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This article provides a rationale for the employment of the humanities in
expanding the ways in which those associated with education can come to know
educational administration. It does so by illustrating how the humanities can
overcome the limitations of the subject-object duality that is a part of most
current approaches to the study of administration. The new insights and
understandings that will inevitably accompany exposure to the humanities will
provide opportunities for administrators to develop a philosophical approach
to administration that will assist them in dealing with the moral issues that
constitute an important part of their daily regimen.

Cet article veut montrer comment le recours aux humanités peut ouvrir des
avenues 2 ceux qui, en éducation, viendront en contact avec I’administration
éducationnelle. Ceci se fait en illustrant comment les humanités peuvent
surmonter les limites de la dualité sujet-objet qui fait normalement partie des
approches a I'étude de I’administration. Les nouvelles saisies et
compréhensions qui accompagneront inévitablement la fréquentation des
humanités donnera aux administrateurs I’occasion de développer une approche
philosophique de I’administration qui les aidera & composer avec les réalités
morales qui constituent une partie importante de leur domaine.

The only genuine joy you have is in the rare moments when
you feel that although we may know in part, we are also
part of what we know.

Northrup Frye (1963)

Few approaches to the study and practice of educational administration
over the past century have been able to penetrate the thick cloud covering
we know as social science that envelops the field. Strategies for the
exploration of educational administration based in the humanities, for
example, are few and far between. Despite the efforts of the University
Council for Educational Administration (UCEA) in the 1960s (Culbertson,
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condition explore and portray existence, while at the same time, structuring
the manner in which readers, for example, experience forms of
representation that are based on this rationale.

Cartesian dualism is frequently associated with the work of René
Descartes (1968). Although this world view predates Descartes, reaching
back to the early Greeks, it was Descartes who formulated it in rigorous
fashion, bringing to the surface many of its underlying assumptions. At the
heart of Descartes’s enterprise was a desire to provide a firm foundation
upon which human beings could base knowledge. Towards this end he
sought to supply a rationale for the establishment of an Archimedean point
to which all knowledge claims could be referred. Bernstein (1983)
maintains, however, that Descartes search for such a foundation was rooted
in much more than simply an obsession to establish a way to solve
metaphysical and epistemological problems. Descartes, he believes, was
motivated by a longing for a source of stability upon which we as human
beings could secure our lives against the unknown perils that threaten us
daily. A fixed foundation for our knowledge would deliver us from "the
dread of madness and chaos where nothing is fixed, where we can neither
touch bottom nor support ourselves on the surface” (Bernstein, 1983, p.
18). In the end Descartes quest to establish scientific certitude would, so
he believed, be underwritten by God and guaranteed by the structure of
mathematics.

Descartes foundation required a framework that would illuminate not
only the nature of knowledge, but also the means through which this
knowledge could be acquired. To accomplish this end he employed his
methodological procedure of doubt to reduce human existence to two
distinct realms. By describing the nature and extent of the mind and body,
he brought to the surface the underlying assumptions of a view that
recognized the separation of subject and object. He maintained "that those
things which we conceive clearly and distinctly as being diverse substances,
as we regard mind and body to be, are really substances distinct one from
the other" (Descartes, 1968, pp. 140-141). On the one hand, we have an
external reality that has a static, obdurate, spatial, and determinate nature
or essence, and on the other, human consciousness.
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some kind of regularities that inhere in what they would regard as the
substantive reality under investigation. Failure to purify the researchers in
this manner jeopardizes the objectivity of the study, and in their view,
threatens the credibility of the results. The separation of the subject and
object — in this case, the researcher and the researched — becomes not
only a basic assumption, but a necessary condition for studies of this
nature. Indeed the crusade for control which motivates an approach of this
nature requires this sort of framework. To abandon it would threaten the
prospects for controlling and manipulating men and women (Ryan, 1988).

Not all researchers today follow this model, however. With the
influence of cultural anthropology, critical social science, social
phenomonology, and symbolic interactionism, among other such disciplines,
different approaches have taken root in the study of educational
administration (MacPherson, 1987). As the popularity of these approaches
increased the qualitative methods associated with them gradually gained a
greater acceptance in the field. Even though various qualitative researchers
do acknowledge that the researcher does inevitably influence the outcome
of any study, the Cartesian duality continues to infiltrate such approaches.
This rationality is perhaps most evident in the efforts of those who sought
to promote the credibility of these approaches in the wake of challenges
from the dominant school of thought in the late 1970s and early 1980s.
Guba and Lincoln (1981), LeCompte and Goetz (1982), and Miles and
Huberman (1984), for example, offer guidelines for qualitative researchers
to follow that include provisions for trustworthiness, applicability,
consistency, neutrality, triangulation, validity, and reliability that guarantee
the integrity of the results of empirical inquiry. What these authors are
saying is that accepted practice requires researchers to follow steps that will
allow them to accurately provide a picture of a partially independent — or
at least an agreed upon — reality (Smith & Heshusius, 1986). Miles and
Huberman (1984, p. 23) actually go so far as to say that established
methods can prevent researchers from falling prey to bias, self-delusion,
and deception so they will be better able to discover law like regularities
in the social world. All proponents of qualitative research do not, however,
ape the traditional approaches to this extent. (Sec, for example, Eisner,
1981, 1983; Van Maanen, 1988; Barone, 1980, 1983). Even so, any
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demand that social scientists hold back the more personal elements of their
experience including, for example, emotional reactions in favor of the more
public and hence verifiable elements of the matters under investigation.
Coasequently, the final texts of such investigations also display this
rationale. Because the language scholars use to write research reports,
journal articles, and scholarly books is designed to portray the more public
elements of situations which social scientists explore (and experience), they
are generally unable to capture the spirit of such situations which always
carry with them a personal component. The result, naturally, is inevitably
a narrow and sterile portrayal of human existence, one that evokes in
readers only a glimmer of what it may be like to experience first hand the
situation under study. Although these approaches do have their uses, they
may well obscure other fundamental aspects of life. By trying to capture
the nature of an external world, social scientific approaches drive a wedge
between subject and object, closing off areas of human existence to those
whom this literature is intended to inform. Overcoming these limitations
is a task worth pursuing, and one that Heidegger and Gadamer believe can
be accomplished through the humanities.

Acquiring Insight and Understanding Through the Humanities

Heidegger (1962, 1971, 1977) maintains that the humanities possess
qualities that allow those who experience these forms of expression to
overcome the limitations associated with a "world out there" view of
existence. He is convinced that the humanities have the capacity not only
to capture life in ways that the social sciences cannot, but also have the
potential to attune men and women to elements of their experience which
they have either long forgotten or taken for granted. The humanities are
able to accomplish this feat by making it possible for us to think of life in
fundamentally different terms than we customarily do. According to
Heidegger the humanities, as works of art, have the capacity to provoke in
men and women an astonishment at their very existence. In other words,
they prompt us to question the mere fact that there is an is — to stand in
the strangeness and wonder of the "isness" of existence. The humanities,
according to Heidegger, can extend to men and women new and fresh
perspectives on life by transforming our accustomed ties to the world and
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and in which they can recognize themselves more profoundly. This
accomplishment stands in marked contrast to most genres of social science
that actually work to produce a separation of the self and the world out
there.

To sum up, the humanities have much to offer those concerned with
the human condition. First and foremost, works of art have the capacity
to pervert or side step the dominant social scientific discourse that induces
and legitimates the rift which men and women experience between
themselves and their world. In doing so, literature, among other forms of
art, has the power to evoke in consumers an experience of felt strangeness,
a feeling of awe or astonishment at our existence in ways that science
cannot do. As such, these forms of expression can reorient men and
women to give them a fresh new outlook or perspective on their day-to-day
lives. Aspects of individual’s lives that have been forgotten, or more likely
merely taken for granted, emerge from their hidden domains to take on
new significance. Works of art can also extend to men and women the
opportunity for self-understanding by giving us a chance to understand
ourselves in ways which we had not done before. As we lose ourselves in
a work of art we are often prompted to reflect upon our relationship with,
and our responses to, the world about us from perspectives that are
entirely new. In the final analysis the humanities extend to us the
opportunity not only to critically reflect on the human condition, but also,
and perhaps more importantly, to gain valuable insight into ourselves.

The Humanities

The humanities can provide educators with useful knowledge of
themselves and of the human condition. Teachers, administrators, and
social scientists alike have much to learn from forms of expression that
transcend the rules and the philosophical bases of social sciences. This
does not mean that such works be confined 1o exclusively evoke images of
inschool phenomena, although such efforts are not to be ruled out. Rather
educators ought to be exposed to a wide range of sources that provide
insight into the human condition in general with the assurance that the
features of interest will inevitably surface in classrooms and schools.
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We can see part of ourselves in this young native person. Her compassion,
her sense of humor, her inquisitive nature, and her courage are all things
that we recognize to a greater or lesser extent in ourselves. It is quite
possible, however, that we have never taken the time to think about or
reflect upon ourselves in this way. Entangled in the press of daily life, it
is more than likely that we simply pass by, or take for granted these
dimensions of our existence. As Slipperjack prompts us to take a step back
from the rigor of our day-to-day lives these characteristics become visible
as they take on a significance that they did not previously have. An
immersion in an experience of this nature highlights our commonly taken
for granted daily activities, it gives us an opportunity to look at ourselves
in ways we had not previously thought of, and it extends to us an
opportunity to acquire additional insight into who and what we are.

Slipperjack also provides a us with a view of a component of life from
a novel perspective — a view of a Native Indian community through the
eyes of a young Native girl. As such it becomes much more than a
description of conditions that the reader may have been exposed to before.
Here we cannot simply detach ourselves from this situation, an effort that
would have been easier had the account been part of an objective research
report of Native Indian conditions. We are intimately involved. It is not
just the Owl who is hurt, saddened, and offended, it is also we who are
hurt, saddened, and offended. We take very personally what happens to
the Owl because in a sense it is also happening to us. It does not matter
whether these things really happened — it is up to the reader to make the
connections to his or her life experiences. More than likely, however, this
book will give new meaning to many of the things readers have simply
taken for granted about Native people or have recognized as part of a
natural occurring phenomenon. Slipperjack, in a way that no social
scientific study can do, makes visible a difficult situation that many North
Americans too often overlook or ignore.

Orwell’s Nineteen Lighty-Four is another source which can provide
readers with insight into life and administration. This well known piece is
both different from, and similar to, Honour the Sun. On the one hand, it
shares with the latter the ways in which it interacts with readers. Like
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intrusive quality of institutional life, and the morality of resistance and
transgression. Like Honour the Sun, Nineteen Eighty-Four will quite likely
encourage many of us to probe our feelings about issues and arrangements
that we had previously taken for granted or believed to lack significance.

Finally, in Foucault’s Pendulum, Eco is able to achieve similar ends by
also making it possible for the reader to become personally involved in his
account. Like Slipperjack and Orwell, he presents what he has to say in
such a way that we are able to identify part of ourselves in the
character(s), feel what they feel, and see what they see. We are also able
to recognize in the text various situations that we confront from time to
time. But these situations often vary from those we are used to in that
they are frequently presented from very different and revealing
perspectives. In this novel Eco parodies a topic that concerns both
administrators and social scientists — metaphysics, or very broadly
speaking, theory. He constructs his tale in such a way as to provide a
unique perspective from which to understand the desire for, the
construction of, and the effects of theory. We experience with Casaubon
and his confederates their obsession with constructing an overarching
explanation of major world events from a number of unique assumptions.
We work with them as they assemble isolated bits of information, seemingly
irrelevant events and a range of disparate threads, give them meaning, and
eventually incorporate them into their emerging theory. We also
experience with them their fascination, and later horror, as those who are
desperately seeking refuge in such explanations breathe life into their
fantasy and eventually bring their theorizing to an abrupt and terrible end.
This unique view of theory, its construction, and effects, will prompt both
practitioners and social scientists to reflect upon and question both the
nature and role of theory and the empirical investigations that accompany
these respective world views. Eco provides us with a sobering glimpse of
an aspect of life that is increasingly being taken for granted by both
practicing administrators and social scientists.

There are an infinite number of other literature sources that may
provide insight into an administrator’s world. Popper (1990), for example,
provides a guide for the use of various classics in understanding and
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expertise (although such expertise may be put to use from time to time),
but of finding ways to assist them in coping with these value issues.
Accordingly, Hodgkinson (1978) and Maxcy (1991) declare that it is to
philosophy rather than science that administrators must turn if they are to
come to terms with the moral side of the administrative enterprise.
Acquiring philosophical skill requires, among other things, developing what
Maxcy, following Smith (1956), refers to as a "philosophical mind." But
unlike the technical side of administration where support systems abound,
there are few resources to which administrators can turn for developing
such skills. It is here that the humanities can provide invaluable assistance.

The humanities have the capacity to assist administrators in developing
philosophical skills that will help them cope with the moral questions that
they face day in and day out. In particular, the humanities can play an
important role in nurturing philosophy’s critical and reflective functions
(Maxcy, 1991) and promoting philosophy’s capacity to enhance
communication (Burbules, 1989). Novels like the ones mentioned above
can go a long way in cultivating what Maxcy (1991), following Smith (1956),
believes to be the vital dimensions of a philosophical approach to
administration: comprehensiveness, penetration, and flexibility. These and
other such sources have the capacity to foster various qualities associated
with these dimensions, including an ability to view particulars in relation
to a larger field, questioning what is taken for granted or self-evident, and
seeing issues as many sided. As noted above, the humanities extend to
administrators opportunities to view not only educational organizations, but
life itself from new and exciting perspectives. Practitioners may have
occasion to see and approach their day-to-day hurdles in ways that they
had not previously thought of, and to explore in earnest fresh ideas that
would assist them and others in understanding the complexities of
educational organizations and wrestling with the frequent value issues that
arise. Exposure to the humanities may also encourage these individuals to
reflect on and perhaps to question the professional values and mandates
of the institutions of which they are a part. Stimuli of this nature may
prompt administrators to ask themselves not only who and what they are,
but why they do the things they do. Slipperjack (1987), Orwell (1965), and
Eco (1990) provide administrators with the chance to critically explore and
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institution, while the latter provides a glimpse of what it feels like to be
caught in a madcap race for a nonexistent truth. These qualities can in
turn assist administrators in fostering reasonable and sustainable
communicative practices. Those administrators who are able to identify
with a number of positions and groups, possess insight into how and why
others do the things they do, and understand their own reactions to a
variety of situations are more likely to develop the "communicative virtues"
of tolerance, patience, and a willingness to learn that Burbules and Rice
(1991) cite, than those who do not possess these qualities. Those who are
in command of such virtues will find themselves equipped to develop the
communicative skills necessary for establishing relations of negotiation and
cooperation, and pursuing common interests. Such qualities and skills
cannot but help administrators improve their dealings with various interest,
community, and teacher groups, as well as individual parents, teachers,
students, fellow administrators, and school board officials, among others,
and assist them to confront the value issues that inevitably accompany these

relationships.
Conclusion

It is perhaps time for the academic field of educational administration,
an area dominated for so long by scientific practice, to acknowledge the
potential contribution of the humanities. As the prospects for a social
science capable of controlling men and women continue to dwindle,
administrators may do well to consider these forms of expression to assist
them in dealing with the many seemingly intractable problems that are part
of their day-to-day activities. Indeed the humanities can help men and
women face with dignity, courage, and nobility those problems that cannot
be factored away through scientific means (Stunkel, 1989). They can
provide us with tools to arm us against those difficulties that constitute a
part of any administrator’s hourly regimen by supplying the where-with-all
not only to confront the imponderables of given situations, but also to act
upon and to transform those unfavorable circumstances that are not
consistent with our perpetually evolving visions.
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