fundamental
principle of law;

4, People‘observing the custom must have done so because

they felt that they were bound to obsgerve it;:

N ~ D N N

49Hart H,L,A, ~The €oncept-ef-Law, Clarendon Press,

Oxford, 1963, p. 23,

41Allen, Sir, C.,K, \Law\inxthexMaking. Oxford
University Press, Slodon, 1964, p, 87.
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5, The custom must not have been exercised by force or

, 42
violence,

2, Judieial-Deeisiens, This represents the accumu-

lated decisions of judges in courts of law, It is a

significant source of law in that when a judge decides a

case, he both disposes of the problem before him, and lays
down a legal principle which other judges will have to follow,

subject to certain reservations, Changes in case law are

effected gradually by judges as they distinguish between

cases,

3, Legislation, The term 'legislation' is generally

considered synonymous with 'statutes', but in its broadest
sense includes all law that originates in én official body
having power to make general rules, Legislation may there-
fore be divided into two categories (1) statutory and .
(2) delegated or subordinate legislation,

-Statutorxy-legislatien, According to W, F, Frank,

statutes as theé formal embodiment of the acts of parliament
have been used

~as a means of supplementing case law, remedying
its defects and consolidating its provisions where
this has become necessary . , . In more recent years
statute law has become the main tool of the social
reformer 4 .

-Pelegated legislatien, The legislature may delegate

—~ e N NSNS N N

42Frank W.F, -The Genexal-Rrinciples ef\Engiish\Law.
George Harrap & Co, Ltd,: London, 1967, p. 24, ‘

43

Ibid, p. 25.
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its powers to other persons or bodies. Ministers of the govern-
ment are delegated countless powers which they can exercise to
make regulations, orders—inécguncil, directives, rules and orders.
Similarly, powers are given to various units of local government
which use them to pass by-laws and resolutions and to various
occupational and professional organizations for regulating the
conduct of their members. There is one major difference between
parliamentary legislation and delegated legislation, namely, in

a unitary state,; courts may not question the validity of a statute
of Pariiament on the grounds that it exceeded its authority since
there are no limits to the powers of Parliament, but subordinate
legislatién‘is differént and may be so challenged. The increase
in volume of delegated legislation during the past couple of

decades has made it a very important seource of law.

‘Functions of the Law

In ordér to make possible an adequate discussion con-
cerning the relationship of educational planning and the law,
the following section details the functions of the law with
respect to educational planning. Figure 2.2 shows how this
relationship may be viewed. The approach views the operation
of the law in terms of both its stfucturalyparts and the function
they perform in regards to the educationalléystem. It is presumed
that the law and education as social institutiohs are in inter-
action and mutually influence and adjust to each other. In this
regard, the law may be conceptualized as having three major
functions in educational planning: a prescriptive function,

an intelligence function and a review function.
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The prescriptive function. This is concerned with

giving guidelines and assigning limits or duties ﬁO'Whichlf
the actors and the act of planning must conform. The

country's constitution and the large body of legislation

which each country over the years builds up fall within this
category. The constitution on the one hand assigns respon- .
sibility to government for making laws respecting education

and other enterprises and affects the actors' role in that

they may through constitutional constraints be restricted

from performing, or urged to performvcertain acts. Statutes
on the other hand contain provisions establishing a ministry
of education and outlining the powers of the minister.
Generally they embody policy in the form of guides and direc-
tives to educational authorities for the planning, governing
and administering of the educational system and may define

privileges, duties, responsibilities, limits and so on, to

which educational planners must adhere. Statutory provisions
are binding on the actors. Garner points out that

any such rule made in due form will be accepted 44
as law by the courts of a unitary state without question.

Generally a proposal for legislation will spring from some

real or supposed defect in the existing statutory or case law,

or in the organization of society.45

44Garner, F.F. Administrative Law. Butterworths,
London, 1963, p. 10.

45Griffith, J.A.8. Principles of Administrative Law,
Sir Isaac Pitman & Sons, London, 1967, p. 28.
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The intelligence function. This element is repre-

sented in Figure 2.2 by ministerial regulations and board
policies. These may rahge from regulating school meals to
the extension of teacher training programs and have the
force of law when specified by statute. The Minister, and
to a lesser extent school boards, are empowered to make
regulations embodying their policy which

when validly made have the force of law 6
within the sphere of their legitimate operation.

It facilitates the tasks of the actors and is accomplished
through the promulgation of policies»and regulations rather
than through lstathsorye enactment. It usually specifies
means for implementation. While it is essentially closely
akin to the prescriptive function, its procedure does not
involve the formality of the pure legislative methods. It
gains effectiveness by reason of the speed of its efforts.

The review function. The review function comes into

focus only after the planning process has been set in motion
and the plan or procedures of planning are in one way or
another challenged. It is concerned with whether statutes,
administrative regulations, directives,ietc. have been
conformed to or not, and if not, who failed to conform td
them. 'In this way it is basically fact-gathering in nature
and serves an informing function for planning as it publicly

expounds the true meaning of the rules whenever doubts in

: 46McCurdy', S.G. The Legal Status of the Canadian
Teacher. The McMillan Co. of Canada Ltd., 1968, p. 20.
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reference to their meaning arise. There is a human element
involved in the review function quite unlike the mechanistic
implications of the pPrescriptive sphere. Decisions of lower
courts- and courts of appeal as well as appeals to the minister
fall within this category.

The particular function of the lower court is to hear
and determine cases brought before it on appeal or for review
when a dispute arises over the meaning or application of the
law. The decisions propounded in their interpretation of the
laws in relation to specific situations will usually give some
indication of the legal framework within which planning must
take place. It should be noted that judicial decisions are
complementary to the statutes and subordinate legislation in
that they interpret and clarify them for the benefit of those
engaged in the act of planning. The function of appeal courts
is to hear and determine appeals from decisions made in the
lower courts. The decisions resulting from these appeals can
affect the way in which planning may occur since they indicate
whether provisions of the statutes have been carried out or
whether the actors have followed the procedures set out for
them.

The above outline of the relationship of planning and
the law seems rather complex and comprehensive in nature.

Some elements may be more appropriate and significant than
others in the analysis of educational planning and the law
in developing countiies. It is hoped, however, khat its

comprehensive nature will make it adaptable to the situation
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in any given developing country.
SUMMARY

This chapter has set out the frame of reference under-
lying the study. It began with a definition of planning as a
sanctioned means of determining the policy and priorities of
an educational system. It outlined the purposes and charac-
teristics of educational planning as well as the planning
process while stressing the significance of the institutional,
social, and legal contexts for educational planning. It also
detailed the functions of the law as giving guidelines and
assigning limits or duties with which actors and the actAof
planning must conform. Finally,'it showed how the law
through its various functions relates to educational

planning.




CHAPTER 3

THE EXPERIENCE OF DEVELOPING COUNTRIES

As early as the sixteenth century, the British had
established footholds in Africa, South Asia and the Caribbean.
Their initial contact with these countries was related to

trade, but their influence eventually spread to government.

By the middle of the nineteenth century, India had passed
from the authority of the East India Company to the control
of the British government; Africa had settled down to a
similar pattern of colonialism, controlled by the British,
the French or the Belgians; most of the islands of the C
Caribbean, fought over by the French, Spanish and British,
were now in the hands of the British. The countries being

studied herél

therefore have a common history which grew out
of the British push to expand their empire.? Though the
early British efforts were concerned with commerce, the

later introduction of educational institutions and curricula

reflected a desire to spread the persumed benefits of

lSee Appendix A for a complete list.

2FOr a good account of the British hegemony over the
colonies see Pares, R. ' Merchants & Planters. CUP: London,
1960. Figueroa, J. J. op. cit. p. 7 & Parry, J. H. The
Establishment‘of'the'European'Hegemenbnyd"1415:h“1715.
N.Y.: Harper, 1960. :

46
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Christianity and Western civilization to the area.3 The
result was that the colonies shared a history of close
association with Britain, its economic policies and its

educational practices and traditions.

This chapter is devoted to a description of the
social, legal and institutional contexts of educational
planning in these developing countries with British traditions.

It sets the background for an examination of the educational

planning process in Barbados. The similarities and dissimi-

larities which the various countries face in planning to
increase the quantity and improve the quality of their
education are outlined since it is upon such circumstances

that the applicability to other countries of an any conclusions
will depend. The social and institutional contexts have been
arranged according to geographical areas. No such arrangement
was made for the legal aspects since it was clear that most
legislation in developing countries has been based on British
ordinances and that the inheritance of.common forms of

management afforded a common point of entry.

THE SOCIAL CONTEXT

Africa

In order to understand the enormity of the task

facing educational planners, one must first understand the

3See for example Figueroa, J. J. op. cit., Lewis, L. J.
Society;‘Schbols‘&'ProgreSS'in‘Nigeria. Pergamon Press, London
1965, pp. 23-27, Makulu, H. F. op. cit. pp. 17-18 and

Fafunwa, A. B. op. cit.
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diversities in language, values and behaviour among the
different ethnic and social groupings. The contrasts and
differences however operate within a sufficiently general
framework to allow for the societal characteristics outlined
below, for though each country does not necessarily see the
problems as the same, they see them as major social variables
winich influence educational planning.

Cultural variations. The cultural history of various

groups, the structure of tribal society and other factors have

been major influences in terms of educational planning and

the acceptance of change on the part of African people. For

example, some peoples of Africa like the Pakot of Kenya see

no value in adopting European ways, including the traditional

skills of reading, writing and arithmetic;.since they are

satisfied with their traditional culture and consider it

more desirable than European cifrilization,4 while others,

like the Ibo of Nigeria, strongly emphasize the ability to

make one's way in the world and value education as an avenue

to success evaluated in European terms.5
It is important to note that tribal societies of

Africa were for the most part tradition-oriented through old

and long-standing practices.6 The chiefs and parents were

4Bascom, W.R. & Herskovits, M.J. (eds.) Continuity
& Change in African Cultures: University of Chicago Press,
1959, p. 159.

5

Adams & Bjork op. cit. p. 59.

6?bster, P. Education & Social Change in Ghana
Routledge & Kegan Paul, 1965, pp. 104-108. '
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the major authority figures. With the spread of education,

however, these traditional authority bases began to be
challenged,7 thereby setting up a situation of conflict

between the traditionally-established authority figures and

the newly-educated €lite who displayed ~
an emotional ambivalence vis-a-vis traditional
African culture and their shrewd perception of the
realities of the colonial situation.$8

Philip Foster has pointed out the kind of culture problems

created by this situation in Ghana where in most cases the

educated dlite were not members of the traditional ruling
class as most people surmised.9
The result is that there has been a break-up of the
original primary groups in African societies, and new social
relations are coming into being. Makulu has observed that
there now exist groups
which unlike the original tribal social groups,
are not based on blood relationship and are no longer
drawing for their cohesion on the common ancestral
heritage.l0

One consequence is that educational planners in order to make

successful changes, have to redefine the role of traditional

leaders, and have to consider the cultural variations in the

society since the differences and changes in basie value

T1bid.

8

Ibid. p. 1l10.

9Ibid.

loMakulu. op. cit. p. 37.




50

structures are invariably responsible for different approaches
to both policy and planning for education.

Language diversity. Closely allied to the question

of cultural variation is the problem of language. There are
over 800 languages spoken in Africa, most of which were not
written before the arrival of the Christian missionaries.ll
Several still do not appear in written forms, while others
do not extend much beyond translations of the Bible.
Tanzania is somewhat exceptional in this respect. Though
there are more than 120 dialects, Swahili is used by most of
the population, and has a considerable literature.12 The
problem of language is further complicated by the fact that
several of the languages serve only a fraction of khe
population and hardly extend beyond tribal boundaries as

33 In Uganda,

14

exemplified by Twi, Ga and others of Ghana.
there are 7 major languages and at least 20 tribes.

It is obvious that the multiplicity of the languages
places a burden on educational planning. The report of the
1961 Addis Ababa Conference on African educational develop-.

ment stressed the re-orientation of African education to the

llAdams, op. cit. p. b55.

lekorov, G. Integration of Educational & Economic

"Planning in Tanzania. Unesco, Paris,. 1967.

l3Foster, P. op. cit.

l4Weeks, S. Divergence in Educational Development:
the Case of Kenya & Uganda. Teachers College Press, N.Y.,
1967
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cultural setting and emphasized increased levels of enrolment;
it acknowledgedvthat in operationalizing any plan, the desire
to accelerate this re-orientation had to be tempered by the

15 The absence of a common

reality of the language problem.
language naturally acts as a brake on effective communication
with diverse social groupings. Planners then face the prob-
lems of structuring their schools as an effective medium for |
the development of a common national language, a problem
compounded by the fact that there is little reliable research
in vital areas like the limitations in conceptualization anq
retardation in academic achievement engendered by education

in a second language.

Rural-urban problems. Historically, there were few

urban areas in Africa before Europeans settled and began to
exercise political and economic control. One outstanding
feature throughout the colonial period was the dramatic
~growth in the size and influence of urban areas. In Ghaqa,
for example, in 1931 there were 19 towns with a population
of between 5,000 and 10,000, while in 1948 there were over
fifty towns of that size. Most of these people had migrated
from rural areas.16 This trend of moving away from rural
areas has continued to the extent that mobile Africans have

learned to look to the town or city as a source of employment

15Final Report of the Conference of African States on
the Development of Education in Africa. ECA/UNESCO, 1961.

16

Foster, P. Ibid. p. 147.
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to £ill immediate material needs; hence there has arisen a
class of semi~-urban, semi-rural Africans.
The growth of urban society has greatly weakened tri-

bal ties and has been somewhat disruptive of traditional ways

of life. This has strong implications for changes in the R

rural areas. Traditionally, the class of chiefs was entitled

to and got more education than the rest of the people. The

pattern in modern cities differs from this in that status is

acinieved rather than ascribed.

This trend presents educational planners with two
crucial problems. The first is that of urban educational -
opportunity and rural educational opportunity, since the
percentage of those going on to secondary school in the city
far exceeds that of those entering from the rural areas.l7
In Ghana, for example, within urban areas, 55.4 per cent of
all children of school age was enrolled in school in 1960, ° o
as compared to 35.2 per cent in the rural areas, while in
Tanzania in 1963, one out of four children in the rural areas

entered secondary school after completing the primary cycle

while one out of two in the urban areas was able to enter

secondary school.18 The second refers to the cumulative

unemployment mainly in the urban areas where school leavers

17See Sheffield, J.R. (ed.) Education, Employment
and Rural Development. Nairobi: East African Publishing
House, 1967.

18

Ibid. p. 369.
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tend to congregate in the hope of securing employment.
Unfortunately, many meet with nothing but disillusionment.

Sheffieldl?

reports that in 1966, Kenya had 150,000 primary
school-leavers for whom there was no prospect of further
education or paid employment. This suggests that educa-

tional planning must be concerned with this problem.

Diffusion of education. Cries and claims for the

'just society' have become fashionable in newly independent

‘ nations. The appeal of such claims has led politicians to

~ support the demands for rapid expansion of education at all
levels. This type of approach was supported by the 1961
Conference on African educational development at Addis Ababa.
The figures given in Table 3.1 khow what importance the

leaders at the Conference placed on such expansion. What

the figures do not reveal is the change in policy and approach.
British policy had emphasized insularity of regions and tended

to aggravate regional disparities.20

Educational planning
has therefore to consider expansion not merely in terms of
numbers, but also in terms of the social groupings which
now exist and are demanding more education.?! This present
- thrust for the 'just society' construed by political leaders

as instant diffusion of education, cannot be treated lightly

by educational planners even though it may frustrate their

19Ibid., Introduction.
20Makulu, H.F., op. cit., p. 14.
21

K.0.Dike, "Development of modern education in Africa"
in J.N.Brookes, The Oiie And The Many. Harper, N.Y., 1962.




Table 3.1. Projected Enrolment in Education

L 1 of E4 i Position Position
evel o ucation at 1966 at 1981
1. Primary education
Estimated school age population 29,831,000 32,808,000
Estimated enrolment 15,279,000 32,808,000
Total number of teachers 383,300 13014,100
2. Secondary education
(a) General secondary education 1,320,100 3,986,000
(b) Technical & vocational 334,100 1,547,400
(c) Teacher training 179,300 372,000
Total number of teachers 113,000 336,300
3. Higher education
Estimated enrolment in Africa 14,300 296,000
Estimated enrolment in other
countries ' 16,000 32,000
Total enrolment 30,300 328,000

Source:

Final Report of the Conference of African States on
the Development of Education in Africa. ECA/UNESCO,
1961, pp. v-vi.

most elaborate long-term plans for educational development
and may lead to poor fits between schooling and employment,
a consequence of rapid educational expansion beyond economic
and industrial expansion.

Achievement of national goals. African countries are

more and more looking to the schools as a means of dissemina-
ting ideas and symbols of nationhood, economic growth and
social justice which form the overriding goals of their now

22

independent communities. These goals imply on the one hand

rejection of the colonial past and espousal of 'Africanization'

22.Makulu, H.F., op. cit., p. 19.
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as Dr. Kenneth D. Kaunda of Zambia put it.23 In the context
of Africa, however, this means that the schools are seen as
a means of creating or achieving a national identity among
people who have had a long-standing affiliation with Britain
and with European civilization "which neither promoted nor
projected African personality2%4 as in the early stages, the
object of education in Africa was the spreading of European
civilizatién. This meant the discouragement or suppre§sion
of all tribal institutions which seemed contrary to that

25 The leaders at the Addis Ababa conference were

objective.
therefore convinced that if education in Africa was to
fulfil its many functions successfully, it had to rest on a
foundation of specifically African culture and be based on
special réquirements of African progress in all fields.26
Economic growth is seen as closely tied to the
schools' ability to implant new attitudes and skills as
exemplified by the manpower planning approach adopted by
some African countries;27 while social justice is interpreted

as equalization of opportunities among segments of the

population and as an acceptable balance between primary,

23Ibid., Introduction, p. ix.

241144,

251pid., p. 17.

26pinal Report on African Educational Development,
op. cit., p. 55.

27See Skorov, G., op. cit.




56

secondary and post-secondary education. For example, the
Federal Ministry of Education in Nigeria stated that

in deciding on the pattern of education we have
been guided by the following principles: (i) It
must produce enough children with post-secondary
education to satisfy the nation's needs for high-
level manpower. (ii) It must be properly balanced
as between primary, secondary and post—-secondary
education. (iii) It must narrow the gap between
educatidonal opportunities in the North and the
South, without producing an unbalanced education
system in the North.28

Educational planning is being used as an instrument towards

these ends.

South Asia

This comprises the modern states of India, Pakistan
and Sri Lanka (formerly Ceylon). Like Africa, South Asia
reveals a complexity of languages, ideologies, values and
behaviours among the various social groupings, any of which
can be a planner's nightmare. South Asia displays a diversity
of cultures represented by different iinguistic and religious
elements of the population. The main social factors of

importance to educational planners are identified below.

Cultural variations. In Souath Asia, caste and

religion play an important role in the life of the communi-
ties. The three most important religious groups are the

Hindus, Muslims .and Christians. In India, Hindus comprise

28Investment in Education (Federal Ministry of
Education, Lagos, 1960) cited in Lewis, L.J. Society,
Schools & Progress in Nigeria., Pergamon Press, London,
1965, p. 133.
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84.9 per cent of the population, Muslims 11.3 per cent and

29 One significance of the figures

Christians 3.2 per cent.
lies in the fact that each religious group has shown a

difference in approach and‘receptivity to education. The

Muslims for centuries had had an organized educational
system based on Islamic teachings. The three R's, the
'Koran', and lectures on literacy and religious topics

30

formed the basis of education. They therefore did not

readily accept education as introduced by the British. The

Hindus on the other hand readily accepted the British type of
education when the British took control.

Another significant factor is that of caste. The
Hindu community for example consists of various caste and
sub-gsaste groups. Each group and sub-group had a well-
defined traditional sfatus and economic function. Tasks of
a manual nature were performed only by bersons of low rank
and persons of high rank did not perform any task which was
not in kee?ing with their status. This rigid system of

stratification practised by the Hindus, had its effect on

the rest of the society. Adams quotes a Moslem poet who
stated
There are castes and sub-castes like the

Hindus - surely, we have out-Hindued the Hindu
himself; we are suffering from a double caste

29Figures computed from The Mysore Population Study,
N.Y., 1961. p. 56.

30See Mukerji, S. N., History of Education in India.
Baroda, 1951.
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system, sectarianism, and the social caste

system which we learned or inherited from

the Hindus.31
In this system certain values were attached to various jobs
in the community and educational opportunity varied with
status in the community. The 1951 census grouped the Indian
castes into four categories, viz., Scheduled castes, .
Scneduled Tribes, Backward castes and Non-backward castes.
The population distribution was as follows: Non-backward
castes 62.9%, Backward castes 18.3%, and Scheduled castes

and tribes 18.5%.°2

In this distribution, the Scheduled
castes occupy a relatively low position in the scale of
social status and material well-being while.the Non-backward
castes enjoy the highest position. When therefore the
British system of education was introduced, it was the Non-
backward castes ;hat grasped the opportunity of an education
and ultimately occupied the higher status positions.

Two other factors seem important. The joint family
system tended to emphasize the goal of family unity and to
appeal to kin or caste rather to the community. This there-
fore-tended to militate against development on any large
scale and to reinforce traditional patterns. There is also

the attitude to women. In Pakistan, for example, the attitude

to women as exemplified in the institution of 'Purdah’

31Quoted by Adams, Education in Developing Areas. p. 80.

32Figures computed from The Mysore Population Study,

p. 56.
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requiring the seclusion of women from all males except their
own relatives, inhibits school attendance and creates problems
for planners in terms of educational diffusion.

Similar religious and value orientations in India and
Sri Lanka form impediments to change. Such traditional wvalue
patterns are constraining factors and lead to two obstructing
forces with which educational planners must deal: (a) an
appeal to the spirit of tradition which has supported the
social and sex roles for years and (b) the force of family .
ties which fosters a kind of "insularity" and militates
against national concerns.

Language diversity. South Asia displays a multipli-

city of dialects. fn.any polyglot country, the problem
usually centers around the national language. Most countries
tend tdlsee the schools as a means of creating common avenues
of communication. South Asia is no exception; the problem is
great. In India, there are over 1,500 dialects spoken, but
Hindi, the national language, is used by less than one third

of the population.33

Some southern areas have shied away
from the use of Hindi since they considered it another
attempt by the North to dominéte the South. This has led to
the adoption of English as a means of communication in prefer-
ence to one of the indigenous languages.

Pakistan on the other hand has more than 30 spoken

languages, with no single language being spoken or understood

33

UN, Mysore Population Study. op. cit.
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throughout the country. At present, English is used as the
language of school instruction but Urdu and Bengali are desig-
nated as the national languages to replace English by 1976.34

In Sri Lanka, Sinhalese and Tamil are the major languages

apart from English. Sinhalese, the language of instruction
in primary grades up to 1948, became the language of instruc-
tion for secondary education in 1959 and is now widely used
at university level. It is clear that the question of lang-

uage is one which those responsible for educational planning

cannot ignore.

Rural-urban problems. In Soufh Asia 82 per cent of
the populationliﬁé&in villages;35 projected estimates for
the year 1980 indicate that 41 per cent of the world's rural
population will be living in South Asié.36 Like the African

countries, however, opportunities for education are more

limited in the rural than in the urban areas.- A study of

Athe Mysore population in India illustrates this (Table 3.2).

34UNESCO: Educational Situation in Asia - Past
Trends & Present States. Tokyo, 1965.

35UN. Growth of the World's Urban & Rural
Population, 1920-2000. New York, 1969. p. 48.

36

Ibid., p. 74.




Table 3.2. Per Cent Distribution By Educational Level
- of Males and Females 15 Years and Over.

Males (15 years & over) Primary Middle High University
Zone I (Rural Hills) 25.7 12.7 5.1 1.3
Zone II (Rural Hills) 22.2 11.3 2.5 0.4
Zone III (Rural PBlainsg) 15.9 9.4 1.8 0.3
Towns 21.8 23.1 10.9 5.0
City (Bangalore) 21.6 23.4 15.5 9.3

Females (15 years & over)

Zone I (Rural Hills)

10.9 5.4 0.5 -
Zone II (Rural Hills) 8.2 1.9 0.4 0.0
Zone III (Rural Plains) 3.6 1.3 0.0 -
Towns 17.3 13.5 1.5 0.5
City (Bangalore) 16.3 14.8 5.8 1.7

Source: UN, Mysore Population Study. 1961.

The figures clearly indicate that an urban dweller's oppor-
tunity for education was twice as good as his rural
counterpart at the middle school level; this increased to
three times at the level of high school and reached seven
times by university. They also revealed that the males had

a much greater opportunity than did the females.37

In addition to this, the educational planner also
has to grapple with the problem of unequal distribution

along class lines. A study of twelve villages demonstrates

this (Table 3.3).

37The 1961 Pakistan figures showed urban literacy
rates at 35.8 per cent as compared to 16.6 per cent for
urual areas. See Adams & Bjork, ép. cit. p. 86.
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Table 3.3. Percentage of Literates Among Different
Castes and Communities, India, 1960.

Caste Group Males Females

1. Brahmins and other high-caste Hindus 62.7 16.9
2. Cultivating Castes 29.9 8.7
3. Artisan Castes 24.9 3.9
4. Backward & Scheduled Castes 16.5 1.4
5. Muslims 27.8 6.8
6. Christians 50.0 -

All 28.2 6.4

Source: Adapted from P.C. Voshi & M.R. Rao, "Social &
Economic Factors in Literacy and Education in
Rural India." Economic Weekly. January 4, 1964.

The planner then has to be aware not only of the variation

in educational opportunity between rural and urban areas, but
also between castes and sex. One other inhibiting factor is
found in the uncontrolled migration to the urban areas as
educated villagers seek to extend the markets for their

38 This trend makes a mockery of

newly-acquired skills.
educational planning as the shifts in population, unsystematic
as they are, are difficult to assess both in terms of quali-

tative and gquantitative educational targets.

Diffusion of education. In South Asia, various targets

for enrolment have been set in an effort to provide education
for their massive populations. Pakistan, for example, had

?Iahnéd~£§fincrease its enrolment (primary) from 16.3 million

38Bulsara, J.F., op. cit., pp. 135-140.
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in 1970 to 29.4 million by 1980.39 The figures for Sri Lanka
and India for the same periods were as follows: Sri Lanka,
1.9 million in 1970, to 3.7 million by 1980 and India,

71.9 million to 119.2 million by 1980.%° fThe problem for

the planner is not as simple as an increase in numbers. It
has been shown above that South Asda is beset by traditional
attitudes of caste, varying religious values and certain
attitudes toward females which militate against development.:

‘Educational diffusion then has to be aimed at reform in such

constraining factors.

Achiévement of national goals. As in other developing

nations, independence brought new demands to the education
systems in South Asia. Goals of nationalism, economic
development and social justice are seen as important.41 The
goal of nationalism according to Dikshit had been gradual.
The emergence of militant nationalism had
significant repercussions in the educational sphere
also . . . A programme of constructive educational
work was embarked upon and gradually the concept of 42
'National Education' was popularized among the people.

National education in India was interpreted as

:sgﬁﬁeﬂﬁdation conducted aléng national lines, controlled
by the representatives of khe nation, and so controlled
and conducted that it should have for its object the

39UNESCO: Educational Situation in Asia, op. cit. p. 12.

40115 4.

41S.S. Dikshit: Nationalism and Indian Education.
Sterling Publishers (P) Ltd., Delhi, 1966, p. 138.

42

Ibid., p. 140.




realization of the 'National Destiny'.43
South Asian countries also visualize a key role for

education in the reconstruction of their societies and stress

the paramount role of education as an instrument to achieve

national objectives. India's third five year plan stated that

Education is the most important single factor in
achieving rapid development and technological progress
and in creating a social order founded on values of
freedom, social justice and equal opportunity,44

while Pakistan in its first five year plan obsérVéd that

out-dated institutions which serve no economic
and social purpose should be discarded or reordered.

45
Sri Lanka set as its target the elimination of the narrowly
academic nature of its educational system and a goal of free
compulsory education of seven years' duration by 1980.46 It

is goals of this sort, nationalistic in tone, which pose

problems for educational planners since they are usually

tied to the electoral promises of politicians.

The Caribbean Area

Like the areas of Africa and South Asia, the Caribbean

presents great contrasts and differences from territory to

territory. However, the following societal characteristics
of importance to planners may be noted.

Cultural values. There have existed for some time in

the Caribbean norms which réinforce,ﬂascribed' rather than

43

Ibid., p. 140.

44Third Five Year Plan of India (1961-66), p. 563.

45First Five Year Plan of Pakistan (1955-1960), p. 2.

46yNESCO: Educational Situation in Asia. op. cit.
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'achieved' status. There was, for example, an emphasis and
reliance on ideas of importance of class, caste, colour and
shade rather than performance which gave rise to the feeling
of intrinsic value attached to such matters.47 Generally
speaking, educational opportunity and the resulting economic
rewards were apportioned oﬁ such grounds and depended largely
on one's social background.

There are also the shared values arising from what
Figueroa calls "residual slavery and colonialism".48 By
thié he means the 'outward looking attitude'twhich the
Caribbean islands adopted. He attributed this to their geo-
political and economic realities. The vast majority of West
Indian immigrants were slaves, brought forcibly against their
will, and the 'free' immigrants of European backgrounds were
'absentee' owners. The result was that leadership was not
cultivated in the islands, but depended on the Metropolis.
Their size too often led them to look ‘outside' in times of
economic'crisis.49

One‘other determinant of wvalues should be noted, that
of the ownership pattern associated with the islands; with the
exception of Barbados which had always been governed by
Britain, the islands have been in the hands of the Spanish,

French and British at one time or another. They therefore

47Eric Williams, op. cit., pp. 5-8.

48John J. Figueroa, op. cit., chs. 1 & 2.

491pia.
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share a cultural and ethnic heritage arising from more than

one colonizing power.

Langquage diversity. Closely associated with the

question of cultural values is that of language. The island
of Trinidad, for example, is extremely cosmopolitan. The
Keenan report of 1869 stated .that
There are eight sworn interpreters of French,
nine of Spanish, one of German, one of Hlndustanl
. « . for purposes of law and commerce.
Though, however, English is the official language of these
Caribbean countries, the variations in dialect are suffi-
ciently great as to be problematical. Carrington, Borély
-and Knight in a study carried out in Trinidad pointed out
the dangers in the language policy. They observe that
The language arts syllabus in use in Trinidad
& Tobago makes the erroneous assumptlon that the
mother tongue of the learners is English, and for

all practical purposes the population of Trinidad
is treated as if it were English speaking.>l

Craig52 in another study found”that the creolization which
exists is often correlated with stratification. The question
of multi-lingualism and creolization then is something to

which planners will have to pay increasing attention, as it

is unlikely that the great percentage of the people is

50Keenan Report on Education in Trinidad, 1969.

51Lawrence D. Carrington et al. "Linguistic
Exposure of Trinidadian Children" in Caribbean Journal of
Education, June 1974, No. 1., p. 14.

52Craig, D.R. "Social Class, Language and Communi-
cation in Jamaican Children" in Education in the
Commonwealth 6. Commonwealth Secretariat, London, 1973.
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comfortable in the official language.

Diffusion of education. Compared to Africa and

South Asia, the Caribbean area has a small population; the
four and a half million people however live in about 8,000
square miles. In most of the islands, population figures
have grown over the last ten years. The fact that according
to 1967 census figures fifty three per cent of the popﬁlation
was unaer 24 years of age poses special problems for educa-
tional development both in terms of the humbers of institutions
and also the types of institutions needed.

Schools in the Caribbean have for a long time been
used as a means of social stratification, allowing certain
classes to dominate the firsf grade places and ultimately the
positions of prestige in the society. Changed objectives,
however, require that such a policy be reversed and that the
type of institution reflect national thinking. Diffusion of
education therefore has to be directed not merely at an
increase in numbers but also at a chahge in terms of emphasis,
for where it was traditional to provide a ‘classical educa-
tion', it is now clear that such institutions were not
designed to meet the objectives now being pursued by the
countries of the Caribbean.

Achievement of national goals. A conference of

education Ministers in the Caribbean agreed that the Caribbean
territories in a very fundamental way share certain common
~goals, among which are (1) efforts to maximize educational

opportunities (associated in fact with the question of the
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'just society' concept sweeping newly independent territories)
and (2) efforts to ensure changes in curricula designed to
produeevcitizens who have positive attitudes towards work
and national development and who are strongly committed to
the advancement and preservation of individual territories

within a Caribbean society.53

Within a Caribbean concept,

the latter poses special difficulties since there still

exists a great amount of insularity despite past and on-going

efforts to unify the territories.54
There seems to be consensus regarding the directions

in which Caribbean education should go. The four following

objectives seem to be dominant 1) local control; There is a

strong feeling that unless the control of education is in

the hands of West Indians themselves, the system will

never change in such a way to suit real national needs;

2) the fostering of patriotism; there is the feeling that

education must arouse in students a sense of national service

and the feeling of patriotism; 3) provision of West Indian

system; exponents of this believe that national education

should be based on the cultural and intellectual traditions

53Mlnlsters of Education Conference June, 1970,
Ministry of Education, Barbados, File Bll/6.

54One of the difficulties which any effort at the
regional level faces is that of the insularity characteristic
of unit territories. This problem led to the break-up of the
old West Indies Federation. Efforts like CARICOM and
Education Ministers' efforts at co-operation are suggestive
of greater regional effort in the future.
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of the country instead of being a replica of the British and
American systems; 4) relevant education; educators should
promote chiefly the study of such branches of the arts and

sciences as are best calculated to develop the material

resources of the area and satisfy its pressing needs.55
The real problem lies in the changing national goals; it is
therefore unreasonable to expect the old system to perform

these new functions without undergoing some changes. Planners

however have to face opposition from the 61d traditional

attitudes which still pervade the decision-making body in

the Caribbean.
THE INSTITUTIONAL CONTEXT

The view taken of educational planning largely
determines the standing educational planning will enjoy and
also the institutional framework withintwhich it will take
place. Educational planning may be considered gither as a
separate sector or as part of overall development planning.
In the latter view, planning for the educational sector is

linked first to general development planning. The view is

that

there is no point in creating new productive
capacities if there are not enough engineers and
qualified workers to operate them . . . The two

55The objectives outlined here form a summary of the
objectives mentioned at (1) the Conference of Ministers of
Education, op. cit. and (2) The Fifth Conference of the
Caribbean Association of Headmasters and Headmistresses
at the Ursuline Convent, Barbados, 1967.
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processes must be co-related so as to avoid waste
of resources both material and human, and maximize
the rate of growth.
In the former view,
educational needs are viewed in terms of certain
~general cultural and political objectives . . . with
no precise assessments of the social or economic
contributions of the schools attempted.57
This section probes the institutional context of educational

planning.

Africa
Under British rule, the control and planning of
education was left in the hands“ovaoards of Education

58 After inde-

established under various local ordinances.
. pendence, however, each country tended to develop its own
institutions, independent of its neighbours. Tanzania, for
example, has adopted a very strong maﬁ—power planning
approach. Educational planning therefore came under the
responsibility of the Ministry of Development Planning which
performs co-ordinative functions. Senior officials of the
Ministry of Education are included on the standing Manpower

Advisory Committee which was set up in 1963. The role of

education officials centers around the production of target

56Raymond Lyons (ed.) Problems and Strategies of
Educational Planning. Paris: Unesco, 1965, p. 98.

57

Adams, op. cit,, p. 145.

58Much of the development in terms of planning bodies
and the inclusion of local opinion stemmed from the 1921
Report of the Phelps-Stokes Commission, Education in Africa.
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plans which are then co-ordinated with national development
plans.59
In Uganda, the approach is somewhat different.
Education committees are set up to prepare development plans
in consultation with the education officer assigned to the
area. This plan theh has to be submitted to the minister
for approval. Under this system, education officials have
the major responsibility for what planning is done in
education; the minister of educatidn therefore plays a major
role but is assisted by educationcofficers and education
committees at the regional level and by an education committee
at the central level.60
Ghana, Nigeria and Kenya all have similar institu-
tional frameworks to that of Uganda. Educational planning
is viewed as sectoral rather than as part of overall develop-

ment planning.61

As such, the onus for planning is on the
minister. The ministersﬁglKenya and Ghana have Boards of
Education to adviseﬁhénbut.generally depend: on the
Permanent Secretary and his deputy and the Director. of

. Education and his deputy in matters of planning. Where the

provinces are concerned, there is an education officer

assigned to each province. He works with the Board of

59See George Skorov: ‘Integration-of Educational and
Economic Planning in Tanzania. Paris: Unesco, 1967.

60See Sheldon Weeks, op. cit., & Carter, J. op. cit.

61A. Babs Fafunwa, op. cit., p. 187, & Raju, B.M.,

op. cit., pp. 90-92.
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Governors in the provinces. Any plan has to be ratified by
the Minister.62 In Nigeria, inspectors are given charge of
zone planning sections and act asbco—ordinating lihks since
they report to the professional division of the Ministry of
Education.63

Table 3.4 below gives a representation of the actors
in the planning process in the African countries. One clear
observation is that educational planning is government domi-
nated. There is some Church representation on education
committees and Boards of Governors, but no noticeable repre-
sentation from the public at large. Tanzania, it should be
noted, is the single exception as representatives from the
public are brought in from time to time when questions
relevant to their interests or activities are discussed.64

All countries need parliamentary or presidential approval

where funds are needed.

62Raju, B.M., op. cit.

63A. Babs Fafunwa, op. cit.

64George Skorov, op. cit.
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Table 3.4. Actors in the Planning Process

Actors65 Ghana Kenya Nigeria Tanzania Uganda
Parliament/President X X X X X
Minister X X X X X
Education Committee X X
Board of Governors X X

Permanent Sec'ty X X X X

Deputy Perm. Sec'ty X X

Dir. of Education X X X X
Education Officers bq X b4 b4 x
Inspectors X X

Ministry of Dev.
Planning ' x

Standing Manpower

Adviseopy Committee x
Public at large b4
South Asia

India, Pakistan and Sri Lanka like Tanzania in Africa
approach educational planning as part of national development;
each has a central planning authority responsible for overall
planhing. Pakistan, however, because of its geographical
division creaﬁed a Planning and Development Department each

for East and West Pakistan. The Planning and Development

Department has three sections, viz. 1) Planning Authority

65'I'.here are some differences in terminology; while
- Ghana uses the term Board of Education, Kenya uses the term
Board of Governors though each functions in a similar manner.
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composed of the Chief Secretary, the Developméht Officer and
tne Finance Secretary empowered to make final decisions on
development matters; 2) a Development Working Party composed

of one representative each of the Planning and Development

Department and the department sponsoring the project; and

3) a Planning Board with three members having powers to plan
and implement.66 Plans for the education sector are made at
‘both local and regional level. At the local level there is
a School Education Advisory Boérd composed of a chairman and

fourteen members;67 at the regional level plans are made by

the Director of Education assisted by an educational staff.
Plans are however subject to the approval of the Adminis-

68  adam Curle69 has noted that

trator of the Union Territory.
within this structure, decisions on education were usually
made by economists since there was no Chief of Education
section but only three or four professignals in the Education
section. The implication is that important educational matters

might not be sufficiently emphasized within such an institu-

tional framework.

The Caribbean Area

Prior to independence, educational planning in the

66Waterston, op. cit., pp. 544-547.
67Delhi School Education Act, 1973.
68 1pid.

69

Adam Curle, Planning for Education in Pakistan.
Tavistock Publications, 1966, p. 42.
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Caribbean countries was carried out by the Executive councils
in the islands. This meant in most cases an arbitrary allo-
cation of funds for educational projects as part of their

development plans. A changed approach has now led to the

creation of educational planning bodies within the Ministry
of Education. These bodies are controlled by the Minister
and usually are made up of the'Seniorm@mbéiswﬁitheprofessional
and administrative staff of the Ministry and from time to time

special advisers borrowed from the University of the West

Indies or in the case of Guyana, borrowed from the University
of Guyana.

This body has responsibility for the general planning
of the system. However, there are governing bodies which
operate at the local level, having responsibility for a
certain school or schools. Plans made at this level are
subject to the approval of the minister who has the further
responsibility of being the liaison between the educational
pPlanning body and the national planning council or the

cabinet depending on the issue under discussion.70 This

kind of structure combines the old and the new. Governing
Bodies with responsibility for planning for their schools is

an old English tradition existing side by side with an

70Generally, where funds or major changes in the

system are being requested, the Cabinet will be called upon.
In matters affecting other ministries, proposals will
usually be put to the national planning council.
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overall planning body created to meet some of the changes
deemed necessary.71

This description of the institutional context of

educational planning in developing countries of Africa, South

Asia and the Caribbean has revealed that planning in these
countries is government dominated and has little or no
participation by citizens at large; it also reveals that

educational planning is approached as a part of the overall

Planning structure where countries have adopted a man-power

planning approach but that in the absence of such an
approach, greater emphasis is given to the adoption of
special educational planning units within the Ministry of

Education.
THE LEGAL CONTEXT

To cover the whole range of educational policy changes
in terms of the law in these countries would be impossible.
The intention here is to pinpoint broad tendencies which have

had a direct bearing on the law as it relates to educational

planning. The description centers around the historical
patterns, the government commitment to educational planning
and the powers to control which came with the growing poli-

tical consciousness of the significance of educational

7lThis is the opinion of one Minister of Education,
but it is a view subscribed to by the Council of Education
Ministers which meet from time to time to discuss matters
of importance to the area. The significant thing is that
each country now has someone who is responsible for planning.
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planning.

Historical Patterns

Developing countries formerly subject to British rule
seemed to have passed through three stages of educational
history which had some implications for the legal framework
of educational planning. These stages may be roughly defined
as (i) the period of private activity, (ii) the period when
Government supported private activity and (iii) the period
.when Government has accepted the responsibility and planning
for education.72

During the first period, (dealing with the period up
to the first World War) Government did not support education
but left it entirely to the Christian missions and various
religious bodies whose major interest lay in extending their
sphere of influence. An Anglican spokesman referring to the
@old coast observed:

With regard to education, in the opinion of the

heads of the missions, the next ten years are of

vital importance. If the various missions can rise

to the opportunity, nine-tenths of the education in
this colony will be under religious auspices. Should
they, on the other hand, fail to do so, the government
will be forced to undertake the whole education of the
colony, thereby depriving the missions of what is
undoubtedly their most powerful instrument in

evangelisation.73

Education then served a more or less religious function.

72For a detailed account of the role of Missions in
the British colonies, see Makulu, op. cit.

73Quoted in C.X. Graham, op. cit., p. 142.
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Government had little to do with education. The figures for
the Gold Coast for the period 1881-1901 reveal the amount of

participation by the various bodies.

Table 3.5. Growth of Government & Mission Schools 1881-1901

Contrp;lipg'quY4__"".l'l ?83¥_.4,4.l39¥4.._._.l9°l....
Government 3 4 7
Basel Mission 47 27 61
Wesleyan ’ 84 17 49
Bremen Mission 4 2 3
Catholic 1 3 12
Total 1139 53 132

Source: C. K. Graham: The History of Education in Ghana. p. 117.

Lord Hailey listed the number of state schools in Africa in

1900 at 70 with an enrolment of 2,500 pupils.74 During this
period, the Government took little cognizance of education
in the law.

It was during the second period (the period between

vthe first and second world wars) that Government began to
support the voluntary agencies which were operating in the
field of education. At this time the Government found it

necessary to pass legislation giving clear indication of the

conditions under which it would support the work of such

agenc1es. It became standard procedure for governments to

74Lord Hailey, An African Survey. Oxford University
Press, 1956. p. 239.
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vote certain sums of money to support private agencies in
their educational ventures. The primary motivation for
framing early ordinances did not stem from any desire to
regulate education but rather from a need to develop criteria
upon which limited government aid could be given. In fact,
the colonial offices provided grants to the colonies for the
support of education which still remained religious and in
no way attempted to serve social ends.75

The significant thing is that religious bodies were
at this time still the dominant agency for education, as the
law placed no obligations on Government to provide education
for the people. The peculiar kind of legal arrangement that
existed simply made reference to the Government's functions
of control, but imposed on it no duty to provide education.76

The third period saw the emergence of Government
responsibility and planning for education. There is, however,
marked variation in terms of the legal responsibilities of
Government. In some countries the law places on the Govern-
ment the inescapable and primary obligations to provide
education for the people. For example, the Education Act
which went into force in Kenya in 1953 clearly places the

obligation on the Minister of Education. Section 3(1) reads

as follows:

75Makulu, op. cit.

7'GSee for example 3 of the Kenya Education Ordinance
of 1931 or the 1878 Education Act, Barbados.
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It shall be the duty of the Minister to promote
education in Kenya and the progressive development
of schools, consistent with the powers of direction
and control vested in the Minister by this Act.77

Other countries, the Caribbean for example, have for a long

time operated as though this were the law, though in actual

fact, there were no such legal obligations to discharge.78
It is important to note that in this period education

is being linked with economic life and with social ends. Most

countries were then recovering from war experiences and were

prescribing a role for education which it had not been

expected to perform before. Educational activity therefore
proceeded from governmental initiative whether guided by such
explicit legislation as exists in Kenya or stimulated by the
policy of governments operating without explicit legislation
as was the case in the Caribbean. Whatever the motivation,
however, the commitment on the part of Government necessitated
some arrangement for the use of powers, controls and remedies

exercised in the planning of education.

Powers, Controls

It has been noted above that during the first and

second phases of educational development, education was
-eompletely in the hands of missionary or religious bodies

and that it was narrow both in terms of the content and

77Quoted in J. Roger Carter, op. cit., p. 162.

78Jamaica and Trinidad & Tobago have recently passed
laws to this effect.
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numbers being taught. It has also been noted that developing

countries have committed themselves to educational planning
as part of their conscious organization of national develop-

ment. This commitment necessitated a concentration of powers

and controls in the hands of Government to allow it to regu~
late the system and effect its educational goals.
Governments approached it in different ways.

Adopting the principle that any primary school main-

tained by public authority should be managed by the public

authority financially responsible for it, African countries
have tended to put primary schools undér the control of local
authorities. In Uganda for example, under the Education
Rules, 1964 (S.R. No. 228, 1964) only three out of seven
members of the Management Committee of a primary school are
provided by the foundation body, i.e. the church, leaving
control in the hands of the &ducation officers employed by

the local authorities. Secondary schéols on the other hand
are controlled by boards of governors, who, subject to central

~government review, have the power of hiring and firing, of

curriculum control and of the internal regulation of their
schools. It is significant to note that this form of manage-

ment is similar to that of Great Britain and that the legal

base remained the same after independence,

Caribbean countries have approached the question of
powers and control in a slightly different manner. They have

placed secondary schools in the hands of governing bodies with




82

complete internal control but have retained control of pri-
mary schools through the education officers employed by
Ministries of Departments of Education so that in the

absence of an explicit duty on the minister to provide

education, they can use financial allocations to control
schools still affiliated to foundation bodies. The secondary
schools are controlled by the use of "Schemes of Government';,79
which set legal limits to the powers of governing bodies.

These powers of control are further supplemented by

remedial and restraining powers. In the South Asian and
African countries where the minister has an explicit duty

to provide education for the people, when local authorities
overstep their authority, the central government may effect
certain remedies by a quasi-judicial procedure which has been
acknowledged by the law. A section from the Kenya Education
Act reads thus:

86(1l). Where the Minister is satisfied, upon
complaint made by any person or otherwise that a
county council or a municipal council or the Board
of Governors or manager of any school, has acted or
is proposing to act unreasonably in the exercise of
any functions entrusted to it by or under the Act,
he may give such directions as to the exercise of
such functions as appear to him expedient.

(2). If the Minister is satisfied that a
county council . . . has failed to discharge any
duty imposed upon it by, or for the purpose of,
the Act, he may give such directions as may be
necessary for securing compliance with the Act,
after consultation with the Minister for the
time being responsible for local government.

In India where education is state controlled, most

79Schemes of Government are in effect the regulations:
~governing secondary schools.
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states have given the Administrator similar remedial and
restraining powers over managing committees. The New Delhi
School Education Act, 1973 #20 (1) reads thus:

Whenever the Administrator is satisfied that the
managing committee or manager of any school, whether
recognized or not, has neglected to perform any of the
duties imposed on it by or under this Act or any rule
made thereunder and that it is expedient in the
interests of school education to take over the
management of such school, he may, after giving the
managing committee or the manager of such school,

a reasonable opportunity of showing cause against
the proposed action, take over the management of
such school for a limited period not exceeding
three years. '

Such arrangementsall tend to give the government
absolute restraining and remedial powers but leave little
or no room for private appeal and provide no means for
citizen complaint. The New Delhi Act is specific about this:

No suit, prosecution or other legal proceeding

shall lie against the Administrator, Director or any
other person authorised by the Administrator or
Director for anything which is in good faith done
or intended to be done in pursuance of this Act or
any rule made thereunder.80

Individuals have therefore tended to make use of appeals to

the Minister or to top ranking civil servants; appeals are

dealt with on an ad hoc basis.

Planning Powers

This description so far points to the powers and
controls which operate on the system as it exists,'revealing

little or no appeal to the courts for a redress of wrongs

80
1973  26.

The Delhi School Education Act, 1973 No. 18 of
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committed and indicating more or less the use of 'custom'
in appealing to someone in authority. Planning however
requires powers not only for dealing with the system as it
exists but also for dealing with anticipated changes in the
System. Some governments have included these powers among
the powers of the Minister or of the appropriate authority in
education. The Education Act (1966) of Trinidad & Tobago
requires the Minister to ensure
the establishment of a system of education

designed to provide adequately for the Planning

and development of an educational service related

to the changing needs of the community.
Similar powers are found in other countries. In Tanzania and
Kenya education committees have the responsibility of submit-
ting to their Minister bPlans for the promotion and development
of education, while the Uganda Education Ordinance, amended
in 1963 now enjoins it upon every education committee outside
the Kingdom of Buganda to prepare a development plan in
consultation with the education officer for the area for
approval by the Minister with or without modification.81
The.adoption of the Karachi plan by the Asian countries and the
more specific establishment of Sri Lanka's Manpower directorate
are further indications of the assumption of such planning
powers.

It would seem then that developing countries in Africa,

South Asia and the Caribbean have all passed through certain

81 32 Uganda Education (Amendment) Act (No. 83 of 1963)
cited in Educational Development in Africa: III p. 176.




common stages of educational history and have displayed an
incremental approach to the law regarding educational planning.
During the early sStages the missionaries and religious bodies
were the dominant agency for education with Governments taking
over during the last stage. This approach beginning with
simple funding and moral support binovernment, has now
reached the point where Government activity has superseded

the effort of private foundations, necessitating a properly

constructed framework of controls for schools to be responsive

to the detailed planning and direction of governments, which
have set themselves certain educational goals as part of the
development programmes of their réspective societies.

One major question which these governments must
resolve involves the dual system of control which in effect
still exists, that is, control by the foundation agencies

as well as by government. Another question to be answered

is 'who will pay for what?' The co-ordination of the whole
system of educational planning depends on the answers to

these questions for not only is there need for a clear system

of control but also for a clarification 6f roles of the actors

in the planning process. The result up to this point has been
that statutory law has not been specific in terms of power or

controls of planning and that governments have traditionally

operated on the basis of custom through administrative
directives both in the planning and operation of their schools
as well as in the methods adopted for redress. This leaves

two important tasks for those who are responsible for
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educational planning; the first is to examine in terms of
their national goals and aspirations the legal framework
which they inherit, and the second is to ensure that the

law provides a co-ordinated system of powers of control.
SUMMARY

The developing countries of Africa, South Asia and
the Caribbean with British traditions exhibit a number of
similarities, contrasts and differences of importance to
educational planners. The social, institutional and legal
contexts of educational Planning were examined as knowledge
about these was considered important for planners as they
strive to meet the new objectives set for educational systems.
Though countries do not necessarily see problems in the same
way, they see them as major variables which influence
educational planning.

Within the social context, the factors identified
were: cultural variations, language diversity, rural-urban
problems, diffusion of education, and achievement of
national goals. The cultural history of the various groups
and the structure of their societies have been major influ-
ences in the‘acceptance of change and in the planning of
education. There exists in these countries a multiplicity
of languages. This raises the problem of communication at
the national level. The growth of urban society has for the
most part been at the expense of the rural areas and has been

somewhat disruptive of traditional ways of life. Unlike
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traditional patterns, the pattern of life in the cities tends
to stress 'achieved' rather than 'ascribed' status. Educa-
tion therefore is regarded as the means to achieve such

status. Demand for education has subsequently increased,

and has placed great strain on the educational systems and
on planning structures. The change in objectives brought
about mainly by independence has led to a rejection of the

colonial past and subsequently to the schools being regarded

as a means of disseminating ideas and symbols of

nationhood as well as social justice.

The description of the institutional context showed
that educational planning in these countries is government
dominated and has little or no participation by citizens at
large. Where countries have adopted a man-power planniné
approach, educational planning is approached as a part of
the over-all planning structure; where there is no man-power
planning, greater emphasis is given to the adoption of
special educational planning units with the Ministry of

Education.

It was noted in the discussion of the legal context
that in the early stages of educational history, governments
at first did not recognize education in the law, then sup-

ported the voluntary agencies in education with financial

aid and have now taken an active role in the planning of
education. This necessitated the establishment of certain

forms of control, powers of planning and means of redress.
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Most governments now have an imposed duty to plan for and
provide education for their people; others operate as though
this were their legal obligation. Historical patterns

coupled with the fact of .a legal framework inherited from

British rule and designed for pre-independence‘goals and
aspirations have revealed the problem of dual control of
Church and Government and the need for a law which provides
a8 co-ordinated framework from which educational planning

may proceed.




CHAPTER 4

THE CASE OF BARBADOS: THE HISTORICAL
CONTEXT OF THE STUDY

While it is useful to note the common experiences of
countries with similarities of background in approaching
educational planning and educational change, one must

remempber that every educational system lives within its

own peculiar setting.l It is for this reason that the focus
of the study switches from developing countries in general

to a detailed description of the educational planning process
and the legal framework of educational planning in Barbados .
This chapter, suggestive and introductory as it is, describes
the historical context of educational planning in Barbados,
and is inﬁended to give some background information which will

be helpful in understanding and interpreting the state of

educational planning and the attitude of educational planners

in Barbados. Furthermore, the dominant characteristics of

the system today are the product of a long history and planners
who hope to alter those characteristics should be cognizant of
their origins and functions in order to act effectively. An

attempt is made in the narrative to interweave educational

development with the dominant socio-political patterns of

the day.

lCoombs, P. op. cit. Introduction.

A
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Colonization 1627-1645
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Though claimed in the name of King James I of England

in the early seventeenth century, Barbados was not settled

until 1627 when Captain

settlers and ten slaves

Henry Powell arrived with eighty

captured from an enemy vessel.2

Leaving the settlers, he sailed to British Guiana for food

and brought back supplies of yams, cassava, Indian corn and

plantains to be grown for food, and tobacco and cotton for

trading purposes. In a
to export quantities of
population had grown to
fact, the colony was so

18,000 white men on the

short time the colonists were able
cotton and tobacco, and by 1629 the
about eighteen hundred people.3 In
successful that by 1645 there were

island as lower-middle-class artisans,

and farmers flocked to the island after the possibility of a

piece of cotton land.

The historian Schomburgk has recorded that four class

divisions of people existed on the island at this time: the

freeholders, the freemen, the servants and the slaves.

The freeholders or proprietors were those who

formerly held their

lands from the Earl of Carlisle,

under an acknowledgement of forty pounds of cotton.
To these must be added the merchants and tradesmen.
The freemen were such persons as had arrived in the
island as engages or under indentures, and who,
having served out their stipulated time, were now
freed from their masters and served in the country
for wages. The servants, or, as they were called
for distinction, the Christian servants, consisted

2

Harlow, Vincent T. A History of Barbados 1625-1685.

The Oxford Clarendon Press: 1926, p. 3.

31pid. p. 6.
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of persons from England, Scotland and Ireland,

who, for the sake of a certain bounty and free

passage to the colony, sold their servitude for

four years or more.4
Negro slaves were not at this time numerous enough to be an
important class. Though by this time the island was effect-
ively colonized, and ties with Britain were very close, there
is no record of schools. It may be presumed that whatever
teaching was done was on a private level and that perhaps

children were sent to England for their education as was the

custom later.

Sugar, Slavery and their Significance, 1646-1834

No colony however is worthwhile unless it affords
some benefits to the metropolitan power. Barbados at this
time was able to produce large quantities of cotton and
tobacco which were exported to Englandjibutnthe arrival:
of sugar cane in the island about the middle of thehséven—
teenth century changed the whole structure and patterns of
relationships in the island.

Richard Ligon,5 the historian, has stated that when
Sir James Drax and others”had netted three times as much from
an acre planted in sugar as from one planted in tobacco,
there was a rapid swing to the néw crop, and within a few

years the island was the wealthiest English colony in the

4Schomburgk, Sir Robert. The History of Barbados.
London: Longman, Green, Brown & Longmans, 1848, p. 84.

5L;i.gon, Richard. A True and Exact History of the
Island of Barbados. London, 1957.
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New World. This prosperity greatly changed the composition
of the island's population. Up to 1645, the black population
was not an important class and numbered only 5,680 compared

to over 30,000 whites. Sugar however required cheap labour,

and with slavery being made legal in 1636, the market for
African slaves began to thrive. Barbadian landowners began
to buy African slaves in great numbers since

the more they buie, the more they are able to

buye, for in a yeare and a halfe they will earne
with God's blessing as much as they cost.

By the late sixties, the numbers had reached about eighty
thousand.

But while the number of Blacks steadily increased,
the white population gradually declined, as the same factér
~which required more slave labour was at the same time causing
ﬁa shift in land ownership. To be:grown profitably, sugar

required more acreage than did cotton or tobacco. Small

farmers unable to compete with their large neighbours were
being squeezed out of production, making the island one of

large sugar plantations owned by absentee English families

and worked by cheap African labour. ’
During this period, the idland's social structure
was characterized by a three-class system of upper, middle

and lower. Old English families formed the upper class which

controlled the political, economic, social and religious

institutions of the island. These were linked by marriage

6Harlow, op. cit., p. 44.
7

Ibid -
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to the aristocracy of the mother country. The middle class

presented a more diversified picture. This group consisted
of the political prisoners of Cromwell and of the 'fringe"
white population of descendants of the emigrants who had
arrived before the change to sugar but had been 'squeezed
out' of their possessions.8
In addition to these, there Was‘the'coloured_group or
'mulattoes' as they were called, the result of the exogamous
relationship of planters with female slaves. This group had
no legal claims to their fathers' possessions but for the
most part was given an education and small pieces of pfoperty,
and was taught a trade. The mulatto group looked to the white
planters as their reference group. Eric‘Williams, West Indian
historian, educator and politician had this to say:
Sprung from the black masses, they despised the

blacks and were content to remain on the fringe of

white society . . . The mulatto middle class

deprecated the vernacular songs but went into

ecstacieg over the Langashire dialect, shunned

Negro spirituals . . .
This attitude helped the small group of whites who controlled
the reins of power to maintain its position, leaving them
free to send their legitimate sons to England and Europe to
be educated--a fact which impeded educational development in
the island, as indigenous educational institutions were not

encouraged.

Slaves formed the lower class, the largest numerical

9Willia.ms, Eric. E&u’ca’t‘i‘o‘n’ in the British West Indies.

Walter Goldwater: New York, 1968, pp. 8-9.
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component of the population. This was a group without any

legal rights whose usefulness was restricted to the
production of more slaves, to the growing and processing
of sugar and to satisfying the sexual whims and excesses

of the planters.lo

There were three categories of slaves,
namely, the domestics, the artisans and the field hands.
The domestics were the best treated and often adopted the
culture of the planters. At this point, the slaves were not
allowed any family life with the concomitant rights and
obligations expected of partners. All authority lay with
the planters in their role of masters.ll
The manner in which the society was evolving was of
great significance for educational development. As was noted
above, the political power and authority patterns were com-
pletely in the hands of the planter class even though
numerically they were on the decline. This class felt
that to educate the slaves would prove a threat to white
supremacy and would cause the slaves to think of revolution.
Education during the early years of the settlement of
Barbados was therefore restricted to the upper class, and
the schools founded were due mainly to the philanthropic
efforts of wealthy individual planters who in their wills

left money for the foundation of schools for poor white

children. The earliest recorded is that of a school started

lOHarlow, op. cit.

1lipia.




in 1686. from the sum of El,OOb given by two planters from
the parish of St. George.12
The schools founded during this period by such
philanthropic efforts have held a significant place in the
education system as it subsequently evolved. For example,

Queen's College,13

the only girls' school with first class
status under the law, can be traced to a charity school
founded by Colonel Harry Drax circa 1686; Boys' Foundation

School dates from an endowment of 1709; Harrison College was

founded by the planter Thomas Harrison in 1733; The Lodge
Scnool was established under the Codrington foundation in
1745; the Alleyne School was established from an annuity of
Sir John Gay Alleyne, dating from 1785. These schobls,
founded for the education of the poor whités, subsequently
became first or second grade gramma¥ schools when the
education system was formally recognized by an Act of the
Legislature. Education for slaves was not introduced until
1818, when a school for coloured boys was erected in

Bridgetown. The cost was met by public subscription and

a master was provided at a cost of E100 per annum by the

Church Missionary Society, a body which played an important

14

role in education in Barbados. A school for coloured

12\inistry of Education Report, 1971 to 1972:
Preface p. 1. Bridgetown, Barbados, 1972.

l3The names used here correspond to the names of the
present schools as they exist today.

l4Ministry of Education Report, op. cit.
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~girls was provided in 1827 by the same society.15

In sum, this period of pre-emancipation was marked by
the establishment of a plantation economy based on sugar and
nourished by slave labour, by a rigid class distinction in
Barbadian society, the concentration of power and authority
in the hands of the white mingrity, the establishment and
proliferation of schools along the same lines and the advent
- of Christian Milssions who were to play a significant part in
‘ the‘initiation of institutional changes in the island, leading
to the abolition of slévery and to the direction of attention

to the need for formal education.

Emancipation 1834-1870

The type of society described above pre&ailed from
the settlement of Barbados early in the seventeenth century
through the eighteenth and into the nineteenth until a number
of factors led to emancipation: Barbados had remained léyal
to Britain throughout the wars of the 17th and 18th centuries
and was now hit hard by‘Britain's mercantilist policy which
prevented her from trading with America after thevAmerican
- colonies had begun to make their presence felt; the price of
food, most of which was imported, had increased; the price of
sugar had dropped, and the planters were still being forced
to pay 4 1/2% duty on all commodities grown in Barbados, a

duty imposed in 1662 to restore the proprietorship of the

151pid.
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island to the king.16

One direct consequence of these
depressing circumstances was the extension of privileges
granted to the slaves and the allotment of small parcels of
land to them for the purpose of growing provisions.

About this time, there was considerable agitation in
England about the whole gquestion of slavery, and in 1807 came

the abolition of the slave trade. This of course was a blow

to the Barbadian planters who were thereby deprived of new

supplies of slave labour. This led to an improvement of the

existing conditions for the slaves, to the growth of a coloured
middle class, to increasing financial difficulties for the
planters, and to a series of slave uprisings.

On August 1, 1834, slavery ended in Barbados with the
emancipation of 82,807 individuals. In the other West Indian

islands, the loss of cheap labour forced many of the upper

class into bankruptcy. This was not the case in Barbados, as
the foZlowing report suggests.

- - . the first of Aygust passed off very quietly.
The people laboured on that day as usual, and had a
stranger gone over the island, he would not have
suspected any change had taken place.

The authors report of the same planter,

He did not expect his people would go to work
that day. He told them what the conditions of the
new system were, and that after the first of August,
they would be required to turn out to work at six

16Greenfield, Sidney, M. English Rustics in Black
Skin. New Haven: College & University Press, 1966.

l7'I'home, Jas. A. & Kimball, J. Horace. Emancipation
in the West Indies. New York: The American Anti-Slavery
Society, 1838. p. 222. '
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o'clock instead of five o'clock as before. At the
appointed hour every man was at_his post in the field.
Not one individual was missing.

During this time opportunities for social mobility
available to the Negro in Barbados were quite limited and
did not improve with emancipation. Newly emancipated slaves
had no land and no means to acquire any in such a clearly
stratified society. To gain any success, they had to accept
the culture of the white landowners. According to Greenfield,

The Negro, to gain acceptance and patronage, had

to learn behaviour that members of the upper class
expected from subordinates . . . The reciprocal
behaviour the Negroes were required to learn, 19
therefore, was that of the English lower class.

Emancipation also brought a change in the organization
of plantation life, for while previously the slaves were totally
dependent on their masters, they were now expected to manage
their own affairs in a market economy.

These institutional changes which were initiated after
the slaves were emancipated were supported by the missionaries
who were active in trying to teach the slaves. The mission-
aries therefore directed attention to the need for formal
education in order to resolve the conflict arising from
varying standards of conduct and belief, since at this period

‘neither the planters nor the former slaves knew how to regard

each other in this new relationship. The Barbados planters

181pia.

19Greenfield, Sidney M. op. cit., p. 54.




929

who had made their wealth through the cheap slave labour had
opposed the efforts to end slavery, but as a colony of Britain
had been forced to accept this arrangement.20 It was these

very circumstances which led to the immediate expansion of

education. As part of the compensation offered the West
Indian colonies, an annual grant was made for the education
of the former slaves.

Meanwhile, under the influence of the Church which

had taken a great interest in education, schools were started

all over the island, and it is recorded that by 1844 there
were 48 Angliéan schools, 4 Moravian, 4 Wesleyan and

149 private schools with a total enrolment of 7,452 pupils.
It was during this period that the first attempt to train |
elementary school teachers was made by a certain Rev. Richard
Rawle, principal of Codrington Theological College.21

These private efforts were acknowledged and formally

supported by a government grant of £750 for education in 1846.
Four years later Barbados got its first Education Act which

provided for the establishment of an Education Committee and

a part-time Inspector as its Executive Officer. The grant
was later increased to £3,000 per annum. In 1858 a new
Education Act was passed. Its major thrust was the adminis-

tration of the schools, and it provided for a full-time

Inspector of Schools.

20Thome & Kimball, op. cit.

21Ministry of Education Report, op. cit.
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It is noteworthy that prior to emancipation, the
thrust for education was to be found in private philanthropy
aimed at proyiding schooling for the white population. The

government took little cognizance of it in the law; after

emancipation, even though the government did legislate, the
law placed no duty or obligation on the government to provide
education for its people, as there was then no linkage of

education and economic life.

The Post-emancipation and Pre-independence Period, 1871-1966

The period immediately following emancipation was a
period of eonsolidation when individuals began to adapt to
their respective roles and to learn their function in the
society. It was noted that before emancipation, slaves
depended wholly on their masters. After emancipation, how-
ever, they had to learn to operate independently. Society
therefore underwent a period of uncertainty and ambivalence
of attitudes as new role-relationships and responsibilities
in the form of family ties were now being undertaken.22

It was also a period of consolidation of government,

for all the Caribbean countries with the exception of Barbados,
the Bahamas and Bermuda became Crown colonies. Barbados

retained itsiilocal autonomy despite the economic problems

which it had to face. 1In the 1870's Great Britain attempted
to federate Barbados with the Windward Islands. This plan

was later abandoned when riots commenced in Barbados. It

22See Figueroa, J.J. ©®p. cit., Chapter 2.




Democratic League. He attacked the power of the plantocracy
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was during this constitutional crisis when Barbados' political
future was in the balance, that coloured leaders, part of the
blossoming middle class, came to the forefront. Conrad Reeves,

a lawyer, was by 1884 influential enough to get a Bill_fhrough

which substantially widened the franchise, extending it to
owners of land valued at £5, those earning E50 or more per
annum, members of the learned professions and holders of

University degrees.23

Such success led to an increase in political activity.

The political consciousness of the newly-established middle
class spurred many changes in Barbadian society, and by 1924,
a political party, the Democratic League, was formed, modelled
on the British Labour Party. This party played an important
part in high-lighting the need for adult suffrage, workmen's
compensation and'compulsory education.

This work was carried on by Grantley Adams, who came

into open conflict with the Democratic League. His policy

incorporated a wider range of reforms than did that of the

which still controlled the island, and was elected to the

House of Assembly in 1935. Two years later, a general state
of unrest which was sweeping the Caribbean culminated in the

1937 Riots in Barbados and elsewhere in the area. Adams was

instrumental in getting a Royal Commission set up to investi-

“stree; Ronald. A History of Barbados. Rupert
Hart-Davis: London, 1972. p. 94.
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was able to get the franchise lowered. The vote was extended
to artisans as well as to agricultural workers and for the
first time, women were allowed to vote and to stand for
election.

In 1946 Adams' Progressive Party won the General
Election held under the new voting roll. He became the first
Premier of Barbados when the Ministerial system was introduced.
By this time the old plantation system tying labourers to the
plantation was broken through the abolition of the Masters and
Servants Act passed in 1840 to allow the planters free rein in
terms of cheap labour for their plantations. The Barbados
Labour Party, as Adams' party was now called, held power until
1961 when they became the official opposition to the Democratic
Labour Party led by Errol Barrow. Adams' departure in 1958 to
become the first and only Prime Minister of the West Indies'
Federation (which lasted until 1962) was a major factor in
the defeat of his party. Self-government came in 1961, and
Independence in 1966 when the Democratic Labour Party under
Barrow was again returned to-power.

Educational development during this period was spas-
modic. Even though there had been two Education Acts in the
1850's, legislation did not seem to be effective, as there
was little public interest and support. A. G. Williams
summed up the activity in the period as follows:

Legislation could only be effective where there

‘was public interest and co-operation. This was
illustrated at this particular period of Barbadian

history; for any shortcomings of the early legis-
lation relating to public education were due not
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only to the meagre sums allocated for the purpose,

but to a dec;ded l§ck of“in§erest amongZZhose who

were able to-contribute to its success.
There was therefore a period of stagnation which was broken
by the appointment in 1876 of the Mitchinson Commission to
report on education at a time following local rioting and
unrest.

The report emphasized the need for female education
and for spending money on education for the labouring class
and for providing secondary education for the more able of
the students. The Barbados House of Assembly which had
appointed the Commission directed two-thirds of the funds
to secondary education for 600 students, while one-third
went to the education of 23,000 primary school children.
This report was incorporated into the Education Act of 1878
which made provision for an extension of the education grant
and for classifying the grammar schools as first or second
- grade schools.25

Up to this point, if the Education Acts which had
been passed by the House of Assembly seemed to have been
aimed at maintaining a form of élitism through the grants
to secondary and primary <schools;. the new Education Act

of 1890 provided a schematic framework for education in

24Williams, Albert G. "The Development of Education
in Barbados with Special Reference to Social & Economic
Conditions 1834-1958." Unpublished Master's Thesis: Ldndon,
University, 1965, p. 62.

25Laws of Barbados. Vol. 1. 1667-1-1894-5.
Advocate Company Limited, 1944.
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Barbados, and clearly outlined what kind of educational
system Barbados would have, what kind of role the government
would play and what support it would grant private agencies
operating in the field of education. It contemplated three
stages; namely, elementary, secondary grammar and university.
It did not however establish a co-ordinated system, as can
be seen by the rigid distinctions between the types of
education and even within one stage, where for example,
first and second grade grammar schools were established.26
The law however is a reflection of the 'spirit of the age'
and Barbados' society as seen above was rigidly stratified.
This Act was a landmark as it set the pattern for what was
to occur in education.

Just at the beginning of the twentieth century when
new political movements were coming into being in Barbados,
a Commission was established to consider the question of
education. Its.terms of reference were wide, and among
the subjects considered was the question of compulsory
education. The Cdmmission eventually passed the following
resolution |

That in the opinion of the Commission it was

desirable but impracticable that Education should

be made compulsory.27

Most of the arguments leading to the resolution centered on

261144,

27Minute-Book of Meetings of Education Commission,
November 23, 1907.
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of a source of labour.

Professor D'Albuquerque did not think that
there was any abuse of child-labour in Barbados
but that child-labour educated the agricultural
labourer for his life's work which if prohibited
would of necessity cause a class to grow up that
would be inclined to turn its back on labour.28

The Commission's recommendation for abolition of fees at the
elementary stage was eventually carried into law in 1908.
The Rawle training center for elementary teachers was estab-

lished in 1912, but nothing of further significance occurred

until the Mayhew-Marriott report of 1933, which made a

comprehensive investigation of the educational service of

the Leewards and the Windwards and of Trinidad and Tobago.

It recommended for Barbados the appointment of a Director

of Education, the improvement of the teacher-training facili-
ties, the re-organization of curricula to.meét the needs of
the community and the introduction of Secondary Modern Schools.
Though the report seemed 'modern' in its approach, none of the
recommendations was acted upon until 1943, when the Education
Board lost its executive éowers with the appointment of a

- Director of Education, responsible generally for all matters
29

of Education in the island.
This seemed to have been a turning point in educa-
tional development, for several changes have come about since

1943: in 1944, elementary teachers became civil servants; a

new Teachers' Training College was opened at Erdiston in 1948;

28

Ibid., p. 1ll.

29Education (Amendment) Act, 1943 3 in Laws of
Barbados, op. cit.
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and by 1953, Secondary Modern Schools had been introduced, a

Technical Institute established and the Teachers' College

enlarged. This represented a substantive change in education,

as not only were more people being educated, but more and
varied education was being offered, as the government became
strongly committed to education.

In 1954 when the ministerial form of government was
introduced, a Minister of Education was appointed for the
first time. In the following ten years a Common Entrance
Examination to determine the entrants to Government
Secondary Schools was introduced; a new Act consolidating
existing Barbados Scholarships and Exhibitions was passed;
fees were abolished in Government Secondary Grammar Schools
and Comprehensive Schools were introduced to replace the
Secondary Modern schools; a School Meals Programme was
launched and the College of Arts and Science was opened;
the establishment of a Hotel school and the appointment of
School Attendance Officers to work in the parishes where
the school meals programme was in operation were made and
~government aid to approved Independent Schools had been
undertaken.

These achievements revealed not only the government's

commitment to the field of Education but also the direction in

which it wanted the educational system to go. The widening
of the system was certainly necessitated by the preparations
for independence, and the variety of programmes gave oppor-

tunities for education of some kind to the masses in general.
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There were two significant factors of importance to note
during this period: the absence of any fundamental Act to
change the unco-ordinated framework within which education
was taking place and the influence of English type educational
institutions and models on Barbadian society. The 1890 Educa-
tion Act had established a three-tiered system of primary,
secondary and university education. Ostensibly it was possible
for any student to progress from the primary level to the
university level, but the whole process of selection was
modelled after the British system which catered to an elite
and militated against certain classes in the society.30 In
Barbados the British system was followed to the letter. A
student had not only to pass an examination before being
admitted to secondary education, he had also to get to one of

the three secondary first grade schools:}l

in order to gain
entrance to University, since secondzgrade schools did not
have sixth forms which served the two-fold purpose of pre-
paring students for further education or for various white-
collared jobs in the community. Schools patterned after the
English Grammar school therefore became the model for
Barbadian secondary education to the extent that the School

Certificate issued by Oxford & Cambridge became not only the

standard by which schools and individuals were judged but

30Fo_r-an excellent discussion on social mobility and
the selection process in education see Halsey et al, Education,
Economy and Bociety. - Part:II.

31 Queen's College for Girls and Harrison College &
Lodge School for Boys.
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also the principal mode of social mobility,32 a development

which was to have negative consequences later on.33

Independence 1966-1973

Despite limited natural resources, Barbados with the

longest tradition of Parliamentary Government in the Caribbean,
has succeeded in moving into independence, and has progressed

despite its limitations. One of the chief contributing

factors is the Prime Minister's political policy of attempting

to co-operate with his Caribbean neighbours in matters of

common interest. This represents the feeling of the people
that Caribbean peoples should stop looking to Britain and
should start co-operating among themselves as well as forging
new relationships. This feeling has borne fruit in the form
of membership of the Organization of American States (OAS) as
well as of the Caribbean Community (CARICOM), and has led to

a weakening of traditional ties with Britain.

During this time, there has been a change in social
attitudes, reflected in the demand for more education and for

accessibility to jobs hitherto reserved for white or 'coloureds'.

Political maturity has come about in the exercise of voting

3ZSee Turner, R.H. "Modes of Social Ascent Through

Education: Sponsored and Contest Mobility" in Halsey et al.

i op. cit. where he distinguishes modes of social mobility.

i What exists in Barbados closely parallels the Sponsored

: Mobility of Britain where selection is 'overt, systematic
and prompt' in the school career of an age group of children
from which an able minority is chosen for an education as an
elite.

33See Chapters 5 and 7 below.
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rights, and the use of television, radio and newspaper has
provided every man with information on which to base his
decisions. The importance of unionism is now an estéblished

fact as is the place of the educated in society, for though

the island still remains highly stratified, education has
been used as a ladder for social mobility.

In terms of educational development, independence has
brought an increase in both the number and typés of schools.

Figure 4.1 gives a flow chart of the educational system as it

has developed after independence. The number of secondary
schools has greatly increased and the government has committed
itself to the idea of the comprehensive sthool. A Community
College has been built and the Samuel Jackman Prescod Institute
has been opened to provide technical education. What is more,
a commitment has been made to educational planning and a new
Education Act has been contemplated to provide a co-ordinated

framework for education.

SUMMARY

Barbados, colonized during the early 17th century,

guickly established a successful plantation economy based on
sugar and nourished by slave labour. It developed a rigid

class system where power and authority were concentrated in

the hands of the white minority and schooling was restricted
to the upper classes until just before emancipation when
Christian Missions had begun to turn their attention to the

need for formal education. In the pre-emancipation period
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education depended on private philanthropy and government
took little cognizance of it in the law. After emancipation
when government did legislate, it merely acknowledged school-
ing by the allocation of a grant of money but did not place
upon itself any duty or obligation to pro&ide'education.
Later, goaded by social unrest and political expediency, it
provided a schematic framework for education, clearly
outlining what kind of educational system the island was

to have. The rigid distinctions of the society were
translated into the area of education, resulting in an unco-
ordinated system which stressed differences between types of
schools and even within stages. With independence there
came a commitment to Education which promoted a widening

of the educational opportunities for the masses and an

institutional framework for educational planning.




CHAPTER 5

THE CASE OF BARBADOS: EDUCATIONAL POLICY
ISSUES, PLANNING STRUCTURES AND
THE PLANNING PROCESS

Rapid expansion of enrolments, the growing awareness
of the actual and potential role of education in society, the
increasing investment in education coupled with the awareness

that the level and quality of education is not uniform through-

out the society, have led developing countries both to the
formulation of policy designed to respond to these needs,

and to the planning of their educational systems. In
Barbados educational planning is very much a government-—
based activity. As such, planning has been institutionalised

and the institutional framework in which educational planning

and policy take place is for the most part centralised and
government controlled. This chapter purports to give a
description of the issues confronting educational planning,

the institutional structure and the educational planning

process in Barbados.

EDUCATIONAL POLICY ISSUES IN BARBADOS

Policy-formulation in education is in effect con-
cerned with the making of decisions both of a political
nature, involving fundamental discussions about aims and
objectives of education and the structural and curriculum

112
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means of achieving them, and also of an administrative or
technical nature, seeking to translate general policy into
specific education action. The following section examines
policy-making in terms of the aims and objectives as well as
in terms of how these are translated into specific education
action.

Aims and objectives. There are many problems which

lie behind the policy decisions which Barbados now faces.
Within this area the Minister of Education in an address to
the Caribbean Association of Headmasters and Headmistresses
has said
Here in Barbados we have always taken deep pride
in our educational achievements, both at the primary
and secondary level. We are determined, however, to
be responsive to the refreshing breezes of moderniza-
tion and to refashion our educational system so that
it can achieve the four goals which are objectlves of
any progressive, democratic society.l
He outlined the four goals as
a) achieving wider and more effective participation in
education
b) promotion of nationalism in a democratic community
c) training citizens to be efficient

d) co-operation and consolidation of the family»group.2

In 1972, the Barbados Delegation to a Conference on

l'I'.he Hon. L.E. Sandiford, Minister of Education,
Barbados: Address to the f£ifth Conference of the Caribbean
Association of Headmasters and Headmistresses at the Ursuline
Convent, Barbados, August 20, 1967, reported in Speeches of
the Minister, Vol. 1., p. 3.

2Ibid.
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Intra-Regional Co-operation and Assistance in Education
among Caribbean Territories stated:

It has been assumed in the foregoing that in
a very fundamental way all Caribbean territories
share certain common goals, Among these are:
i) attempts to maximize educational opportunity
to provide the most appropriate education for
all their citizens
ii) attempts to bring the education systems in
line with national development, thus providing
rapidly for the development of such skills and
specialised knowledge as are necessary in a
technologlcal age
iii) ensuring such changes in curricula and in
the approach to education as would ensure the
development of citizens, who . . . have positive
attitudes towards work and national development
and who are strongly committed to the advance-
ment and preservation of their individual
territories within a West Indian society.3

It would seem then that the general educational objectives
which Barbados is pursuing may be summed up as follows:

1) promotion of nationalism in a democratic community,

2) co-operation and consolidation of the family group,

3) wider and more effective participation, 4) flexibility of
the system, 5) relevant education, 6) training citizens to
be efficient, and 7) efficiency of the system. These
objectives as the basis of educational policy are explained
in greater detail below.

Promotion of nationalism in a democratic country.

In Barbados it was felt that the creation of a national
identity was a prerequisite to achieving national unity.

In its Manifesto for the 1966 elections—--the year of

3Paper presented by the Barbados Delegation, File
B1ll/6, Minister of Education Conference, Ministry of
Education, Barbados.
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independence--the ruling Democratic Labour Party espoused
this idea:

only the people of Barbados can decide what is
in their best interest, and only the people of
Barbados should be able to control the persons who
are responsible for putting into effect the expression
of the popular will. This is the significance of
Independence; 4

and elsewhere
The dignity and prestige of the new nation in

the eyes of the world will rest not only upon our

productive efficiency and will to work, but also

upon the manner in which, and the degree to which,

we maintain unabridged the tenets of a democratic

society . . . The Democratic Labour Party is

irrevocably pledged to promote, sustain and defend

the unity of the nation.
This objective implies not only the rejection of much of
the colonial and non-colonial past, but also the weakening
of the traditional affiliation Barbados had always felt with
Britain, the only power to rule it before it became
independent in 1966.

It has been shown above how the development of society
in Barbados had closely paralleled British society and that
the school system had been patterned after the British schools.
One consequence of this was the fostering of what Figueroa

calls "an outward-looking attitude?wﬁ which militated against

the creation or consolidation of local customs. Not only had

4The Manifesto of the Democratic Labour Party -
.Barbados General Election, 1966.

SIbid.

6Figueroa, J.J. op. cit., pp. 13-14.
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Barbados adopted the British School system but it was dependent
on Britain for the disposal of its main crops such as sugar
and rum. In difficult times it had therefore looked to
Britain to provide solutions, rather than develop its own
problem-solving machinery. To this end, education is increas-
ingly seen as one of the means of dissemination of the ideas
and symbols of nationhood and the schools' ability to implant
the new attitudes is being closely examined. Symbols such as
the Barbados national anthem and flag have reblaced the Union
Jack and the British national anthem but the syllabus and
textbooks and examination systems still relfect the British
orientation that existed before independence was granted and
new objectives were set.

Co-operation and consolidation of the family group.

Barbadian society after Emancipation underwent a period of
uncertainty and ambivalence of attitudes, unéertainty on the
part of the slave class which was thrust into a new set of
role~relationships involving family ties and responsibilities,
and ambivalence on the part of the master class which did not
know how to treat the new class of free men.7 One result of
this was the widespread system of common-law marriage among
the lower class, compounded by the exogamous relationships
and permissive behaviour of the upper and middle classes.

In Barbados, liké the rest of the Caribbean, there still

exists a great variety of man-woman relationships. According

7See "Post—emancipation and pre-independence"
Chapter 4 above.
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to Figueroa,

There is the almost casual arrangement whereby

a woman will have five or six children by three or
four different mates; there is the arrangement also
without help of church or civil ceremony whereby a
woman and man will live together faithfully and raise
a family of six or seven children, and only at that
stage think of getting married in the ecclesiastical
and legal senses of that term.

To Figueroa, the central matter to be noted is the element

of uncertainty, confusion and ambivalence (of standards and

attitudes). Perhaps then it is at such uncertainty, confusion

and ambivalence that this objective is directed.

In 1968, the Ministry of Education in Barbados under-
took the institution of a course on "Education in Personal
Relationships and Family Life“9 to be given in three stages

; in schools catering for the 11t child. The achievement of
this objective might be a pious hope and certainly will depend
upon other institutions in the society. It is nevertheless a

real policy objective conceivéd by the political leaders of

Barbados which educational planners must operationalize.

Wider and more effective participation. In its

Manifesto of 1966, the ruling Democratic Labour Party committed

itself to wider participation in education, It proclaimed
that deeper foundations had to be laid throughout the whole 5

system, and proposed

so to unify the system that the national purposes
can be expressed in the training given to the whole
body of citizens at all stages of their development . . .
The Party will, through an enlightened educational

8F_igueroa, op. cit., p. 41.

9Ministry of Education Circular No. 38/1968 Ref.C.J.T.
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system, keep pace with new problems as they arise in

a world of ceaseless change, and fully commits itself

to the provision of more schools of all types as well

as to a more rapid expaniion of the quantity and quality

of the Teaching Service. 0
While Barbados has for a number of years enjoyed almost one
hundred per cent enrolment in elementary education, secondary
education and education beyond the secondary level was tradi-
tionally €litist and selective. 1In pursuing a policy of wider
participation the government was therefore attempting to make
decisions concerning not only increases in enrolment and in
numerical participation but also concerning the inequalities
that persist in educational participation.

As pointed out in Chapter 4, Barbados has had a

history of social stratification which is reflected in the

11 to the extent that grade one

law'govefning education,
schools were better than the second grade schools and were
patronised mainly by the upper and middle classes. The

second grade schools provided the lower middle class with

an education, and served as a means of mobility for the lower
class. A further inequality could be found in the provision
made for education of the two sexes, as well as in the .region
from which a student came. For example, the student who lived

in the city or suburbs tended to be more likely to attend

a first or second grade school than did the student

lODemocratic Labour Party Manifesto, op. cit.

llChap_ter 6 below discusses how the law has permitted

inequalities of input in terms of programmes, equipment,
personnel etc.
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who lived in the rural areas. Of the ten secondary schools,
only 'The Lodge School' for boys and 'The Alleyne School',

a co—educational institution were located in strictly rural
areas. Though Barbados is quite small, the transportation
links made it almost impossible for a child who lived in a
rural area to travel to a school outside his parish.13 Even
where this was possible, socio-economic differences between
the rural areas and the city and suburb dwellers militated
against the rural child.

Barbados' economy until recently, depended mainly on
sugar and its by-products. The rural areas were therefore

sub-divided into large sugar estates with their rich owners

and managers and small land owners and labourers who made up

the bulk of the rural population. Most rural dwellers within

this plantation economy would find it difficult to pay both
the fees required for their children's education and the
cost of daily transportation. The result then was that
though the secondary schools in the city were theoretically
open to people in the rurai areas, in practice only certain
classes could avail themselves of the facilities.

The problem of placement of girls also forms part of

the policy problem of participation. Government secondary

leere the reference is to the older government

schools which provided a grammar type education and not
to the comprehensive schools which were built after 1966.

l3Barbados is divided into 11 political areas called
'parishes’'.

12




‘l?ﬁ

schools are not very numerous and the policy has been to

separate boys and girls. Only a very limited number of girls'

secondary schools exist, with the result that the shortage of

places for girls is even more acute than that of the boys as
revealed by‘the statistics from the Common Entrance Examina-

tion.l4

The figures for the years 1969, 1971 and 1972 show
that though sixty per cent of those entered for Part II were
girls, only forty per cent of the total number of places was

allocated to girls.

Wider participation in Barbados is however inseparably

linked to the manner in which places are allocated, namely the

11+ examination. This method of selection was first used in
England where the necessity for different categories of

15 The

education was generally acknowledged and accepted.
problem was to find relevant grounds for recruiting people

to positions of authority and prestige in the society. When

this system was adopted in Barbados, at first glance it seemed

a fair way to distribute places as each child between the ages

of 10 and 12 was entered and therefore had what appeared to be

an equal opportunity to obtain one of the few places available

at the secondary schools. Through this system those who do
best are awarded places at the secondary school of their

choice; the remaining places are awardéd to those who obtain

ligee Appendix E "Common Entrance Examination, 1968,
1971, 1972."

15gee for example R.H. Pedley: The Comprehensive
School, Penguin Books Limited, Middlesex, 1964, Vernon, P.E. (
Secondary School Selection - a British Psychological Society
Inquiry. Methuen, 1964 and Campbell, F.C.: Eleven Plus and
All That - the Grammar school in a changing society. Watts,

ed.):

1956.
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high enough marks. Those who did not do so well either pay
their way at an Approved Independent school, or proceed to

a government comprehensive or all age school on the basis

of geographical location. This policy is now being attacked

as negating the government's avowed policy of the 'just
society' and as being an unsatisfactory manner for effecting
educational diffusion.

Some argue that it places too great a strain on the

11 year old child and his parents; others argue that it does

nothing more than maintain the dominance by older grammar
schools and the old patterns of social stratification in that

it is culturally loaded and the child from a
culturally advantaged home has a far better oppovr-
- tunity of getting a place in a prestige school than
one who is not fwom such a home and has not had a
"chance to go to _a private preparatory school, where
his advantages are magnified and considerably

increased.l

Many have argued further that in a differentiated school

system, the child is called upon at too early an age to make

what amounts to a lifelong choice. The implications are that

educational planners must find some alternatives to the

present means of selection if they are to achieve the

objective of wider participation.

_ 161t has long been known that private elementary .
schools in Barbados are superior to the public schools. Pri-
vate schools tend to be expert in coaching and keep a nucleus
of staff to do the job. They are also clear about their pur-
poses and do not have to contend with the large numbers
associated with public education where regular staff changes
and a lack of proper equipment exist. Private schools usually
draw their pupils from groups which have had a long associa-
tion with education.

l7Dr. Leonard Shorey: Personal Interview, December 3,
1974. '
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Flexibility of the system. The desire to ensure

greater flexibility in the Barbados educational system is
another objective of policy. It is closely allied to the
issue of wider participation and is seen mostly in terms of

expansion of the system and less in terms of responsiveness

to change. As a move to effect this objective, the govern-
ment decided that secondary education should be concentrated

in comprehensive sihools which would cater for children of

all types of ability and would incorporate both academic and

vocational streams. The feeling was that the old grammar

schools were too limited in their curriculum offerings and
were designed to handle only those destined for 'white-collared'
jobs. The comprehensive schools would go beyond this.

The plans for the comprehensive schools called for

greater flexibility of curriculum and structure, allowing a
child to be transferzréd from one stream to another or to take
academic along with technical subjects. An excerpt from the
1968 report of the Ministry reads as follows:

All pupils of the Grammar Schools are expected to
work towards examinations of various overseas bodies,
e.g. the University of London, and of Oxford and Cam-
bridge at Ordinary Level, but Sixth Form pupils of
Combermere, Harrison College, The Lodge School and
Queen's College proceed to Advanced Level. Awards

and Scholarships are usually made on the results of
the Advanced Level Examinations.

In the Comprehensive Schools, only those pupils ;
who show definite academic promise are entered for :
overseas examinations. In common with pupils of the All-
age schools, they all wrote the 1968 Barbados School
Leaving Examination which was organized and supervised
by the Ministry of Education. '

In all schools, provision was made to cater to
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the varying abilities and aptitudes of students by
allowing specialization in Arts, Craft, Science or
Technical subjects after a cirtain stage of general
education had been achieved. 8

The comprehensive schools however proceeded to imitate

the old grammar schools and failed badly in as much as they

had neither the equipment and personnel nor the students with
which to pursue such objectives. Most teachers had gained

passes in the Overseas exams. and therefore saw this as the

objective of the schools, an objective which was not intended

#n the plan. What is more, the public showed very little

confidence in these schools which came to be considered
second-rate since they did not produce the kind of results
obtainable at the older grammar schools. Parents who could
afford it, preferred to pay for their children's education

at one of the available private schools. The problem was

that the demand was for secondary grammar schools since the
public saw these as the most effective means of social
mobility and the comprehensive schools as closing such avenues.
The problem was that the plan was not implemented as it had

been designed.

Relevant education. In Barbados educational curricula

have been strongly attacked, and criticisms have been levelled
at the textbooks, examinations and degrees as being foreign to

the Barbadian setting. As long ago as 1933, the rédevance of

what was being taught to the various objectives of education

18The Ministry of Education Report - September 1967 -
August 1968, p. 20.
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was being questioned when the Mayhew-Marriott report suggested
ways of adapting elementary education to local needs and
freeing secondary education from the yoke of external exami-
nations as set and corrected by various Universities and
examining bodies in Great Britain.19 This problem has now
been somewhat aggravated and intensified by the socio-economic
and political changes and by the changing composition of the
school population both in terms of a more Variegated clientele
and the length of time students are staying at=school.

People have begun to raise questions about What pupils
are being taught at school and why. Overseas examinations
set by the Oxford & Cambridge syndicate and by London Univer-
sity in England have always dictated what the curriculum in
Barbadian schools would be. This has been questioned and the
Ministry of Education in conjunction with other Ministries
throughout the Caribbean has funded a project under the super-
vision of the University of the West Indies to prepare exami-
nation schemes for the Caribbean area. Locally, a National
Curriculum Development Committee was launched in 1973 with
the express purpose of examining this area of policy. So far
it has been able to stimulate some interest in the area and
has succeeded in producing guidelines in several subject
fields.while studying the wider question of curriculum

development.

19Report on Problems of Secondary and Primary Educa-
tion in Trinddad, Barbados, Leeward and. Windwdrd-Islands,
1931-2. Col. No. 79, H.M.S.O0. 1933. )
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Training citizens to be efficient. This objective of

training ditizens to be efficient, vague as it is, implies a
certain quality of education and raises questions about stand-
ards and also about the types of institutions in which educa-
tion takes place. Barbados has traditionally pursued a policy
of elitism in education where pride of place went to those
educated at the first grade schools at the secondary level

and the private schools at the elementary level. This practice

no doubt led to a lot of wastage as several people capable of

benefiting from education beyond the elementary stage did not
get the opportunity or were limited in their opportunity by
being placed in a school acknowledged as second class.

The fact of independence, the emergence of small
industries, the demand for more education, and the growth of
the tourist trade in the past tén years have led to a proli-
feration of educational institutions designed to produce
citizens skilled enough to be useful in economic life in

Barbados. This economic orientation may be seen in the type

of institution established. For example, a Hotel School has

been established; the Samuel Jackman Prescod Polytechnic was
built to cater for those who were interested in a technical
career; the extension of Erdiston Teachers' Training College,

the Tercentenniary Nursing School and the Housecraft centre

are all examples of the economic orientation of the efficiency
criterion in education in Barbados.

Efficiency of the system. It has been shown that in

Barbados efficiency has been interpreted in economic terms.
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The fact of scarce resources always raises questions. about
the working of any system which must compete with others for
funds from a common treasury. In education, these questions
seem to centre around who are to be educated, in what numbers,
by what methods, in Wha£ type of schools, and most recently,
due to shortage of places and changing attitudes in society,
what type of selection should be applied.

In an attempt to effect this objective, the Ministry
of Education has increased its staff, added a planning arm
and has appointed a committee to study the question of
selection; increasing critical attention is being paid to
the function of education within the society.20 One however
must remember that efficiency is determined by the relation-
ship of the means to the goal and the priority of goals.21
This raises further questions about the type of schools,
teacher training programmes, and most importantly, co-ordina-

tion in the face of the proliferation of schools in the last

decade or so.

20Hon. L. E. Sandiford, Minister of Education,
Personal Interview, December 6, 1974.

21See for example Anderson & Bowman's "Theoretical
Considerations in Educational Planning" in Blang, M. (ed.):
Economics of Education where they point out that efficiency
as a rationality concept - to get the most out of the least,
whatever the nature of the rewards or ends may be, implies
that decisions are taken not only concerning how many
resources should go into education or the selection of indi-
viduals for further schooling but also concernlng the priority
of groups or localities and the source or agencies responsible
for providing resources.
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There are, for example, the secondary grammar schools
with sixth forms, the Samuel Jackman Prescod Polytechnic, the
Barbados Community College and the Technical Institute which
provide education beyond ordinary level. At present, sixth
form work leading to university entrance is carried out in
the sixth form schools and at the Barbados Community College.
This does not appear to be the most efficient means of
providing this form of education. The numbers involved are
relatively small. The total (1971/72 figures quoted)
enrolment for all those in the sixth form schools was 289
scattered over six schools pursuing courses in some thirteen
subjects. It would seem to be more economical to have the
final yéars of secondary education centered at the Community
College and to release those secondary places for 114 pupils.
A similar situation exists with the Technical Institute and
the Samuel Jackman Prescod Polytechnic.

One other question which needs to be considered here
is the factor of 005t$, both in terms of capital and recurrent
expenditures. Education costs take up about 30 per cent of the
annual budget. With the constant demand for more school places,
Barbados will need more schools. The problem is how to avoid
duplication of efforts as well as how to build many schools
at not too great a cost when education has to compete with
other sectors for scarce dollars. The'currént trend seems
to be to ’

build new stchools which more resemble monuments
to a particular era than buildings which a country
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like Barbados can afford.22

Some buildings have cost 2.2 million dollars at a time when
there is a demand for many more new schools and a pressing
need for repairs in existing school buildings. Educational
planners have therefore to find some means for 'getting the
most out of the least'.

The objectives outlined above might be considered the
major stated objectives of educational policy in Barbados,
but policy concerns are by no means limited to them. They
represent the general concerns of educational policy. While
each area represents a legitimate and justifiable concern of
policy, it is the combined effect of them all which forms
the central concern of educational policy in Barbados, namely,
building the "Just Society" which a-cording to the Minister
of Education is

one in which all the young people have an oppor-

tunity to increase levels of knowledge, skills and

so on and to develop creative and purposeful attitudes
to life; one which makes sure that the interests of
the individual and of the larger body are reconciled
and that circumstances of birth, background, colour

or any other adventitious circumstances are not a

barrier to a personds develogment of balance for
self and for national good.2

THE INSTITUTIONAL STRUCTURE OF EDUCATIONAL
PLANNING IN BARBADOS

There exists in Barbados a certain identifiable

institutional structure in which educational planning takes

22

ministry.

This is a view expressed by an official of the

23Hon. L.E. Sandiford, Personal Interview, December 6,
1974.
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place. Various actors24 are involved at various phases of
the planning process ranging in form from the Cabinet to
interest groups in the society and in function from the role
of making of policy to that of reacting to plans or policy.
The role of these actors is described below as they operate
within the planning process. It should be noted that the role
of some actors pervade the whole planning process, while that
of others is visible only at specific stages.

The Cabinet. After the introduction of ministerial

~government, the Cabinet, consisting of the Prime Minister and
not flewer than 5 Ministers of the Government became the chief
policy-making body in Barbados. It is headed by the Prime
Minister. The initiative for any policy measures may come
from the Minister of Education or from other members of the
Cabinet from time to time. The Cabinet has been known in one
or two instances to take a different view from that of tech-
nical officers and from the Minister of Education himself.
All major decisions of policy are therefore ratified by Cabinet
before introduction to the Legislature for debate or before
being carried into policy.

The Legislature. Though many minor changes in educa-

tional objectives and policy can be adopted and put into
effect by the Ministry without being brought before the
legislative assembly and the senate and without being passed
into law, major change generally requires legislation. It is

at this time that members of the opposition as well as members

24See Chapter 2 above.
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of the ruling party get an opportunity to air their views on
educational policy. This input from the legislature repre-
sents the formal embodiment of some aspects of educational

policy as members react to and sometimes cause modifications

to proposals of policy. The legislature also has some

budgetary control in that it can criticize government policy

when money is being requested for educational expenditures.
There are two things to note about the role of the

legislature. In the first place the legislative assembly as

elected representatives of the people is made up, generally

speaking, of people from diverse fields. Since the franchise
was extended in the early 1940's and property qualifications
were removed, many professionals especially lawyers have been
drawn into politics. The result is that the planter class
which had previously dominated the legislative assembly and

the senate has been replaced by a group similar--if not in
social class origins—--in educational background and experi-
ences gleaned in the colonial atmosphere of the grammar

school tradition. Foster has pointed out the kind of emotional

ambivalence which characterized the educational decision-
25

- making of such a group in Ghana. The composition of the
legislature might militate against decisions which involve

radical changes from the prevailing system. The second point

25Philip Foster, op. cit., p. 110 found that African
intellectuals did little to 'Africanize' the schools even
when they had the opportunity as they were caught between
their basic emotional ambivalence vis-a-vis traditional
African culture and their shrewd perception of the realities
of the situation.
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to note is that decisions made in the assembly often accord
with promises made in election campaigns and are regularly
made out of political expediency rather than on sound
26

educational principles.

The Ministry of Education. The Ministry of Education

like the other Ministries advises the government upon matters
of policy. It not only plays an important and powerful role
in the making of government policy, but also has the duty of
implementing the general policies established by government.

In performing this function the Ministry relies on certain
actors who are officially a part of or are attached to the
Ministry itself. The following are identifiable; the Minister,
The Educational Planning and Development Committee and special-
ists of varying types.

The Minister. As head of the Ministry, the minister

has the responsibility for formulating plans to effect the
educational policy of the government. In addition, he acts

as the liaison between the Cabinet and his ministry, and pro-
pounds, explains or defends the government's educational
policy in the legislature. If, as was the case from 1967-
1971, the minister is not an elected member of the legislature,
a senior member, usually another minister, will perform this
function for him. His influence is paramount when there is

need to secure legislation for some aspect of policy or for

26'I'his view was expressed by several of the people

interviewed. They felt that a lot of the 'wastage' in
education was due to decisions made on such grounds.
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securing the financial support necessary to the implementation
of plans.

As chairman of the Planning Committee in the Ministry,
he holds the pivotal position in terms of deciding the direc-
tion and degree of change as well as of describing and outlin-
ing the methods and means to meet stated objectives. The
current law governing education, however, places no duty on
him to provide education for the citizens of Barbados. In
education and educational planning, he is most powerful, his
power deriving from the delegated authority which permits him
to make regulations concerning the day to day conduct of the
school system on matters ranging from curriculum outlines to
the conditions for enrolment of pupils.

Educational Planning and Development Committee.

EPADEC as it is called, is the top policy planning body in the
Ministry. This unit is composed of most of the senior staff
representing most of the sections in the Ministry and is a
forum where new policies are discussed, planning papers are
presented and administrative and professional staff have an
opportunity to make their various inputs. The final decision
is made by the Minister. The functions of the Committee were
explained by the Minister as follows:

It should be concerned with examining major proposals
or developments, improvements and policy. It should
receive reports from Heads of Departments, Divisions
and Institutions of the Ministry, on the execution
of programmes for which they are responsible. Its
procedures should be viewed in the light of coopera-

tive leadership. Proposals should be viewed by each
member in the light of their possible repercussions
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on his Department . . . The committee as a whole,

should be able to bring to bear on proposals a

balanced judgement in view of the wide range of

skills and experience of members.
The committee deals with diverse educational problems
involving the administrative and professional aspects of
education, matters of accommodation planning for the future,
planning details for new schools as well as matters requiring
collaboration with other ministries like the Ministry of
Housing, the Town Planning and the Ministry of Health. 1In
Barbados where planning is completely government-dominated,
this committee is of extreme importance. The in-bred nature
28

of its composition could however be a drawback.

National Curriculum Development Council. This Council

made up of university personnel, persons in teacher training
institutions, representatives of teachers in the system and
the teachers' unions as well as representatives of business
and other groups, was launched in 1973 by the Minister and
given the following terms of reference:
(i) to review the existing curricula (ii) to advise
the Minister on subjects to be taught and the time to be
allocated to such subjects (iii) to receive from subject

committees detailed syllabuses etc., and make recom-
mendations to the Minister (iv) to pay due regard to

2TyMinister's statement on "Functions of EPADEC and
Procedures under the Divisional System Meeting of EPADEC"
April 11, 1974.

28For example, most senior officials in the Ministry
have been elementary headmasters and have risen through a
promotion system of seniority. There is a strong indication
as was noticed in ‘the case of the African countries that most
meetings tend to be little more than a few hours' considera-
tion of common difficulties.
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the special curriculum needs of the educationally
sub-normal or otherwise handicapped pupil (v) to
review the work of Curriculum Subject Committees
(vi) to co-opt such other persons, with special
interests in Curriculum Development, including
in particular members of Curriculum Subject
Committees, as may b3 needed to assist in the
work of the Council.??

It was intended to assist the professional officers

in the Ministry in determining the quality of education in the
schools. Its chief purpose was to design and carry out activ-
ities aimed at improving the school curricula. Its terms of
reference do not run to the extent of policy-making, but
restricts it to finding ways of implementing policy and plans
already determined. In its operations, it is headed by a
senioyr professional officer of the Ministry who by virtue of
his position can affect policy through his influence with

the Minister or through EPADEC.

Specialists. Of the twelve members of EPADEC, only

one, the Chief Accountant could be classified as a specialist,-
that is someone possessing budgetary, statistical or technical
expertise. Barbados has had a tradition and history of bring-
'ing in "foreign experts". The present composition of EPADEC
and indeed the Ministry staff reflects this attitude. During
the last seven years, two UNESCO teams have provided the only
comprehensive documents prepared on the education system in

30

Barbados. In addition to this, a British Technical

29Ministry of Education Circular No. CJ/11/T1 18

30(a) Unesco - Serial No. 1327. "Barbados - Education
and Priorities for its Development.": July 19262. (b) Unesco -
"Barbados - Prospects for educational development." 1974.
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Assistance expert was called in 1972 to advise on all aspects
of the area of technical and vocational education. The atti-
tude of looking outwards for these skills coupled with the
failure to recognize the potential of statistical information
has resulted in the use of a gqualified statistician in the
Ministry in a manner similar to that of a clerk.

Another type of specialist visible on the educational
planning scene is the specialist sent by an international
funding agency. Rapdd expansion coupled with decrease in
national savings prevents Barbados from financing from local
funds its capital expenditure for developing institutions and
forces them to look for external aid. A senior Education
Officer in the Ministry expressed it as follows:

International agencies do not lend you money to do

what you want, but they lend you money to do what they
determine is best for your educational development . . .
The stages they go through before they give us the loan
are very interesting. First because some of their staff
are on joint appointment with UNESCO, there is a UNESCO
team which visits us for a general evaluation of the
educational system and the priorities that they see

for development. The World Bank then might or might
not accept this report, following which they send a
project preparation mission. Following the prepara-
tion mission, they send a mission for a feasibility

study. And following this they send a mission for
project execution. , .

Specialists however are important in that they do generate
information which might not normally be available to ministry
officials.

Governing Bodies. In Barbados, each secondary school

is operated by a governing body. Members of these bodies are

3lL. G. Atherley, Personal Interview, November 18, 1974.
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usually appointed by the Minister of Education from among
prominent members of the community. Generally speaking,
business was usually represented, as was the Church due to

its historic association with education.32

When governing
bodies were first established, they were composed mainly of
plantation owners and managers. This practice has now been
reversed. |

In order to understand the role of governing bodies
in educational planning and policy-making, however, it is first
necessary to understand the system of school administration as
it operates in the island. While elementary schools are
directly administered and controlled by the Ministry of
Education, the secondary schools are ogperated by a governing
body which is responsible for the hiring of teachers and for
the general running of the schools. This is done generally
through the "Schemes of Government" devised for the establish-

ment and maintenance of the schools.33

Governing bodies
through their headmasters or headmistresses are in fact in
charge of the tactical planning for their schools and must
also oversee educational policies of the Ministry. In terms
of curriculum, school extension whether of programme or build-
ings, they have almost complete autohomy as long as their

schemes are not radically different from ministry viewpoint.

In general they interpret and implement ministry policy as

32See'Chapter 6 below.

33See Education Act 1890 - 12 b55. T.aws of Barbados
Vol. l. 1667-1 — 1894-5, p. 408. Advocate Co. Ltd., 1944.




they see fit.

Interest Groups. Two types of interest groups are identified

in the educational planning process in Barbados; those groups
whose membership is made up of persons officially part of the
education system as exemplified.in the Barbados Union of
Teachers and the Barbados Secondary Teachers' Union, and
those groups whose membership for the most part consists of
people officially outside of the education system, as exem-
plified by Parent-Teacher Associations, the Barbados Junior
Chamber of Commerce and the Lions' Club.

Teachers' Unions. There are two major teachers'

unions; the Barbados Union of Teachers, a relatively new
organization representing the teachers in the elementary
schools, the secondary Comprehensive schools and the all-age
schools, and the Barbados Secondary Teachers' Union repre-
senting teachers in the grammar schools have been able to
influence the formulation of policy in area of conditions
of service for teachers. Aecording to Professor R. V. Good-
ridge, their influence is increasing:
they are having an increasing amount of influence
on educational policy, even though their influence is
not yet being felt, in my view, in some professional
matters, e.g. changes in the curriculum and methods
of evaluation. I do not think that the professional
associations have yet come around to concentrating on
professional matters; they still concentrate more on 34

terms and conditions of service and personnel relations.

In general, the unions tend to react to, rather than initiate

34Prof. R. V. Goodridge, Director of the In-service
Diploma in Education Programme, U.W.I., Cave Hill, Barbados.
Personal Interview, November 29, 1974.
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policy as such. They appear to be constantly réacting to the

kind of policy mentioned above rather than attempting to

initiate a broad attack on a particular area in which they

35

feel policy should be implemented. In this way their policy

in-put is very much like that of the parent-teachers associa-

tions.

Parent~Teacher Associations. In recent years, parent-

teacher associations have -tried to influence the development

of national policy. The absence of a strong national associa-

tion however has robbed them of the degree of legitimacy
necessary for success in this area. Individual parent-teacher
associations have had specific influence on their own school

rather than on policy at the national level though the Minister

in one of his speeches has indicated that the government is

prepared to consult the Parent-Teacher Association.36

The Barbados Junior Chamber of Commerce and the Lions'

Club. Because of the nature of education, one might assume
that there would be a great number of groups with an interest

in education. However, only two such groups seem to be having

any influence on the educational planning process; they are the
Barbados Junior Chamber of Commerce and the Lions' Club. These
two groups have been instrumental in the official launching

of Nursery Education in Barbados. 1In fact, the former provided

35This is a view expressed by John Cumberbatch,

. President of the Barbados Union of Teachers.

36Speech delivered to the Parent-Teachers' Association
of the Bay Primary School by the Minister of Education,
June 6, 1971.




139

most of the funds for the initial government project in
Nursery Education. In this way they have been influential
in terms of both the scope and direction of education, and
their nursery project came at a time when Barbados had
embraced a policy of "comprehensivisation" with the thrust
being on secondary education. The fact that these bodies
are made up of prominent citizens, some of whom are found
on governing bodies as well as statutory bodies in education,
ensures them a high status and a degree of legitimacy not
enjoyed by other groups. Generally speaking, however, their
efforts centre around raising funds for special projects.
THE PLANNING PROCESS AND THE
VISIBILITY OF ACTORS IN IT

While the above description éerves as a means of
identifying the framework in which policy and planning take
placé, it does not capture the dynamic nature of the process
itself, since each category varies in visibility and input
according to the specific phase in the planning process.
Figure 5.1 gives a pictorial representation of actor visi-
bility in terms of input. It reveals that there is a very
heavy political input in the formulation of plans especially
at the level where needs are idehtified and goals and objec-
- tives established. In Barbados there is the system whereby
each major political party Eefore election time issues a
manifesto outlining its policy for education among other

things. When the Minister takes up office therefore, he
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brings with him an already pre-determined outline of policy
concerning the major questions or problems in education, and
many politicians claim that they are in some ways able to
articulate the needs of the country better than professional

educators. Generally speaking, questions of major institu-

tional changes like the development of the Barbados Community
College, the Polytechnic and such institutions and the whole
question of the quantity of education reflect the political

input to the planning process. For example, the question of

guantity at the secondary level is a crucial one for Barbados.
The political decision was that there should be a comprehen-
sive education and that the type of schools built should be
comprehensive. This decision would have been arrived at
through discussions at the Cabinet level. The Minister

would have been advised by his planning committee and might

possibly have consulted one or two of the groups identified
in Figure 5.1. The visibility of the politician at this
phase is paramount and surpasses that of all other actors in
the planning process.

At the point where alternatives are identified and

selected the position shifts, in that the MiniStry as repre-
sented by the Minister and EPADEC, and to a lesser extent

the National Curriculum Development Council is expected to

make this decision work. A Ministry official expressed it
this way,

on this question of the quantity, there is very
little influence which Ministry Administrators will
have. The point at which they might have any influ-
ence though, is of the size of the institution . . .
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we will accept the political decision that it
should be in comprehensive schools, but that
we will insist that the school to be a manage-
able unit, should not have more than, and in
our instance we put, 1200 pupils.
At the level of identifying means and evaluating alternatives,
the political input is seen only through the Minister working
with Ministry staff. It is at this level where objectives
have become more specific that professional groups tend to
take over, hence the growing visibility of officials of the
Ministry, Specialists and Governing Bodies which are charged
with overseeing the programmes of the schools they represent.
While the political input was greatest early in the
process when goals were selected, the professional input is
~greatest later in the process when the actual designing and
carrying out of field activities occur. Perhaps the
National Curriculum Development Council is the most visible
actor during this phase. Specialists from time to time are
as visible but these change as the project emphasis changes.
International agencies are fairly visible at this stage as
they provide funds, and regularly, experts as well. It is
significant that interest groups both within and outside of
the system seem to enjoy only a minimum of visibility. It
may be that because planning is government-centred, such
groups find it difficult to get their ideas through as they
are not a part of the political machinery which is paramount
during the early phase nor of the profesSional machinery

which seems to take over during the later phases.

37L.G. Atherley, Personal Interview, November 18, 1974.
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Theoretically, all the actors identified in Figure 5.1
may initiate or be involved in initiating the planning process,
though in fact only a very few are involved at this stage. 1In
fact, what happens to ény idea, issue or problem will depend
largely on its acceptance by Cabinet which will through the
Minister of Education issue instructions to the Ministry. The
Ministry will then be responsible for "translating these into
action, clothing them with flesh and pouring blood into their

n38 It may make use of certain specialists from the

veins.
budgetary, statistical, building, sports or legal drafting
division in order to facilitate the effort of analysing
issues, gathering data or férmulating plans. Sometimes it
may go further afield and make use of foreign specialists to
do some or all of these jobs. After this, members of EPADEC
will produce a plan which may then be passed on to interest
groups mainly of type A. Their opinions will more or less be
solicited in the case of major issues. Consultation of type B
interest groups is rather recent and seems to depend on whether
the issue appears likely to stir up some controversy. At this
point, the plan is returned to EPADEC for modification and
final ministerial sanction before being sent to the legis-
lature for legal approval, budgetary consideration or final
promulgation.

The last stage of the process is the implementation

of the plan. This requires the resources of the ministry,

38R.O. Jordan, Senior Assistant Secretary, Ministry
of Education, October 14, 1975.
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sometimes through the rules and regulations which the Minister
has to devise to facilitate the implementation of the plan or
sometimes through the involvement of ministry staff with school
personnel who operationalize the plan in the classroom setting.
It should be noted however that this process can be
aborted at any one of the stages. This occurs for several
reasons. Some plans are just meant to attract external
financial aid and therefore remain shelved when this objec-
tive is accomplished. Other plans run into such opposition
that the government may deem it prudent not to carry through
with them. A case in 1969 exemplifies this. The government
had decided as a matter of policy to restructure secondary
education at the sixth form level. A ministry official
summed up the case as follows:
It seemed that it would be more economical and

would offer better opportunities; almost everything
ir. in terms of educational quality could be gained by

having sixth forms or the final years of our second-

ary schools housed together in one site to have

students educated there. Now this would have

called for the removal of the top forms from two

of the most prestigious institutions in the com-

munity. The upshot was that past pupils of these

schools, together with what was obviously a ploy

of the opposition group, joining the opposition

to the government was sufficient to produce a

change in policy, in this instance a compromise

which allowed for maintaining the final forms in

these prestigious institutions along with a

development of 6th form teaching in a separate

institution.
Any other stage could prove abortive. If for example, the
Cabinet does not legitimate an idea, if public opposition is

too strong, if the legislature does not approve or withholds

391.6. Altherley, Personal Interview, November 18, 1974.
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funds, the process will be aborted.
SUMMARY

This chapter has outlined educational policy in
Barbados, explaining what the stated objectives of educational
planning are. It has shown that there is an identifiable
institutional structure for planning, has pointed out the
actors in the planning process and examined the phases at
which these are visible;" It has also shown that planning as
a government-based activity has a very heavy_political input
at the phase of identifying»needs and establishing goals and
objectives and a heavy professional input during the phases
of identifying means and evaluating alternatives and of
designing and carrying ouﬁ activities. The Minister is
visible at every phase of the process while interest groups
tend only to play the role of "reactors", being just visible
at the early and late phases of planning as they react to
initial proposals of policy or to plans for implementation.
Any group of actors may initiate the planning process, which
can be aborted at any stage. Thé final outcome of any plan
depends in large measure on its acceptance by Cabinet and

‘ratification by the legislature.




CHAPTER 6

THE LEGAL FRAMEWORK OF EDUCATIONAL
PLANNING IN BARBADOS

There has been widespread agreementl that though
-~ the specific legal means by which educational planning is
initiated and its institutional framework established varies
from country to country, eduéational planning requires a
fairly specific legal framework. Governments must give
attention to reshaping the legal system to fit the new shape
that education itself must take, especially in developing
countries. This generally requires a concentration of power
sufficient to secure orderly growth, to prevent unco-ordinated
~growth and to control the systém. The purpose of this chapter
is to describe the legal framework of educational planning in
Barbados. It describes the powers to control the system, the
powers to plan the system as planners would like it to be and
the means by which educational planning may be reviewed in

Barbados.
POWERS TO CONTROL

The schematic framework for education in Barbados is

lsee G.C.Ruscoe, The Conditions for Success in Educa-
tional Planning. Unesco: Fundamentals of Educational planning
series-12, 1969, Adam Curle, Educational Strategy for
'Developing Societies, Tavistock, 1973, and Colin Leys (ed.)
Politics and Change in Developing Countries. Cambridge Univ.
Press, 1969. :

146
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encompassed in the Education Act of 1890 as amended from time
to time. That Act contemplated three stages of education and
established rigid distinctions between the stages and even
within stages, where for example, at the secondary level there
is a clear division between first grade and second grade
schools. Section 31 gave the Education Board power to esta-
blish second grade schools. It reads as follows:

The Education Board shall have power, and they
are hereby required, to frame schemes for the estab-
lishment, either concurrently or from time to time,
of second grade schools. 2
The Board also has power to determine what schools were to be
first grade schools as the following section indicates,
. + + and the said Board shall determine what
schools shall be schools of the first grade, and
'shall define the functions and powers of the
governing bodies of all such schools.3
One outcome of this structure was the establishment of differ-
ences within the second stage of education. First grade schools
were thus reserved for the privileged class and were differen-
tiated from the second grade schools by the kind of staff

recruited, the funds allotted, facilities provided and most

of all by the rewards which were available to its graduates.4

2Education Act, op. cit., 31.

31pid., 39.

4It was customary to recruit senior staff from England.
Headmasters and Headmistresses were always graduates of English
Universities. The first local appointment to such a position
did not occur until the late 1960's. It should be pointed out
also that only graduates from one of the three first grade
schools - one was reserved for girls - could gain university
entrance requirements.
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This proved an effective wéy to perpetuate the type of
stratification system which existed.5
This type of disjointed approach is evident in the
kind of controls which the Act created. It did not provide
a co-ordinated system but rather a many-faceted approach
depending on the stage or type of education being offered.
Though it established an Education Board
authorised and empowered to make rules and
regulations for all matters and things connected
with the educational service of the coiony,
it set up individual committees for each school. The elemen—
tary schools, for example, were controlled by school committees
headed by the local church minister and composed of two other
members with power both to hire and fire "subjéct to approval
by, and a right to appeal to the Education Board,"7 and "to

8 This

train school masters, pupil teachers and mistresses."
meant in effect that the power of the Church to control these
schools was paramount, that eVery school was, as it were,
autonomous and that there was little or no co-ordination
throughout the elementary system. The growth of elementary
schools therefore depended on the goodwill of the Church. This

in effect limited educational expansion and curriculum develop-

ment, since both the Church's funds and its curriculum were

5See Chapter 4 above.

6Education Act 1890. op. cit., Cap. LXV 9.

T1pida., 21.

8Ibid., 27.
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limited. Cruikshank in an analysis of Church involvement in

education in the colonies remarked that generally

reading, writing and arithmetic, with a very
imperfect acquaintance with the principles of the
Christian religion, constituted the full extent of
| the school education.?

A further complication to the problem of co-ordination and
control can be found in the number of competing Church
organizations involved in education at this time. The main
ones which can be identified at this period were the Anglicans,

Wesleyans, Moravians and later the Catholics.lo

Such a state of affairs remained in force until the
Education (Amendment) Act (1943-3). Section 7 from this
Amendment reads as follows:

- : Where by virtue of any provision of the Principal
Act or of any Act amending the same, power or author-
ity is conferred on the Education Board established
under the Principal Act to make rules or regulations
or to frame schemes or to alter, amend, add to or
annul such rules, regulations or schemes, such
provision shall be construed as if such power or
authority had been conferred upon the Director of
Education.

To strengthen the Director's power of control, the status of

the Education Board was reduced to that of a consultative

body. At the same time all elementary teachers became eiwil
servants, giving the Department of Education the responsibility

for the hiring, paying and allocation of all personnel in

elementary schools. This gave the Department greater means

9Quoted in Philip Foster, op. cit., p. 53.

lOSee Ministry of Education Report, 1967-1968, p. 2.
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of control and permitted some degree of co-ordination at the
elementary stage though it did not remove the dual system of
control by Church and government.

It is clear that the Act itself provided neither for

co-ordination throughout this stage nor for co?ordination with
other stages specified in the Act. The secondary level had
similar shortcomings. There were two types of secondary
schools stipulated in the Act. The Education Board was

empowered by the Act to create schemes for the establishment

of first and second grade schools. However, control of the
schools was turned over to Governing Bodies. Section 35
establishing second grade schools reads as follows:

The Education Board has power to call on Governing
Bodies of such schools to frame statutes and rules for
the good government and regulation of such schools and
the said Governing Body shall from time to time alter,
add to, or rescind the same, and such original, added
or altered statutes and rules shall in all casei be
subject to the approval of the Education Board.

Section 39 gave the Education Board similar powers for first
~grade schools to

call upon the Governing Bodies by requisition in’
writing from time to time to frame Statutes, Orders
and Rules for the discipline, government and course
of instruction of such schools, as far as may be in
conformity with the reporf and recommendations of
the Education Commission.

Seven governing bodies, each with responsibility for

the hiring, paying and recruiting of teachers as well as for

llEducation (Amendment) Act 1943-3. 35.

121pia., 39.
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the development of curriculum were thus established in seven
secondary schools catering to a total of approximately 600

13 Each governing body was autonomous and had little

pupils.
or no relationship with one another. This presented special
problems of control and management of the system, and in
effect allowed the first grade schools to dominate in areas
of recruitment of staff and pupils, as well as in acgquiring
resources.

Legally no substantial or fundamental changes have
occurred in the 1890 Act, but some political changes brought
with them changes of power to control the system. When
ministerial government was introduced in the early 1950's,
the power conferred on the Director of Education quietly
passed to the Minister of Education. The Legislative
Assembly in 1954 in a memorandum to the then Governor,

Sir Alfred Savage, explained how Ministers would function:

As a corollary to this, it is our considered
judgment that the Governor in all matters of legis-
lative policy respecting internal affairs must as a
matter of constitutional convention accept the advice
of his ministers.

The Ministers who would operate under party con-
vention, would become responsible for the formulation
of government policy, for propounding it in Executive
Committee and in the House of Assembly, and for seeing
that it was carried out by the administration.

The Minister was therefore able to exert a greater degree of

control than was possible before since he could through his

13See Mitchinson Commission Report 1876.

14Debates - House of Assembly - Session 1953-54,
Vols. 1 & 2, p. 462,
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inspectors make suggestions or even direct the policy of the
Governing Bodies. At the same time all elementary policy
came under the aegis of the Minister, thereby allowing a
measure of control which did not exist before.

In spite of this however, the law governing education
left growth of elementary schools to the goodwill of the
Church, created sectional growth within levels and gave control
of the system to the Church and to the Governing Bodies. By
making elementary teachers civil servants and leaving secon-
dary teachers under the control of the governing bodies, the
Act did not provide for effective central control for co-
ordination, allocation, or training of manpower resources.
What is more important, it provided no adequate controls to
deal with possible breakdown or default, thus making it
difficult for planners to effect meaningful change within

this established legal framework.
POWERS TO PLAN

So far the powers to control the system have been
examined. Governments however also require powers to plan
the system in anticipation of changes, or as a means of
creating or responding to changes in the society. The 1890
Education Act made no reference to planning, but placed
certain duties upon the Education Board. For elementary
schools the Board had a duty

to make rules and regulations for the good

~government of the public elementary schools; for
the subjects to be taught, and the course and order
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of study in such schools . . .
In the case of the secondary schools, the law was more specific:
In framing such scheme as aforesaid, the Education
Board shall make due provision that instruction be
given not only in the English and Classical Languages
and Literature and in Mathematics but also in the
French Language and in .the elements of one or more
of the Natural Sciences, and, when practible, in
the German Language. They shall also provide that
in one First Grade School at least, arrangements
be made so as to secure a thorough and solid education
for such boys as may_require a modern in lieu of a
classical education.
This in no way prescribed a role of planning for the Education
Board, but merely directed it to provide certain courses of
study, again leaving first grade schools with distinct advan-
tages in terms of course offerings.
Three events have altered such a state of affairs;
the creation of a ministry of education under the control of
a Minister, the launching of #he National Curriculum Develop-
ment Council and the forming of the Educational Planning and
Development Committee. Under the Constitution of Barbados,
the Minister of Education is charged with the responsibility
for all matters pertaining to Education, and for the execution

of the Government's educational policy.17

The current law
~governing education places no duty on the Minister to provide
education for the people nor to make plans for educational

development; nor does it place any constraints on him. He

15Education Act, op. cit.
161pid., 40.

l7The Barbados Independence Order 1966, 72-(1).
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has no statutory powers to plan, but derives his powers from
the delegated authority which permits him to make regulations
pertaining to the education system on matters ranging from
curriculum outlines to conditions for school enrolment.

In the exercise of hié responsibility as Minister, he
is assisted by two committees, the National Curriculum Develop-
ment Council and the Educational Planning and Development
Committee. The N.C.D.C. has the specific job of reviewing
existing cmrriculé, advising the Minister on subjects to be
taught and the time to be allocated to the subjects, making
recommendations to the Minister, and reviewing the work of
Curriculum Subject Committees, while EPADEC is used as a
forum where new policies are discussed, planning papers
presented and efforts made to restructure plans. It is
obvious therefore that though the Minister is not required
by law to make plans for education, he does count this among
his functions, using the power deriving from his delegated
authority qua Minister.

He is not the only one however who exercises powers to
plan in education. We have noted above what powers of control
are exercised by Governing Bodies. They in fact also possess
some powers to plan. This is a power granted by the Education
Act of 1890 which permits them to plan for their individual
schools. This in effect opens the possibility of having
duplication of various sorts, since historically and tradi-
tionally each school has always plotted its own course and

since the law itself makes distinctions in the type of school.
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Though the Governing Bodies acknowledge the Minister as the
ultimate authority in education and seek his approval for any

major changes, it is clear that the absence of a legal clari-

fication of the powers to plan deprives the government of the

room for initiative to promote educational development at
every level and of kthe balance between a strong central power

and local endeavour in the form of Governing Bodies.

THE REVIEW OF EDUCATIONAL PLANNING

Where the law has defined and limited the powers,
rights and duties of those participating in the educational
planning process, penalties for stepping beyond assigned
limits or for failing to perform a duty are_generally built
into the law in the case of voluntary bodies or private

individuals. Where government is involved, review or redress

is possible in the legislative assembly or in the courts.

Legislative Review

One potentially effective means of reviewing educa-

tional plans and policy at present is through the House of

Assembly and the Senate where members of the opposition and
of the ruling party get an opportunity to express their

opinion on the state of education and on what is or is not

being done in the field of education. The House has the
opportunity to refuse financial appropriations, or to reduce
the amount of money redquested. Generally speaking, though,

this is seldom done since the ruling party can count on its
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numerical superiority to carry through its bills; but strong
pressure from opposition members has sometimes forced changes.
In 1952 when the Director of Education still had responsibility
for educational policy, an attack launched on the policies of
Age-grouping, superannuation and teacher training resulted in
a change of policy. Speaking in the debate on the estimates
for 1951-52 the Hon. D. D. Garner suggested that the House
ought to cut the allotment for education:

When it comes to the Department of Education, we
are practically throwing away money . . . The fault
is not so much with the teachers; but the methods
which they have to carry out in the schools are not
workable. Age grouping in these schools should be
stopped at once. Can we countenance that state of
affairs when we are spending so much money on
education? I condemn and protest agalnst the
continuance of this system of age grouping and
superannuation in our schools. I ask fellow
members to call a halt to this vicious system;

we want the children to get education for the
money which we are spending.

On this occasion several members spoke out against the system
of age grouping. Dr. H. Cummins summed up the debate as
follows:
It is evident from the expression of opinion

here tonight that age grouping will have to be

abandoned. It is the will of the people through

their representatives.
The amount of the allotment was not reduced, but the policy
was changed and efforts were made to re-organize the system.

Despite the fact that the ruling party has the force

of numbers, legislative review is more than a formality as

18pepates - House of Assembly - Session 1951/52.
Vol. 2, pp. 659-660.

191pid., p. 679.
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the actual allotment of funds and the conditions for use
depend on annual and periodic legislation in the form of
Appropriation Acts. This forces the Minister and the

~government to explain and defend their plans and policy

in education, making them accountable.

20

Review

This is carried out by administrative bodies or
representatives of these bodies. The highest and most
powerful one is the Cabinet, headed by the prime minister.
The Barbados Independence Order 1966 assigned the following
function to the Cabinet:

The Cabinet shall be the principal instrument of
policy and shall be charged with the general direction
and control of the government of Barbados and shall be
collectively responsible therefor to Parliament.2

As a member of the Cabinet, the Minister of Education has a
collective responsibility to submit the plans prepared by

the education sector in the form of proposals for. education

to the general planning committee of the Cabinet. Educational
plans are then reviewed when all sectors are brought together

for discussion of the general plan. In this kind of review,

the needs of the education sector are seen in relationship

onere the reference is not to the sort of informal
review which may arise from the complaint of an individual
but to the formal review by an established administrative
body whether this is done as part of its function or as a
result of a complaint which could be reviewed by the courts.

2‘]'Th‘e'B‘a‘r’b’a’d‘o’s‘'I'n'cil‘ep'e'n'd'e‘n’c'e‘‘O’J:"cil‘er, op. cit., 64-(2).
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desirable, some plans may be rejected if the costs are
greater than the island's capabilities. All major educa-
tional plans are therefore subject to review by the Cabinet.

It was noted above that Governing Bodies have respon-
sibility for most of the planning for their schools. It is
the Ministry however through the newly-formed EPADEC that
will review plans. As the top policy planning body in the
Ministry, EPADEC reviews proposals, developments, improvements
and policies coming from the Governing Bodies as well as from
within the Ministry. This generally occurs when funding is
involved. Where the emphasis is placed on curricular matters,
review will be done by the National Curriculum Council, while
the Education Board will review plans for administration as

well as for extension of the system.

Judicial Review

In Barbados where the law places no express duty on
the Minister to provide education or to plan educational
development, there is no record of any legal challenge to
the government's policy or plans in education. In fact, the
right of appeal to the courts for redress has seldom been
used in the Caribbean and not at all in Barbados, where
appeals have been confined to personal appeals to the Minister
or to top ranking civil servants. Individuals might appeal to
the Minister if they felt that lower officials or a Governing
Body has administered or is administering some aspect of

educational policy poorly. The Minister, after investigation,
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provided that he is satisfied that the officials or the
Governing Body has failed to discharge a duty or has acted

unreasonably, will give directions as he sees fit. This type

of redress or review however touches more upon the adminis-

tration than the planning of education.

The fact that the courts have not been called upon
to play a role in reviewing educational planning is not sur-
prising. In the first place educational planning is a rather

recent phenomenon in the island; secondly, courts are generally

called upon to render decisions when a dispute arises over the
‘application or meaning of the law, or to determine whether
provisions of the statutes have been carried out; they do not
however review on merit;22 thirdly in Barbados under the exist-
ing Act it would be extremely difficult for an individual to
establish a cause of action since he could not show that some
wrong had been done or that some fundamental right had been
denied because of any particular aspect of the government's

educational policy or plan; and finally, Barbadian society is

not very litigious, a characteristic they seem to share with
23

colonies formerly governed by Great Britain.
One may conclude therefore that review of educational

plans dépends on the nature of the plan. If large funds are

22'I'_he court will not pass judgment on whether an act
‘or plan is good or bad or whether the planning body acted
rightly or wrongly, but only whether it was empowered by
t%edlgy to perform or initiate some activity (in the way in which
i id). : ; ‘
This is exemplified by the lack of court challenges
in both the African and South Asian countries.
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being requested, the plan or proposal will be subject both

to legislative and administrative review, administrative
review by EPADEC and the Cabinet in order to determine how
feasible the plan is in view of available funds, and legis-
lative review before funds are finally allocated. Strictly
curricular matters will be left to internal committees of

the Ministry and administrative plans will sometimes be passed

on to the Education Board for review.
SUMMARY

The Barbados Education Act 1890 established the
schematic framework for Education in Barbados. Though amended
from time to time, it did not undergo any fundamental changes.
It created three levels of education and provided for various
means of control at various levels. At the elementary level,
it confirmed the power of the Church to control the schools,
leaving the government a miner role. At the secondary level,
it established first and second grade schools and passed
control over to Governing Bodies which were usually receptive
to the Church's views. In terms of control, the law left
~growth of elementary schools to the goodwill of the Church
and the Governing Bodies and did not provide for central
control for co-ordination, allocation or training of man-
power resources; nor did it provide adequate controls to deal
with possible breakdown or default.

The law governing education in Barbados has not pre-

scribed a role of planning for the minister of education, but
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does prescribe a regulatory function for Governing Bodies.
The Minister, through the Constitution, counts the power to
plan among his exercisable powers, and has created some
administrative bodies namely, the National Curriculum
Development Committee and the Educational Planning and
Development Committee to facilitate his planning function.
Governing Bodies generally make plans for their schools but
will seek approval for any major changes which they propose.

Since in Barbados the law places no express duty on
the Minister to provide education for the people or to plah
educational development, there is little scope for judicial
review of planning or policy. Review is therefore left to the
legislature and certain administrative bodies. Administrative
review is designed to determine how feasible the plan is in
relation to the funds available and to other system constraints,
while legislative review performs an information function in
that the public gets to know of plans when the Minister is
forced to defend them before the House of Assembly in order
to secure the funds necessary for their implementation.
Review of strictly curricular and administrative plans are
left to internal committees of the Ministry.

There are three major points which emerge from the
legal framework outlined above. The first is that the 1890
Act has established_an unco-ordinated system with no adequate
controls to deal with possible breakdown or default, given
the dual system of control; the second lies in the fact that

the Minister is given no duty to plan for educational
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development. His powers are vast and undefined in that they

24 a fact which

are 'permissive' rather than 'imperative',
nullifies the possibility of judicial review; the third is

the need for a new Act which would clarify the powers to

plan, and allow the government room and ease to promote educa-
tional development at every level. This would create a sense
of balance between a strong central power and the Governing

Bodies, and would allow planners to effect meaningful change

within the framework of the law.

24The term "permissive" implies that any power the
minister uses is discretionary where he can do or refrain
from doing a certain thing; "imperative" on the other hand
is explicit in that it is a duty which the minister is
obligated by law to perform.




CHAPTER 7

SUMMARY, ISSUES AND CONCLUSIONS,
AND RECOMMENDATIONS

Increase in the demand for education in developing
countries with British traditions has necessitated a widening
of the educational system and a change in its objectives.
Educational planning is being seen as the means of fitting
changes into an educational pélicy designéd to bring about
educational progress and national development. This study
was based on the premise that an understanding of the social,
institutional and legal frameworks of education is significant
for educational planning. Seven questions guided the study;
two were directed at the general context of the study, that
is, developing countries with British traditions, and were
concerned with their social, institutional and legal frame-
works; five questions were directed at the specific context
of the study, namely, Barbados. The questions were concerned
with the social, historical, institutional and lééal frame-
works, and with policy issues and the planning process. This
chapter gives a summary of the findings, outlines issues and
conclusions and makes a nuﬁber of recommendations for practice

and for further study.
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SUMMARY

Descriptive Framework

As a means of guiding the collection of data and
subsequent discussion, a framework was devised outlining
what occurs in educational planning. Though there is no
~general agreement on a definition of educational planning,
it is generally agreed that educational planning is an itera-
tive process involving three distinct phases. These were
represented as (1) identifying needs and establishing goals,
(2) reviewing and selecting alternatives and (3) implementing
plans and (where necessary) promulgation into law. Its main
purposeé were considered as efficiency, rational action and
change, and its characteristics wére identified as policy-
orientation, exercise of choice, comprehensiveness, achieve-
ment of ends and orientation to the future.

The sacial, instiﬁutional and legal frameworks were
considered as three major variables of educational planning.
It was pointed out that effective planning will be %ocalized
to its,social milieu and that the social context of education
is of extreme importance to educational planning. Within this
context, the functions of education in devéloping countries
were grouped into-four categories: (1) as a major instrument
of social change, (2) as an important social service, (3) as
a major instrument of rational income distribution policy, and

(4) as a manpower industry.

The institutional framework as the second major variable
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was described as the relationships among the various agencies,
institutions or physical persons involved in the planning
process. The significance of the institutional framework
lies in the fact that the relationship of actors in the plan-
ning process to each other affects policy, the manner of plan-
ning and the implementation of the plan.

The third variable outlined was the law. This was
viewed as a combination of legislation and judicial decisions.
The substantive nature of the law was shown to be significant
for educational planning in that it gives guidelines, assigns
‘limits or duties and serves a review function for educational
planning.

The Experience of Developing Countries
with British Traditions

The Social context. The cultural history of these

countries and the structure of their societies have been major
influences in the acceptance of change and in the planning of
education. The multiplicity of languages raises the problem of
communication at the intra-regional and national levels. Rapid
~growth of urban society has been disruptive of the more tradi-
tional patterns of life which now tends to stress 'achieved'
rather than 'ascribed' status. Demand for education has
increased and efforts tb achieve high status through education
have put the educational systems and planning structures under
heavy strain. Independence brought a rejection of the colonial
past and a thrust for 'social justice' which is interpreted by

the political leaders as instant educational diffusion and
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equality of opportunity.

The institutional context. Educational planning in

these countries is government dominated and there is little
or no participation by citizens. Most countries have their
educational planning units located in the Ministries of
Education and allow regional boaxrds some measure of planning.
Generally speaking, however, two patterns were visible; in
countries like Tanzania and Pakistan where a man-power plan-
ning approach has been adopted, educational planning is
approached as a part of the over-all planning process, but
in other countries like those of the Caribbean, for example,
where thére i1s no man-power planning, the Ministry of Educa-
tion is responsible for educational planning. Whatever the
approach, however, the structure of educational planning in
these countries is government dominated.

The legal context. Governments did not at first

recognize education in the law, but have now taken an active
role in the planning of education. Some countries now have

an imposed duty to plan for and provide education for their
people; others through a delegated authority operaté as though
this were their legal duty. All, however, with a legal frame-
work inherited from British colonial rule and designed for
pre-independence goals, have faced the problem of dual

control of educational planning and administration by Church
and government. Though the forms of control, the powers of
planning and the means of redress vary from country to country,

all countries have tended to base their legislation on British
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ordinances. Vastly changed social, political and economic
circumstances have shown the shortcomings of past legislation
which established a system of control by Church and Government.
Review is generally the responsibility of the minister and
redress follows the custom of appeal to a government official

or to the minister.

The Case of Barbados

Historical context. The historical antecedents to

educational planning in Barbados were examined in terms of

the socio-political forces which influenced educational
development. Barbados after colonization established a
sutcessful plantation economy based on sugar and slave labour.
This nurtured a rigid class system and restricted schooling

to the upper classes until just before emancipation. During
this time government provided some financial aid but did not
place upon itself any duty or obligation &o provide education.
In 1890 a schematic framework for education, clearly outlining
what kind of educational system the island was to have, was
introduced. This framework translated the rigid distinctions
in the society into the educational system, resulting in an
unco-ordinated system stressing differences between types of
education as well as differences within stages. Independence
brought greater commitment to education and government promoted
a widening of educational opportunities and an institutional
framework for educational planning. In spite of this, educa-

tional planning still has to contend with the rigidity of a
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highly stratified class system reinforced by deeply-rooted

attitudes which have acted as brakes to educational change.

Policy issues. Educational policy issues in Barbados

seem to be associated with the objectives of educational plan-
ning. Viewed in this light, issues centered on the promotion
of nationalism, co-operation and consolidation of the family
~group, wider and more effective participation in education,
flexibility of the system, relevant education, training citi-
zens to be efficient and efficiency of the system. Promotion
of nationalism was manifested in efforts to create a national
identity and unity by weakening the traditional affiliation
Barbados had always felt with Britain. Co-operation and
consolidétion of the fémily'group was approached through the
use of the schools as a means of negating ﬁncertainty and
ambivalence of attitudes to family ties and relétionships;
To bring about wider and more effective participation,
measures were taken to increase numerical enrolment and to
remove the inequalities which persist in educational partici-
pation. These inequalities'wefe evident in the provision of
a type of secondary education which reinforced patterhs of
lite education and social stfatification. They were also
manifested in the extent of provision of secondary education
for girls and for rural children as well as in the manner of
allocation of school places for secondary schools.
Flexibility of the system is closely allied to the
issue of wider participation and is seen mostly in terms of

4 expansion of the system. Government made the decision to
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concentrate expansion of secondary education in comprehensive

schools which would cater for children of all types of ability

and would incorporate both academic and vocational streams.
There has however been a problem of acceptance. The public
demand seemed to have been for grammar rather than compre-
hensive schools as grammar schools were seen as the most
effective means of social mobility, and the comprehensive
schools as generally closing such avenues.

The issue of relévant education touched on matters
of curriculum, textbooks and examinations. It was somewhat
aggravated by socio-economic and political changes and by
the changing composition of the school population which has
not ohly become more varied but also is spending more time
at school. Questions are therefore being raised about what
was being taught and why. A National Curriculum Development
Committee has been created to examine this area of policy in
order to release the schools' curricula from domination by
overseas examinations and the concomitant appendages.

Training citizens to be efficient was another issue.
The growth of the tourist industry and the emergence of small

industries after independence created a need for certain

technical skills which were not then catered for in the system.

The government therefore introduced technical education in a

number of facilities in the hope of producing citizens skilled

enough to be useful in economic life.

The final identifiable policy issue stemmed from

efforts to make the system efficient. The fact that education
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receives more financial support than any other item has forced
many people to question the efficiency of the system. The
debate focussed on the duplication of facilities, the costs
of buildings and the manner in which projects are implemented.
All the policy issues outlined above combined to form the
central concern of a policy of building the 'Just Society'

through educational planning.

The Structure and Planning Process

Educational planning was shown to be a government-
based activity with an identifiable struéture. Most activity
is centered in the Ministry of Education, headed by the
M@nister of education. He is assisted by EPADEC, the Education
Planning and Develdpment Committee. The members of EPADEC are
all drawn from the ranks of senior officials of the Ministry.
The National Curriculum Development Committee also located in
the Ministry has responsibility for matters of curriculumn.
Outside the Ministry, there are Governing Bodies appointed by
the government to oversee matters in the schools. Two types
of specialists were identified in the planning process; those
who are part of the ministry staff and those from international
agencies who are brought in from time to.time to help with
certain problems. Not many of the former aré employed and
their status is lew. Interest groups identified were the
Teachérs' Unions, the Parent-teacher associations and the
Barbados Junior Chamber of Commerce and Lions' Club.

In terms of the process, there is a very heavy political

-
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input at the phase of identifying needs and establishing goals
and objectives, and a heavy professional input during the phase
of evaluating alternatives and of designing and carrying out
field activities. The Minister is the most visible actor in
the planning process. Interest groups tend to play the role
of 'reactors', being visible only as they react to initial
proposals of policy or to plans for implementation. Just as
any group of actors or combination of actors might be respon-
sible for initiating the planning process, the process can
be aborted at any stage. What happens to any idea, issue or
problem will depend largely on its acdeptance by the Cabinet

and on the legitimacy accorded the initiating actor.

The Legal Framework

The education system in Barbados was established by the
1890 Education Act which created three levels of education and
provided for various means of control at various levels. At
the elementary level it confirmed the power of the Church to
control the schoolé; at the secondary level it established
first and second grade schools and passed control over to
Governing Bodies. There was no provision made for adequate
controls bf possible breakdown or default at either level. No
role of planning was prescribed for the Minister who enjoys
vast undefined powers. He, however, through the Constitution
counts the power to plan among his exercisable powers énd has
created some administrative bodies to help him in his planning

function. BReview of planning is carried out only at the admin-

istrative or legislative levels; no judicial review has occurred
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up to this point, mainly because redress has been handled

through the custom of appeals to the Minister or to senior

education officials.

ISSUES AND CONCLUSIONS

The issues and conclusions associated with educational
planning in developing countries with British traditions are
discussed in the general context of developing countries as

well as the more specific context of Barbados and are related

to the social, institutional and legal frameworks as outlined

in the descriptive framework in Chapter 2.

Developing Countries

Social context. Developing countries have to cope

with the probiem of cultural variation. Some groups are

tradition-oriented, while others emphasize values associated

with medern societies. One consequence is the break-up of

original primary groups and the emergence of new social rela-

tions. Appeal to kin and caste no longer functions as a

powerful instrument for reinforcing traditional patterns, and

traditional status and economic functions are no longer well-
defined. The resulting changes have implications for educa-

tional planning. Under the traditional system, the policy

. /oL, .
was to provide an elitist type of education patterned after
the English grammar school system. Changes in attitudes to
education and in the basic value structures are forcing

educational planners to :re—examine: such policy. The question
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is, how do we redefine the role of traditional leaders in
education and build institutional structures that reflect
what the planning is intended to be for the nation as a whole?

Another issue which emerges is that of language.
There exists in these countries a plethora of languages and
dialects. 1In Africa, there are over 800 languages spoken;
in India, there are 14 major languages and in Pakistan there
are more than 30 languages spoken. The problem lies in the
fact that several of these languages serve only a fraction
of the respective populations and that most social, political
and educational issues depend upon the satisfactory solution
to the language problem. The issue therefore hinges around
both the choice of a common means of communication beyond
the local level and the use of the school as an effective
medium for the development of a common national language or
languages.

Changing attitudes to traditional society have led
to greater social demands for education and greater pressure
to provide education for more people. Thrusts for 'social
justice' interpreted as equality of educational opportunity
have increased efforts at educational diffusion and have
brought to light the imbalance of education provision between
rural and urban areas and over different segments in the
community. It has been shown in Chapter 3 that the various
agencies which were involved in education had different
objectives in mind, none of which was consonant with those

of the natives themselves. Parents in the colonies were not
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particularly interested in religion or even in European culture,

but rather viewed the schools as "a means of maximizing their
children's opportunities within the emergent occupational and
prestige structure’.’"l Parents also had a particular type of
institution in mind, namely the grammar school since tangible
evidence of its sueccess was at hand in the prestige enjoyed by
its graduates. The pvoblem facing educational planners involves
not merely how to extend numerical participation but also how
much education and what type of education. It must be borne

in mind that developing countries have neither the capacity

to provide education beyond the minimum for all children nor

the means to absorb all graduates in gainful employment.

Institutional context. One of the major objectives

which developing countries with British traditions have set
themselves is that of extending educational opportunity to
~greater numbers. Adoption of a scheme of educational diffu-
sion, however, requires some modification of the old patterns
of planning and administration. In the past, direction and
planning of education were left in the hands of the local
church organizations and local boards, each having complete
control of individual schools. This policy where government
gave the major responsibility for education to the Church was
adequate when the goals of education were narrow and the
demand for education was not great. It is impossible now
for the church to carry out the expansion of educational

facilities required for this task. Furthermore, it is

lFoster, op. cit., p. 104.
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doubtful whether the o0ld policies of individual local boards
can produce the kind of system which the new goals suggest,
for as outlined above,2 co-ordination, co-operation and com-
munication were at a minimum in the old system. A question
therefore arises as to the role of the Church within educa-
tional policy, given the objectives which developing countries
have set themselves.

The question of the composition of local boards is
another issue closely related to the last issue. One weakness
of the local boards can be found in their structure; people
who sat on the boards were generally people from the €hurch
or were people employed by the Department of education.

Little 'non-official' opinion was included on the boards, and
planning sessions became a mere extension of office hours,

3 The

varied by the hiring of staff or allocation of funds.
problem which education planners face is how to structure local
boards to increase their effectiveness and yet allow room for

co-ordination of the entire system.

Legal context. Generally speaking, most of the countries

examined in this study have adopted a form of dual control of
their educational system: secondary schools have been entrusted
to governing bodies while primary education falls within the
jurisdiction of local authorities or, in some cases, the

Ministry of Education. This type of arrangement iS?patterned

2See Chapter 3 above.

3See Lewis, L.J. Educational Policy and Practice.

p. 92.
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after the British system. It is doubtful whether it is the
most suitable arrangement for these developing countries which
cannot boast the educational stability or the achievement of
Britain. The question which emerges is, how much responsi-
bility must the government delegate te governing bodies in
return for their help in running the schools. The key is to
allow local bodies to carry out:their functions effectively
while maintaining some form of central control and co-ordina-
tion.

Another emergent issue relates to the Church. The
initial responsibility for education in developing countries
was exercised by the Church. This was fully recognized by
governments which sought its continued activity in the
extension of edﬁcation. That role of the Church is now
being seen as inappropriate. Most governments however have
not resolved the question, and sometimes find themselves
hamstrung by.the necessity for dialogue with the Church
when new targets are being planned. It is a question there-
fore, of what role is to be assigned to the Church in the
planning and administration of education.

One final point may be noted. The fact that goals
which the system pursued before independence have given way
to a new set of goals, and that government activity has now
superseded the efforts of private foundations, suggests that
any constructed framework of controls be responsive to the
detailed planning and direction of governments. Most govern-

ments up to now have not been specific in terms of the powers
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or controls of planning, but operate on the basis of custom
through administrative. directives. Two important tasks remain
for educational planners; to examine in terms of their national
~goals and aspirations the legal framework which they inherit,
" and to ensure that the law provides a co-ordinated system of

powers of control.

Barbados

Social context. Barbados like other developing count-

rées, has had to face the problem of increasing social demand
‘for education especially at the secondary level. Secondary
education was regarded as a means of social mobility. Since
however there was not a place for every child, the Common
Entrance Examination was instituted as a means of allocating
the limited school places. This process of selection has
come under increasing criticism for a number of reasons.
Some argue that it places too great a strain on the 11 year
old child and his parents; others argue that it does nothing
more than maintain the dominance of the older grammar schools
and the old patterns of social stratification in that
it is culturally loaded and the child from a
culturally advantaged home has a far better opportunity
of getting a place in a prestige school than one who is

not from such a home and has not had a chance to go to
a private preparatory school, where his advantages4

4Prlvate primary schools tend to be expert in coaching
pupils for the entrance examinations and keep a nucleus of
staff to do the job. They are clear about their purposes
and do not have to contend with the large numbers associated
with public education where regular staff changes and a lack
of equipment exist. Also, private schools draw their pupils
from the classes which have a long association with -education.
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are magnified and considerably increased.’

It has been shown that when this is the sole criterion for
selection, children of low socio-economic status are placed
at a disadvantage.6 The fact remains that the present manner
of allocation of secondary places has proved unsatisfactory.
It is therefore incumbent upon planners to find other means
of approaching the question of social demand for education.

Another problem closely associated with the increasing
demand for secondary education is that of the comprehensive
schools. To meet the growing demand for secondary, the govern-
ment adopted a policy of comprehensive education. Many people
however did not welcome this idea as the grammar schools were
considered more desirable. @n.many cases they preferred to
pay high fees for private secondary education rather than to
avail themselves of the free secondary comprehensive schools.
The problem however was not so much with the idea of compre-
hensive schools as with the implementation of the scheme.
Comprehensive schools originally planned to accommodate between
1,000 and 1,200 found themselves faced with numbers of 1,400
and above on opening day. The resultant over-crowding was

compounded by several other problems which the planners did

5Dr. Leonard Shoreéy: Personal interview, Dec. 3, 1974.

6See Basil Bernstein's article, "Social Class and
Linguistic Development: A Theory of Social Learning" in
Halsey et al, op. cit. where Bernstein argues that I.Q.
is affected by socio-economic status - especially the
speech habits of the family to which the child belongs.
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not appear to have anticipated. Headmasters were not well
prepared for management and the task of personnel relations
in a school staff of 50 or 75 teachers. Furthermore, as
pointed out in Chapter 5, it seemed that the objectives of
these schools were not clearly understood by the staffs nor
shared by them. The issue is not so much whether to have
comprehensive schools as how to make them a more effective
solution to the problem of increasing demand for secondary
education.

Institutional context. Barbados as an independent -

nation inherited a system of education, planning practices
and an institutional framework which reinforced an lite form
of education at a time when goals of equality of educational
opportunity and social justice were being propounded by the
rulers of the country. It has been shown hewever that

with changed circumstances the system and practices

inherited from the past do pot always accord with modern
conditions and aspirations.

One question which arises is, "do the planning structure
and organization accord with the conditions and aspirations of
an independent Barbados?" We have seen in Chapter 5 that educa-
tional planning in Barbados depends largely on the Minister and
his staff in the area of elementary and secondary comprehensive
schools, and on the Governing Bodies for the secondary_gxammar
schools. Two issues arise. The first concerns the structure

for co-ordinating planning activities and the second the

7Emerson,.L.H.S. et al. Education énd;Priorities.for
its Development. Unesco - Serial No. 1327/BMS. RD/EP.
Paris, July, 1962. p. 6.
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composition of the planning body.

The importance of the structure may be demonstrated
by the manner in which curriculum planning and the allocation
of human and material resources aré co-ordinated. In 1973,
for example, the Minister launched the National Curriculum
Development Council in the hope that it would help in the
problems of co-ordination of curriculum. He stated,

it is not enough merely to produce a detailed

syllabus or curriculum guide in the belief that this

will stand for all time . . . There must be a continual

review of the educational programme in the schools.

Valuable work has already been done. However, it is

necessary_to intensify such work and pull it all

together.8
This acknowledged the problem in the area of curriculum and
represented an attempt to rectify the situation. The one
drawback however, is that because of the system of dual
control which exists in education in Barbados, the NCDC
addresses itself more to the elementary and comprehensive
schools and less to the secondary grammar and private schools.
In this way it provides only a partial solution and still has
to consider the question of continuity between elementary and
secondary programmes. It might be argued therefore that
~greater co-ordination will result only from a change in the
system of controls and in the structure for co-ordinating
planning activities.

There is the further problem of co-ordination of

resources. It is common knowledge that the first grade

gMinistry of Education Circular No. CJ/11/T1 18
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schools usually get the first choice of teachers and pupils.
It is also known that they are better equipped than the second
~grade schools and are not plagued with problems of overcrowding
which exist elsewhere in the system. Governing bodies at
present have the responsibility for recruitment of staff.

The result is that the first grade schools can usually obtain
the best qualified teachers, both in terms of academic as well
as professional training. This system continues down the line
so that there has been aggreat disparity in the disposition of
teaching staff and quality. The same situation obtains with
the selection of pupils for the secondary schools. This manner
of allocation of resources then leads to a situation where
'the rich get richer, and the poor get poorer'. Dr. Leonard
Shorey views it this way:
I think that there is a great disparity between

the ostensible aims and what appear to be what actually

takes place in the system. I would think for example

that if you look at the way in which we at present

provide facilities you will find that we clearly in

my view do not give anything approaching egual oppor-

tunity to children . . . Now if you look at what goes

on in our schools, I think it is true to say that

those who are slower, and very often these are the

ones who come from culturally impoverished back-

grounds, are put into what are called the *C streams',

and in the 'C streams' the general tendency is to

allocate to the 'C streams' the youngest teachers,

the least experienced teachers, the least qualified
teachers.

He further pointed out the disparity between the secondary
comprehensive and the secondary grammar schools, and concluded

that

9Dr. Leonard Shorey, Personal Interview, Dec. 3, 1974.
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on the basis of available evidence elsewhere,
this is a far cry from anything approaching a rational
distribution of resources if we were at all Serious
about equalizing educational opportunities.l

It is clear then that a change in the planning structure is
needed to create greater co-ordination and a more even dis-
tribution of human and material resources.

Another issue more closely concerns the actors in the
planning process. The Educational Planning and Development
Committee, composed of the senior officials of the ministry
and chaired by the Minister is the top planning body in
education in Barbados. One weakness lies in the very nature
of its composition. Members, because they are drawn from

the ministry, do not always feel that they are free to influ-

11

ence the course of planning. A former Chief Education

Officer of the Ministry. expressed his concern over this
problem as follows:

I think that one of the problems very evident=
between 1969-1970, was the fact that the Ministry was
not properly integrated, i.e. the attempt to bring
administrative and professional officers into a
closer relationship under the Minister issued in
initial misunderstandings between the two sides and
possibly affected planning and implementation of
educational policy, since it sometimes had to be
clarified what was an administrative and what was
a professional function. I also feel that one of
the major problems in Barbados has been the approach
at the political level to the whole process of educa-
tional planning. I am not sure that even now, many
of the high level efficers, among them officers of

101pia.

l]'.Many.minis,try.officials expressed this view and
explained that generally their job was to prepare means of
operationalizing policies and not to make or evaluate it.
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high calibre, feel free to initiate ideas on
planning matters.

This is suggestive of two things: the need for a clearer divi-
sion between administrative and professional responsibilities
ahd what is more important, more formal provision for
educational planning.

One final issue relating to the structure of educa-
tional planning concerns the use of specialists. It has been
pointed out that the specialists who are involved with the
planning process in Barbados play only an ad hoc role. The
compilation of facts about past and present activity is
essential for successful planning and it would be foolish
tb try to introduce serious planning before the necessary
supporting information was available. In Barbados there
seems to be no deep concern about it. The thinking seems to
be

that education officers would have a feel which

could not be quantified and that there is no real
need for a statistician. The gathering, classifi-
cation and evaluation of statistics is therefore

regarded as routine work on which_the most inef-
ficient clerk could be employed.

As a result, very little has been done in terms of educational
statistics at a time when there is a need for reliable and
comprehensive data on which educational decisions can be

based. A change in this situation will depend on two factors--

a change in attitude towards the relative importance of

12Prof. Rudolph Goodridge; Personal Interview,

December 3, 1974.

l3P. Wilkinson, Personal Interview, November 20, 1974.
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statistics, and the acknowledgement of the statistician as
worthy of a more prominent place in the planning structure
and process.

Legal context. One of the constraints operating on

educational planning in Barbados is the basic legal framework
~governing the system. The sort of framework established in the
1890 Act was not conducive to establishing a co-ordinated
system. The result has been a rigid distinction between the
stages of education and even within stages. The Act, for
example, established first and second grade schools at the
secondary level. If indeed the legal structure is 'an expres-
sion of the spirit of the age', there is an urgent need to
change that structure since the policy of rigid social strati-
fication has given way to an avowed government policy of
'social justice and equal educational opportunity'. However,
as long as the basic legal structure remains in force, it
will be very difficult for those responsible for educational
planning to make any effective changes.

In order to discharge his functions properly, a Minister
needs to have certain powers assigned to»him.14 In Barbados,
however, the law places no express duty on the Minister to

provide education for the people or to plan educational

14These powers are either imperative or permissive in
nature. Imperative type powers aré those which neither permit
nor require the exercise of subjective judgment whereas per-
-missive powers allow the exercise of judgment before acting.
While imperative powers are usually related to statutory pro-
- visions and are closely related.to statutory duties, permissive
powers are more closely related to regulations and lend great
flexibility to a Minister in the day to day administration of
the system.
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development. This makes it very difficult for planners to
effect meaningful change. Under these circumstances, it
would seem necessary to charge the Minister with certain
responsibilities aimed specifically at providing education
for the people and at establishing machinéry for a co-ordi-
nated system.

Expansion of the education system in Barbados has
been very rapid since 1967. This in effect meant a substantial
increase in local governing bodies. The question which there-
fore arises, is, what happens in the case of ill-advised
action on the part of the governing bodies or in the case
of default or breakdown in the system? It is clear that as
long as this system of dual control exists, the government
or rather the Minister will need some power 6rfsystems of
control to deal with such emergencies.

One other related matter is that of control; that is,
where does central authority end and where does that of local
bodies begin? In the recent past, the ministry has shown the
tendency to increase its control. The resulting tension
between the ministry and local bodies was described as follows:

one of the challenges which we will soen have to

face is that of resolving tensions that I perceive to
be developing between an expressed desire on the part
of the people who matter to see an increasing amount
of innovation from our schools, whereas, the broad ten-

dency of our administration of education is for more
centralization and control from the ministry itself.1>

It seems necessary therefore to strike a balance between central

15Prof. R.V.Goodridge, Personal Interview, Dec. 3, 1974,
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control and local authority, for while the Minister needs to
have enough power to control, monitor and co-ordinate the
system, yet-boards must be permitted to use some initiative

and to be innovative.

Descriptive Framework

The law was approached as a dynamic process of identi-
fying needs, of selecting alternatives and of interpreting the
acts of actors in the planning process;uthe importance of the
'goal or policy to be implemented, the structure of the planning
body and the social setting were stressed. The framework
appears to provide a viable instrumént for identifying and
organizing the basic relationship between educational planning
and the law. One weakness, however, seems to be in the area
of analysis. It may be concluded therefore that further appli-
cation and refinement is required to increase its actual worth

as a conceptual tool.
RECOMMENDATIONS

The following recommendations are made on the basis of
the issues and conclusions of the study. Recommendations 1 - 8
(inclusive) are recommendations within the.generai context of
the study while Recommendations 9 - 17 refer specifically to

Barbados.
FOR PRACTICE

l. In view of the increasing social demand for

education and the growing numbers of unemployed youths, it
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is recommended that.more countries adopt a manpower planning
approach to educational planning, thereby avoiding problems
associated with unemployable youths.

2. Since the Church can no longer carry the load of
educational expansion, it is recommended that its functions
be transferred to a national council with powers to co-ordinate
educational planning activities.

3. It is further recommended that local boards be
represented on any such council to permit smooth exchange
and dissemination of information.

4. Because cultural, political and educatiohal issues
are affected by the satisfactory solution of the language prob-
‘Lémg=it is recommended that governments clearly state their
language policy and follow it with decisive action.

5. It was felt that the manner in which local boards
are presently constituted militates against their effectiveness.
It is therefore recommended that more non-official opinion--
that is, people outside the field of education, be included.

6. Because dual control has led to certain bottle-
necks in educational planning, it is recommended that the
power of local authorities be subject to certain rights of
supervision and that adequate reserve powers (for the minister)
be written into the legislation providing for the sharing of res-
ponsibilities.

7. Since conditions, goals and aspirations have
changed and most countries still operate under old laws (with

some amendments), it is recommended that these countries re-




188
examine the law governing their educational systems and aim
at creating a more co-ordinated framework to permit some
freedom of scope to their planning teams.

8. It is recommended that where powers are not
clearly defined, statUtory.law concentrate on the powers,.
rights, duties and responsibilities of the actors in the
planning process.

9. Because of the general unacceptability and chal-
lenge to the Common Entrance Examination and the problems
of selection for secondary school, it is recommended that
the point of selection be shifted from 11+ to 14+ and that
the 12 - 19 secondary school system be replaced with junior
secondary schools for 12 to 14 year olds (inclﬁsive) and
senior secondary thereafter.16

10. Because of the present disparity of allocatiom
of human and material resources between first, second grade
and comprehensive schools, it is recommended that the power
of selection of staff be transferred from individual govern-
ing bodies to a central committee representing the various
~governing bodies.

11. It is recommended that provisionsbe made for

161+ is recognized here that to affect this, there
would have to be simultaneous changes in the secondary system
and the project would have to be introduced in phases. Further
it is uncertain whether postponement will lessen rather than
increase the tensions suffered by the children and parents
and the use of a national examination at 14 does not neces-
sarily avoid the kind of cultural biases associated with this
exam. However, it is hoped that the students' longer associa-
tion with the system would be an asset in this regard.
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improving the statistical data to the extent it -is needed to
formulate and implement impending plans and that the position
of statistician be made permanent on the planning committee.

12. Because of the present lack of continuity and
curriculum co-ordination between elementary and secondary
education, it is recommended that the terms of reference
of the National Curriculum bévelopment Committee be extended
to include co-ordination of curriculum and examinations
between the primary and secondary levels.

13. It is further recommended that comprehensive
schools concentrate on providing a general practical and
vocational form of education and that their function be made
explicit to the staff and to the public.

14. In view of the shortage_of places at the seecondary
_grammar schools, it is recommended that sixth form education
be concentrated in the Community College, thereby freeing
more places for students from elementary schools.

15. There has been a great increase in local governing
bodies since the rapid expansion of the system after indepen-
dencé. 'In order to deal with possible breakdown or default,
it is therefore recommended that the Education Act be amended
to include a clause allowing the minister or ministry officials
a quasi-judicial authority to intervene when circumstances
warrant it.

16. It is also recommended that the minister be given
an express duty to provide education for the people and to plan

eﬁhcational'development since he has no such duty imposed at
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present.

17. Conclusions reached in the study indicate that
the law governing education in Barbados produced an unco-
ordinated system and led to certain inequities. It is
therefore recommended that the old Act be repealed and a new
one introduced to allow planners to build a more co-ordinated

system.
FOR FURTHER STUDY

This study indicates that the following studies be
undertaken.

1. A study of the relationship between educational
plans and educational development.

2. A study of the structure of social demand of
education in developing countries.

3. A study examinin@xthe attitudes of citizens
towards national language policy.

4. A study of alternéfives to the Common Entrance
Examination. | |

5. A study of the level, advantages and disadvantages
of citizen participation in the education planning process.

6. A study of the expansion of the educational system
and its relationship to the economy.

7. A study ‘0 examine the implementation phase of
educational planning.

8. A study of various planning structures and their

effectiveness in the development of plans.
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9. Further study of the form and structure of
legislation governing education in developing countries.
10. A study of rural-urban migration and the effect

on educational planning.
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APPENDIX A

Countries Discussed in the Study

AFRICA SOUTH ASIA THE CARIBBEAN
Ghana India Barbados

Kenya Pakistan Guyana

Nigeria ' Sri-Lanka . Jamaica

Tanzania .. (formerly Ceylon) Trinidad & Tobago
Uganda :

The countries above were chosen because of certain
common characteristics; they are all developing countries
of tropical areas; they ére all former colonies of Great
Britain, had been independent for five years or more before
1973 and had education systemé patterned after the British
SyStem. In the case of the Caribbean, the observations
made may in most cases refer to all the countries of the
defunct West Indies Federation though the focus of the study
was concentrated on the independent countries mentioned
above to alléw for a greater degree of parallelism with

the countries of Africa and South Asia.
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APPENDIX B

FREQUENCY OF NOMINATION
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APPENDIX B (continued)

It was decided to interview all those with four or

more nominations. Unfortunately, neither the Permanent

Secretary nor the Dean of Education was available. Three
other persons Were"interviewed——Mr. B. P. Wilkinson,
statistician with the Ministry, the only 'specialist'
attached to thé‘ministry; Mf. Neville Nichdlls, a lawyer

whovhad been involved in preparing a draft for the proposed

Education Bill and Mr. G. A. BrathWaite, a retired Senior
Education Officer who had kept an account of changes in the

Barbados educational system.
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APPENDIX C

A Note on the Nominational Approach

In this approach, the researcher interviews persons
who are perceived to have a general knowledge of the field
being investigated. After adding the number of times each

person was mentioned, the researcher often establishes a

certain level of mentions as the criterion for selecting

his final sample. Although fhe researcher arbitrarily

selects the number iﬁ'the final sample, the persons delineated
through this approach are determined by the judgments of 'field
knowledgeables'. The validity of the approach depends largely

upon the 'field knowledgeables' ability to name or identify

persons who affect the field being investigated. There has
been some discussion on the merits of the approach but as
Ehrlich concluded "neither the difficulties of past demon-

stration nor the past inadequacies of research designs

employing the nominational method are sufficient to warrant
its abrupt dismissal from the repeftory of the sociologist"
(Howara J. Ehrlich, "The Reputational Approach to the Study

of Community Power", American Sociological Review. 26

(December 1961) p. 927. TFor a full discussion on the approach,

see Floyd Hunter, Community PowérwStructure, Chapel Hill:

Univ. of North Carolina Press, 1953 and Joe Bohlen et al:
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APPENDIX C (continued)

A Comparative Analysis of Community Power Structures; Iowa:

Office of Civil Defense, 1967. For pros and cons of the

approach see Raymond E. Wolfinger, "Reputation and Reality

in the Study of 'Community Power'", American Sociological
Review, 25 (October, 1960) pp. 636-644, William V. D'Antonio

and Eugene C. Erickson, "The Reputational Technique as a

Measure of Community Power: An Evaluation Based on

Comparative and Longitudinal Studies." American Sociological

Review 27, (June, 1962) pp. 362-376 and Lawrence, J. R. Herson,

"In the Footsteps of Community Power", American Political Science

Review 55 (December, 1961) pp. 817-830.
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10.

11.

APPENDIX D
Interview Guide

What are the general aims of Education?

What are the priorities?

By what means aré needs identified and goals established?
How is educational policy articulated and how is it
related to educational planning?

Is planning geared towards changing the society or is it
designed to maintain stability?

How is the progress of your plans measured and their
direction assessed?

Are efforts made to know how and where educational plans
will fit in with the economic and social development plan?
What is the machinery used for creating specific programs
from general objectives??

In most developing countries, consideration of the
egalitarian foundations of schooling as well as the
démands made on schooling by development goals and
educational policy are geared towards quantitative
education; what eonsideration is given to qualitative
education in your plans for education?

Is there a legal basis for making choices among competing
alternatives?

What is the legal framework for educational planning?
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APPENDIX D (continued)

12. 1Is it necessary to secure legislation for every

educational plan?
13. Are educational plans subject to judicial review,
administrative review or review by the legislature

or any other public body?

14. Please identify some of the social factors that influ-—

ence educational planning.
15. Please identify some of the problems of educational
planning.
1l6. What do you see as emergent issues in educational
- Planning in Barbados?
17. In what ways does your organization influence

educational planning in Barbados?
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APPENDIX E

Common Entrance Examination 1968, 1971 and 1972
Number of Pupils Entered for Part I
Girls Boys
Year 10 #: 114 Total 10+ 11+ Total |[Grand Total
1968 | 2,941 | 2,317 | 5,258 |[3,027 | 2,495 | 5,522 11,780
1971 3,055 2,407 5,462 3,019 2,747 5,766 11,228
1972 3,111 2,231 5,34] 3,198 | 2,466 5,664 11,006
Number of Pupils Entered for Part II
Girls Boys
Year | 10+ 11+ | Total || 10+ .| 114 | Totall|crand Total
1968 - 948 975 | 1,923 792 886 | 1,678 3,601
1971 874 1,381 2,255 629 901 1,530 3,785
1972 1,027 1,412 2,439 758 974 1,732 4,171

Number of Pupils Who Entered the Secondary Grammar Schools

Year Girls Boys Grand Total
1968 304 422 726
1971 319 432 751
1972 325 465 790
Source: Ministry of Education Annual Reports 1968, 1971 and 1972
Note: The examinétion is taken in two parts. All those

over 10 years and below 12 years old are eligible
for Part I.

Part I .go on to Part II.

Those who are judged to have passed
Final places are then

determined by the number of places available and
by the pupils' performance on this examination.






