
 

International Journal of 

Educational Administration 

and Policy Studies 
 Volume  9    Number  3   March  2017 

ISSN 2141-6656 

 
 



 

 

 

 
About IJEAPS 

 
 
The International Journal of Educational Administration and Policy Studies (ISSN 2141-6656) 
is published monthly (one volume per year) by Academic Journals. 
 
The International Journal of Educational Administration and Policy Studies (IJEAPS) is an 
open access journal that provides rapid publication (monthly) of articles in all areas of the 
subject such as Educational Governance, Policy and Administration, Educational Ethics, Law 
and Special Education, Computer Applications in Educational Administration and Policy 
Studies etc. 
 
The Journal welcomes the submission of manuscripts that meet the general criteria of 
significance and scientific excellence. Papers will be published approximately one month 
after acceptance. All articles published in IJEAPS are peer-reviewed. 

 
 
Contact Us 

 

Editorial Office:                       ijeaps@academicjournals.org  

Help Desk:                                helpdesk@academicjournals.org  

Website:                                   http://www.academicjournals.org/journal/IJEAPS 

Submit manuscript online     http://ms.academicjournals.me/. 

 

mailto:ijeaps@academicjournals.org
mailto:helpdesk@academicjournals.org
http://www.academicjournals.org/journal/IJEAPS
http://ms.academicjournals.me/


 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Editors 
 

Prof. Amalia A. Ifanti 
Department of Educational Sciences and Early 
Childhood Education, University of Patras, Rion-
Patras 26504, Greece. 
 
Dr. Suseela Malakolunthu  
Department of Educational Management and 
Policy  
50603 Kuala Lumpur, 
Malaysia 
 
Prof. Ugur Demiray  
Anadolu University,  
Faculty of Communication Sciences,  
26470 Eskisehir, 
Turkey 
 
Dr.  Richard J.M. Smith 
Policy and Leadership Studies, 
National Institute of Education,  
Nanyang Technological University, 
1 Nanyang Walk, Singapore 6367616, 
Republic of Singapore 
 
Dr. Napoleon B.  
Social Development Staff (SDS),  
National Economic and Development Authority 
(NEDA, 
Amber Avenue,  
Pasig City, Metro Manila 
Philippines. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 

Dr. H. Gülru Yüksel  
Yildiz Technical University, 
Faculty of Education,  
ELT Dept., Davutpasa- 
Ðstanbul - 34210- 
Turkey 
 
Dr. Christopher Joseph Conlan  
School of Education, 
Curtin University of Technology 
Australia 
 
 

Dr. Terrence Edward Paupp  
0597 Porto Court  
San Diego, California 92124 
USA. 
 
Dr. Barbara Lieb  
Adjunct Professor, College of Arts and Sciences,  
George Mason University,  
Fairfax, Virginia 
USA 

 
 
 
 
 
 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Editorial Board 
 

 
 
 
 
Prof. Victor Yu 
Cavalry Education Group  
Singapore 
 
Dr. Scott Eacott  
School of Education,  
Faculty of Education and Arts,  
The University of Newcastle,  
Callaghan NSW Australia 2308 
Australia 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Donovan Anthony McGrowder 
Editor  Chemical Pathology 

 
 
 
 
 
 
 
 
 
 
Dr. Shoki O. Godwin  
University of Ibadan,  
Oyo State 
Nigeria 
 
 

 



 

 

International Journal of Medicine and Medical Sciences

 
 

International Journal of Educational Administration and Policy Studies 

Table of Contents:    Volume 9       Number 3     March 2017 

ces 

 
ARTICLES 

 
 
Women’s role and their styles of leadership                                                                    28                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                        
Mekasha Kassaye Gobaw 
 
Inclusion in public administration: Developing the concept of inclusion within  
a school of accounts and administration                                                                           35                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                           
Mônica Pereira dos Santos, Sandra Cordeiro de Melo, Mylene Cristina Santiago  
and Paula Nazareth 
 
 
 
 
 
 
 
 
 



 

 

 

 
Vol.9(3), pp. 28-34, March 2017  

DOI: 10.5897/IJEAPS2015.0415 

Article Number: 2846C4663211 

ISSN 2141-6656 

Copyright © 2017 

Author(s) retain the copyright of this article 

http://www.academicjournals.org/IJEAPS 

 
International Journal of Educational 

Administration and Policy Studies  

 
 
 
 

Full Length Research Paper 

 

Women’s role and their styles of leadership 
 

Mekasha Kassaye Gobaw 
 

Addis Ababa University, Ethiopia. 
 

Received 20 May, 2015, Accepted 25 November, 2015 
 

This research had three objectives: determining the level of participation of women in the academic 
leadership of Addis Ababa University (AAU), specifying the types of leadership styles women leaders 
demonstrate, and tracing the factors that led to those styles. Two key research instruments were used: 
questionnaires and interview. Qualitative and quantitative data were collected using the instruments. 
Means were used in the analysis of the collected data. Findings indicate the participation level of 
women in AAU’s leadership is low. As regards the key leadership styles, top-level leaders tend to have 
more of the characteristic types of transformational leadership. The  middle level leaders tend to have 
characteristics  from both the contingent type of leadership style and the transformational leadership 
style.  The middle-level leaders tend to have characteristics of leadership that largely fall towards the 
bottom line of the Full Range of Leadership Model. They also possess some aspects of the 
Transformational Leadership. The enhancement of policy and service provisions is recommended to 
improve the   role and leadership skills of women. 
 
Key words: Role, leadership, style, model, women. 

 
 
INTRODUCTION        
 
The problem 
 
The issue of women’s plight is an issue of all humanity. A 
sizeable research data already confirmed that women 
constitute the majority of the poor and illiterate both in the 
rural and urban areas of Africa (Manuh, 2010). While in 
terms of legal rights and common rationality they should 
take part in all sectors of life, they are segregated and 
discriminated in practice especially in the developing 
world. They do not enjoy equal benefits with men in many 
parts of Africa while they constitute about 57% of the 
economic activity of, for example, sub-Saharan Africa 
(Manuh, 2010). Existing resolutions and forums such as 
the 1995 4

th
 International Conference on Women, the 

1994 Cairo Conference on Population and Development, 
and the 1995 World Summit for Social Development 
(Onsongo, 2004) illustrate that there is still disparity in 
treating gender issues globally. In theory, however, a 
modern civilized democratic government/institution has to 
ensure that women have equal access and participation 
in all modes of life in all challenges and benefits. A 
society that advocates justice, democracy, representa-
tiveness and progressivism must ensure equal degree of 
participation for women to that of men in higher education 
leadership and management as well.   

The Ethiopian context has by and large been a 
masculine organizational context. The share of women in 
all areas of life is very insignificant owing to various  
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cultural and political factors that long-lived in the country 
for many years in the past. Women in Ethiopia have 
suffered for many years from lack of access to 
ownership, leadership and decision-making opportunities. 
Comparing the positions of men and women in 
professional positions in Ethiopia, Meron (2003) states 
that women occupy only 29% while men occupy 71% of 
the professional positions. The same writer further argues 
that Ethiopian women are mainly engaged in clerical and 
fiscal administrative positions. More specifically research 
data show that only about 2% of the general 
management and decision-making positions are held by 
women while the 98% is held by men (compare this to 
that of Kenya where women occupy 4.9% of the 
management positions while men occupy 95.1% of the 
same, Onsongo 2004) . One can make a reasonable 
deduction from this disproportionately small percentage 
that the share of women in Ethiopian higher education 
leadership may even go far fewer than this figure.  

Equally important is the perception women hold 
towards the nature of higher education leadership and 
management. Whether they are too many or few, their 
attitude critically affects the nature of managerial 
positions they hold and will hold. In response to the 
contemporary successful style of leadership proposed by 
many in the field of educational leadership, women 
leaders  are expected to develop a culture of trust 
between the faculty and the administrative staff as the 
joint-decision-making of these two units is detrimental in 
successfully and effectively running the day to day 
academic tasks of universities.  

The Constitution of Ethiopia (1991) grants women 
equal participation and access to all aspects of economic, 
social and political life. The Ethiopian government is a 
signatory of all important gender equality and right 
assuring international agreements, covenants and 
regulations. One of these is the Convention on the 
Elimination of all Forms of Discrimination against Women 
(CEDAW) (1981) including leadership in higher education.  

The Addis Ababa University, Ethiopia's biggest and 
oldest university established in 1950/51 is expected to 
demonstrate a gender sensitive environment in 
compliance with the national policies of the country. And 
this environment in turn is expected to ensure equal 
participation of both sexes in leadership as in other facets 
of life.   
 
 
Research questions 
 

The general objective of this research was to describe 
the share of women’s participation against the share of 
men in Addis Ababa University academic leadership in 
2011-2012. This objective included also the 
characterization of the nature of leadership styles the 
women leaders exhibited during the study.  
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Specifically, the following research questions were set, 
given the context of the Addis Ababa University (AAU); 

 
1. What was the share of women's academic leadership? 
2. What were the dominant leadership styles they 
demonstrated? 
3. What factors might have contributed to the styles of 
leadership they exhibited? 
 
 
METHODS 
 
Subjects 
 
A case study design was chosen for the study. As is common in 
leadership behavior/style studies, surveys may not yield in an in-
depth description of leadership styles. The Addis Ababa University 
(out of 33 public universities) as a case institution and six women 
leaders (out of 9 women leaders in the university) as individual 
subjects were chosen purposely for the study. The Addis Ababa 
University (AAU) is the oldest and biggest university in Ethiopia. 
Unlike many other local universities, it has greater diversity in terms 
of academic population across age, range of programs and several 
management functions, and richer experience in higher educational 
leadership.  The six faculty leaders were drawn conveniently and 
purposively from three levels of leadership: top, middle, and lower 
management positions as individual subjects. Top-level admini-
strators include women appointed as president or chancellor or vice 
president or chancellor, etc. Mid-level women administrators include 
women assigned as deans or vice deans, directors or vice directors, 
or department heads, etc. Low-level women administrators include 
women administrators in positions that fall under departmental 
leadership in a hierarchy such as coordinators of courses or 
programs.  This division was made for the sake of this research 
following patterns similar researchers have used (Tomas and et al., 
2010).  
 
 
Data sources and instruments 
 
The first group of informants (three AAU officials) was selected 
(irrespective of their sex) purposely on the basis of the potential 
they had for providing background information about the status of 
women leadership and related issues in the university  by filling out 
semi-structured questionnaire. These officials were the academic 
vice president, the chief academic officer for staff affairs, and the 
head of the university’s gender office. The data that were collected 
from these informants served as a basis for undertaking the next 
levels of data collection in relation to the objectives of the research. 

The second group of informants was the selected women leader 
subjects themselves.  It was the analysis of these women leaders' 
leadership style that made the critical mass of the research.  The 
women leaders were made to analyze their own perceived 
leadership styles using a standard self-rating Multifactor Leadership 
Questionnaire called MFLQ and they were requested to provide 
their background information and opinions using a self-made 
assessment or background assessment questionnaire. 

The Multifactor Leadership Questionnaire (Bass and Avolio, 
2005) is a 45 item questionnaire that has questions in it that ask 
both the leader in question and the selected staff members to rate 
the frequency  of actions and behaviors  of the leader on a 5-point 
Likert scale ranging from 0 (not at all) to 4 (frequently, if not 
always). The instrument contains 9 leadership components which 
have been  elaborated  so  far  as major lines of styles of leadership  
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Table 1. The AAU's faculty by gender and nationality. 
 

Staff  nationality profile 

Number and percentages by gender 

Female Male Total 

N % N % N % 

Ethiopian 210 10.10 1741 83.78 1951 93.99 

Expatriate  21 1.01 106 5.10 127 6.11 

Total 231 11.11 1847 88.88 2078 100 
 

Source: Addis Ababa University Academic Staff Profile (2008/2009 (2001 E.C, p.5). 

 
 
 
by various researchers along the line of the full range of leadership 
model and a full range of leadership styles. The nine components 
are the contingent reward, intellectual stimulation, management-by-
exception (passive), management-by-exception (active), laissez 
faire leadership, idealized influence (behavior), idealized influence 
(attributed), inspirational motivation, and individual consideration. 
The classic form of the MLQ includes both self and rater forms. The 
self form measures self perception of leadership behaviors. The 
rater form is used to measure leadership as perceived by superiors, 
peers, and subordinates. Reliability tests and validation researches 
(Antonakis, 2003) already conducted on large samples as many as 
3368 leaders on the items of the instrument have shown that the 
degree of reliability ranges from 0.74 to 0.94 for each leadership 
factor scale, with a nearly 0.76 with the subjects in this study. 

The third group of informants (known as external raters) was 
selected (irrespective of their sex) by the six women leaders in the 
second group on the basis of, again, purposive sampling. Each 
subject woman leader was made to select two other external raters 
(to rate the woman leader’s leadership style externally) from any 
one subordinate or boss (leadership acquaintances) around them in 
the university on the assumption that those to be selected know the 
woman leader best in action. Therefore, this group consisted of 
twelve informants or external raters. This group used the standard 
MLQ Raters Questionnaire. 
 
 

Data analysis 
 

Interview data were thematically classified and discussed in 
narrative forms. Means and aggregate means were used for 
comparing and contrasting numerical data from standard 
questionnaires. In the study pseudonyms were used for ethical 
reasons. Formal permission was secured from the author (Bass, 
1990) through the Mind Garden Company upon written request to 
use the MLQ for this research purpose. 

 
 

RESULTS  
 

Interview and documentary sources indicate the share of 
women in AAU's faculty was 11.11% during the 
2008/2009 academic year can be seen in Table 1. The 
figure for this same period includes women expatriate 
staff. The remaining 89.9% was the men’s share. 
Numerically the number of women in AAU’s academic 
staff was 231 out of the total 2078 AAU’s academic staff.  
Table 1 describes the AAU's faculty by gender. 

The same source describes out of the total number of 
women mentioned  2.24,  5.11  and  1.62%  have  a  first,  

second and third degrees respectively as terminal 
qualifications. This is in comparison with the 44.55, 11.68 
and 26.24% of parallel male qualifications. It was found 
out that women held 20, 5, and 10% of the position of 
presidential, deanship and senate positions respectively 
during the study period. 

When it comes to leadership styles, the six subject 
leaders might be put under three locations on the 
continuum line (within the framework of the Full Range 
Leadership Model): the top leaders towards the top of the 
model, the middle-level leaders somehow in the middle 
and the low level leaders towards the bottom of the 
continuum line. The continuum line diagram below 
illustrates the subject leaders dominant leadership styles. 
 
 
The Full Range of Leadership Model continuum line 
 
Passive-avoidant region   Transactional region   Transformational region 
_________________________________________________________________ 
Lower level leaders              Middle level leaders             Top-level leaders 
 

 
 
It may be interesting to see slightly in detail how women 
leaders at different levels evaluated their own leadership 
styles using the MLQ. It may also be interesting to see 
how they are evaluated by external raters and then see 
the average of both as Table 2 shows. The average 
evaluations are however more or less the same as 
indicated in the above continuum line. The overall 
evaluation indicates the leadership style tendency of 
middle level leaders towards transactional leadership 
style. 

Once we tentatively establish the leadership styles of 
women leaders, it might be interesting to see next their 
background even though it may not be possible to 
conclude that their given background was the reason for 
their current styles of eldership. 

Scholars such as Tomas et al. (2010) have confirmed 
that there may be a meaningful relationship between 
leaders’ background such as national and contingent 
factors and the styles of leadership they demonstrate. 
Thus, an attempt was made to find out the educational, 
training, and socio-cultural backgrounds of women 
leaders selected  for this study. Table 3  exhibits  findings  
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Table 2.  Women Leaders styles of leadership as rated by themselves and external raters. 
 

No Leadership 
No of 
items 

TL1(Birtukan) 

Mean Score 

LL2(Aster) 

Mean Score 

ML2(Kokeb) 

Mean Score 

TL2(Azalech) 

Mean Score 

ML1(Tsion) 

Mean Score 

LL1(Lydia) 

Mean Score 

Grand 
grand 
mean 

L R1 R2 L R1 R2 L R1 R2 L R1 R2 L R1 R2 L R1 R2  

1 
Idealized influence_ 
total (Attributed) 

4 3.00 3.00  3.00 3.75 3.00 3.25 4.00 3.75 3.50 3.75  3.75   3.50 1.25 3.00 3.25 

2 
Idealized influence_ 
total (Behavior) 

4 3.67 3.5  3.25 3.75 3.00 3.50 4.00 3.25 3.25 2.50  4.00   3.00 2.25 3.00 3.28 

3 Inspirational motivation 4 3.67 4  3.00 3.25 3.00 3.50 4.00 3.75 4.00 2.75  3.75   3.00 1.50 3.00 3.29 

4 Intellectual stimulation 4 3.00 4  3.00 3.75 3.25 3.75 4.00 2.75 3.50 2.00  4.00   3.50 3.50 2.00 3.28 

5 
Individualized 
consideration 

4 3.00 2.25  3.50 3.25 3.50 3.50 2.00 3.00 3.75 .75  4.00   3.750 1.00 3.00 2.87 

6 Contingent reward 4 3.67 4  3.73 4.00 4.00 3.50 4.00 3.50 3.75 2.25  3.75   3.25 3.75 4.00 3.65 

7 
Management by 
exception (active) 

4 2.33 2.75  3.00 2.75 2.75 1.75 .75 3.25 3.25 .25  .50   2.00 0.75 1.00 1.93 

8 
Management by 
exception (passive) 

4 0.00 0.75  1.50 2.50 1.25 .00 .00 2.50 .75 .00  .75   0.00 1.75 1.50 0.94 

9 Laissez faire leadership 4 0.00 0.00  1.75 1.00 2.5 .50 .00 .25 .25 .00  1.75   0.25 1.50 3.00 0.91 

10 Extra effort 3 3.00 4.00  3.00 3.00 3.00 4.00 3.00 3.33 3.33 1.00  2.67   2.67 2.33 2.67 2.92 

11 Effectiveness 4 3.67 3.25  2.75 3.00 3.00 4.00 4.00 4.00 3.75 ---  3.00   3.50 2.00 2.75 3.28 

12 Satisfaction 2 2.5 4.00  3.50 3.00 3.50 4.00 4.00 3.50 3.5 3.00  4.00   3.50 2.50 3.00 3.39 

 
 
 

Table 3. A summary of target leaders’ national and contingent factors and dominant leadership styles. 
  

 TL1(Birtukan) LL2(Aster) ML2(Kokeb) TL2(Azalech) ML1(Tsion) LL1(Lydia) 

Age 35 42 43 40 26 46 

Qualification  MSc MA PhD PhD MA PhD 

Area of Sp. Information Scs. TEFL Sociology Linguistics Cultural Studies TEFL 

Marital Status Married Married Divorced Married Single Married 

No of children  2 1 --- 3 1 4 

work experience 12 yrs 23 yrs 16 yrs 13 yrs 7 yrs 25 yrs 

leadership experience 5 yrs 10 yrs 2 yrs 4 yrs 1 yr 2 yrs 

training on management Short term Yes No Yes Yes No 

Ethnic  group
 

-- Amhara Amhara -- Oromo Amhara 

religion Christian Orthodox Christian Christian Orthodox Christian Protestant Orthodox Christian 

Dominant leadership style 
Inspirational motivation and 
contingent reward 

Contingent reward 
Inspirational 
motivation 

Idealized influence 
(Attributes) 

Idealized influence 
(Behavior) 

Contingent reward 
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available from the questionnaires administered. The table 
also makes comparisons between leadership styles and 
the leaders' background. 

According to the above table subject leaders at all 
levels of leadership had a significant level of academic 
qualification, the minimum qualification being an MA 
degree and the maximum qualification being a PhD 
degree. In fact, half of them had a PhD level qualification. 
This finding might be encouraging in that it gives a clue 
as to the educational level of women in Ethiopia (that 
women reach highest level of qualification) despite that 
there are numberless problems of all kind that they face 
in education. Many leaders seem to have come from the 
social sciences and communications disciplines as the 
table illustrates and almost all were from the Christian 
denomination in religion. Three of them had descended 
from the Amhara ethnic group while one was from the 
Oromo ethnic group and two others were not willing to 
describe their ethnicity in the administered questionnaires. 
Four of the selected leaders were married and with some 
years of experience in training with management/ 
leadership related areas 

It might be insightful to trace the overall background of 
the subject leaders in order to know more about the 
perceived leadership styles they had. The overall 
background in this research context refers to the wider 
context of the research, the Ethiopian context, and the 
way selected leaders were brought up, educated 
influenced by the environment, and overall living and 
working situations of these women leaders in particular. 
In order to understand and discuss the key elements of 
these women leaders’ overall background, a five-point 
Likert scale questionnaire consisting of 19 items   was 
administered to each leader. Table 4 presents the findings 
in terms of means. 

The table shows that the key factors that most 
contributed to the betterment of the leadership skills of 
those selected leaders (according to the leaders' own 
evaluation) were items  numbered 5, 7,3,2,8, and 6 in 
almost descending order of evaluation. These are when 
described (respectively) parents’ or family or upbringing’s 
positive influence on  becoming a leader in general, 
schooling (primary-tertiary) positive influence on  
becoming a leader in general, the positive influence of 
career for becoming a leader in general, the  positive 
influence of  maternal responsibility for my becoming a 
leader in general, and professional leadership com-
petency.  Whereas the key factors that contributed least 
towards making those women leaders were in ascending 
order items such as 1, 13, 4, 15, and 16. These are when 
described (respectively) interest in getting involved in 
leadership, the role of organizational culture in AAU in 
promoting women leadership, interest in getting involved 
in politics, the role or contribution of the organizational 
structure (tall or flat) in AAU in promoting women’s role in 
leadership, and the overall role of different policies in AAU  

 
 
 
 
in promoting women’s leadership in AAU. 
 
 
DISCUSSION  
 
This study set out to describe the status of women 
leadership in Addis Ababa University, describe selected 
women leaders 'leadership styles and show the 
background of those exhibited styles. The level of 
participation of women in general in the faculty of AAU is 
very low (on average 10.10%) and the level of women in 
AAU’s leadership in particular is even smaller (5-10%). 
Compared to the commonwealth universities this figure of 
participation is even minimal. A number of factors both 
continental and international have been identified through 
research (Heiskanen, 1993; Kamau, 2001, Lodiaga and 
Mbevi, 1995; Manuh, 2010; Nzomo, 1995) as factors that 
hinder the legitimate participation of women in higher 
education leadership and decision-making. Some of 
these barriers confirmed in this research report are 
inadequate formal education and training, lack of 
prominent women visible as role models, lack of 
mentoring, lack of women’s self-empowerment by 
believing in themselves, lack of self-confidence, research 
and publication, and lack of fair and comprehensive 
policy framework.  Obstacles elsewhere (implied in this 
research) towards women’s route to leadership also 
include lack of practice in encouraging women, exposition 
and subjection to pressures and experiences not met by 
men, heavy domestic responsibility, deep-rooted 
traditional and cultural beliefs about women and their 
roles in community, stereotypical views, biased 
recruitment and promotion procedures, attitudes of 
employers to women employees, multi-fold intimidation, 
unsafe working environment,  and absence of strong 
women’s movement.  

 The above factors or barriers may be regrouped into 
three levels: personal factors, institutional factors, and 
societal factors. Yet given all these problems, there were 
on-going initiatives being made by the University in 
particular and by the Government of Ethiopia in general 
to address the issue.   

As regards leadership styles, the overall tendency of 
leadership style with top and mid-level  women leaders 
was transformational leadership style either individually in 
the form of its key components or in totality as a package 
of styles making up transformational leadership style as a 
whole. Top-level leaders tended to be generally 
transformational in their styles as reflected in their being 
responsive to the majority of descriptors in the MLQ 
instrument. It can be argued here that it is quite healthy 
(Yukl, 1994) for those leaders to fall under this category 
of leadership for so many reasons. First, transformational 
leaders create greater alignment around strategic visions 
and missions. Second, transformational leadership 
training  has  been  shown   to   improve   leadership  and 
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Table 4. Selected leaders’ overall background towards leadership and organizational strategy. 
 

Code no. of 
items 

TL1 (Birtukan) 

(Response) 

LL2 (Aster) 

(Response) 

ML2 (Kokeb) 

(Response) 

TL2 (Azalech) 

(Response) 

ML1 (Tsion) 

(Response) 

LL1( Lydia) 

(Response) 
Mean of all 

Mean 
ranked 

1 3.00 4.00 2.00 4.00 5.00 3.00 2.50 2.50 

2 4.00 5.00 3.00 4.00 5.00 3.00 4.00 2.50 

3 4.00 5.00 4.00 5.00 5.00 4.00 4.50 2.66 

4 2.00 5.00 4.00 3.00 1.00 1.00 2.66 2.67 

5 5.00 4.00 4.00 5.00 5.00 5.00 4.66 2.83 

6 4.00 3.00 3.00 5.00 2.00 5.00 3.66 2.83 

7 4.00 4.00 4.00 5.00 5.00 5.00 4.50 2.83 

8 2.00 4.00 4.00 5.00 5.00 3.00 3.80 3.00 

9 3.00 3.00 4.00 4.00 5.00 3.00 3.66 3.00 

10 4.00 3.00 3.00 4.00 3.00 3.00 3.33 3.17 

11 3.00 3.00 3.00 4.00 1.00 4.00 3.00 3.33 

12 3.00 3.00 3.00 3.00 1.00 4.00 2.83 3.5 

13 3.00 2.00 2.00 3.00 1.00 4.00 2.50 3.66 

14 4.00 3.00 3.00 3.00 1.00 4.00 3.00 3.66 

15 3.00 3.00 2.00 3.00 1.00 4.00 2.67 3.80 

16 3.00 3.00 3.00 3.00 1.00 4.00 2.83 4.00 

17 3.00 4.00 4.00 3.00 2.00 5.00 3.5 4.50 

18 3.00 2.00 3.00 3.00 1.00 5.00 2.83 4.50 

19 3.00 3.00 2.00 3.00 4.00 4.00 3.17 4.66 

Dominant 
leadership 

style 

Inspirational 
motivation and 

contingent reward 

Contingent 
reward 

Inspirational 
motivation 

Idealized 
influence 

(Attributes) 

Idealized influence 
(Behavior) 

Contingent 
reward 

  

 
 
 
associated performance over time. Fourth, 
transformational leadership has been found to 
explain statistically between 45% and 60% of 
organizational performance and transformational 
leaders created greater unity, cohesion, commit-
ment, and lower turnover. Fifth, transformational 
leadership predicted higher levels of product 
innovation in R & D teams. Sixth, transformational 
leaders create safer work environments. This 
finding goes in conformity with the argument that 
many  writers  such  as  (Phan,  2011)  make  that 

transformational style of leader-ship essentially 
addresses the humane aspect of employees, the 
moral and ethical aspects which have all been 
revealed more in women’s leadership styles than 
men’s. Hunt (1999) further attributes communal 
emotional and democratic characteristic inherent 
in transformational leader-ship more to women 
than to men. Middle-level women leaders tended 
to have more from the middle region of the FRL 
model such as many characteristics from the 
transactional   leadership  such  as  the contingent 

reward styles. And yet, leaders at this level had 
considerable share from the characteristics of 
transformational leadership. Thus, they can also 
be said to have good leader-ship values as 
ascribed to the transformational leaders above. 
Lower-level leaders tended to exhibit more 
characteristics from the passive-avoidant region of 
the FRL model compared to the other two level 
leaders and yet, they also had important 
characteristics from the transactional region and 
from the transformational region. 
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As regards the overall background of the selected 
women leaders in the study, significant level of educa-
tional qualification and training in leadership development 
skills was found behind the leadership skills of the 
selected leaders, almost in all cases. One might deduce 
that education might contribute to the development of 
good leadership skills. Work or especially leadership 
experience was also another notable point behind the 
involvement of leadership for almost all leaders. Parents’ 
or family upbringing, schooling (primary-tertiary), career, 
maternal responsibility and professional leadership 
competency were found to be important in contributing 
towards the leaders’ development of leadership skills 
according to the leaders themselves in general. 

The study finally recommends that in order to ensure a 
fair participation of women in the higher education 
academic and leadership sectors, the Addis Ababa 
University should aggressively work on two things:  
consolidating the affirmative action policy, and 
empowering women with overall education and training 
(including lobbying and advocacy skills) for better life and 
leadership roles in the community and in higher 
education sector in particular. Promoting gender issues to 
the required level of performance through an overall 
gender sensitization programme and gender main-
streaming should be one of the priorities of the university.  

The AAU should provide on campus regular women-
affiliated career advisement services and set up   
Women’s Fund (special incentive and funding 
mechanisms for enhancing more women participation). 
Future research in this area may attempt to explore in 
large surveys women leaders' leadership styles as during 
the time of this study there were no many women leaders 
to engage in the research. Another impediment in this 
research was the timing as the AAU was undertaking 
reform initiatives during the study faculty were generally 
busy to volunteer as informants. 
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This study originates from ongoing action research that aims to develop institutional opportunities to 
reflect on and take decisions about inclusion in the School of Accounts and Administration of Rio de 
Janeiro’s State Accounts Office. The research was organized in three phases. The first phase was an in-
service course to sensitize professionals about inclusion. The second stage comprised the 
reformulation of the curriculum of the courses delivered by those professionals to other public 
servants; the third phase involved the creation and supervision of a discussion group that sought to 
develop cultures, policies and practices of inclusion. This study presents and analyses the first phase 
of the research from an omnilectical perspective. The question that guided this first phase was: what 
meanings of inclusion can be collectively derived from a course that aimed to sensitize a group to 
inclusion? The data was organized using Bardin content analysis technique, and discussed on the 
basis of the omnilectical perspective, developed by Santos. The results show the ways in which the 
participants “built” the concept of inclusion and their need to set up institutional practices based on 
participative citizenship, and to implement continuous evaluation of the teaching-learning processes. 
 
Key words: Public administration, omnilectical perspective, inclusion in education. 

 
 
INTRODUCTION 
 

This study originates from the first phase of an ongoing 
action research study initiated in 2013, entitled Inclusion 
in the Public Administration, which aims at helping the 
School

2
 of Accounts and Administration of the State‟s 

Accounts Office to revisit its cultures, policies, and 
practices (Booth and Ainscow, 2011) of inclusion in order 
to become more inclusion-oriented. The concept of 
inclusion here adopted is based upon the omnilectical 
perspective, developed by Santos (2013). In her 

                                                           
2 By school, in this article, we mean the institution here researched, which is 

not a basic education school, but a school for civil servants of the public 
administration.  

conception of inclusion, the author embodies the three 
dimensions developed by Booth and Ainscow and other 
aspects of their work and the work of others, as 
presented later.  

This first phase of the research was carried out during 
an in-service 16 h course offered by the researchers to 
the school‟s staff/teachers about inclusion in public 
administration at the request of the school director. These 
teachers are experienced civil servants who belong to the 
school staff. The course focussed on creating 
opportunities to reflect on the role of the school of 
accounts and administration, and of its teachers as 
inclusionary  agents   with   a   view   to   broadening   the  
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understanding of the principles of inclusion

3
 and, in so 

doing, bring the citizen to the centre of the teachers‟ 
concerns, so that they would see the citizens as the main 
target of all courses offered.  

The main idea was to add inclusion principles to the 
existing values of the school, in an assumption that this 
would help them to review their educational practices on 
a continuous basis. The underlying intention was to 
influence the teachers so that they would influence the 
planning and practicing of more inclusive social policy at 
the several municipal public administration offices that 
the school assists all over the state of Rio de Janeiro. 

We consider this research as a relevant initiative given 
that the main mission of the school is to educate (train) 
civil servants of the 92 municipalities to abide by the rules 
of the Accounts Office of the State of Rio de Janeiro, and 
to monitor their compliance. To do so, the school 
provides training courses to the civil servants of those 
municipalities to help the municipal public sectors to deal 
with public accounts. These courses are taught by the 
School‟s staff, who have two main functions: teaching the 
civil servants of the municipalities and supervising their 
work when visiting such municipalities over the year. The 
school offers, on average, more than one hundred 
courses during a year on various subjects, ranging from 
internal and external budget control to retirement 
concessions for the elderly, environmental education, etc.  

Thus, this study presents the course given by the 
researchers to two groups of professional teachers of the 
earlier mentioned school, focussing on how those who 
are responsible for teaching the municipalities‟ civil 
servants about public accounts and governance can 
develop the concept of inclusion after the course is 
completed. The underlying assumption was that the 
course could, in a chain reaction, reach the educators of 
public servants and, indirectly, the municipal servants 
under their jurisdiction.  
 
 
Cultures, policies, and practices in dialectical and 
complex relationships: The omnilectical perspective 
of inclusion-exclusion  
 
Society‟s interest in thinking about living conditions in the 
world – shared by billions of people living in diverse 
social conditions, most of all poverty – has given rise to 
studies on inclusion. Conceptually, inclusion tends to be 
a very polysemic term, sometimes associated with 
underprivileged groups or sometimes focussing only on 
disability groups. In this study, the concept of inclusion is 
understood in a broader way, within a perspective known 
as omnilectics (Santos, 2013). This perspective 
acknowledges individual, social,  group,  and  institutional  

                                                           
3  According to Booth and Ainscow (2011), these principles are: Equality; 

Rights; Participation; respect for Diversity; Community; Sustainability; Non-

violence; Trust; Honesty; Courage; Joy; Compassion; Love; Hope/Optimism; 
and Beauty. 

 
 
 
 
life manifestations as pertaining to the dimensions of 
cultures, policies, and practices (Booth and Ainscow, 
2011), which are dialectically (Lukács, 2010) and 
complexly related (Morin, 2008). 

Inspired by Booth and Ainscow (2002, 2011), we 
believe that the dimension of cultures represents the 
personal level in which discursive practices are built, as 
well as all aspects and beliefs that will serve as 
justifications for the formulation and implementation of 
policies. Cultures of inclusion presuppose the 
participation of the citizens (practices) in the definition of 
priorities (policies) and on the processes of decision-
making (policies), such as referendums, ballots, 
participative budgeting, local councils, etc. 

Based on the work of the same authors (Booth and 
Ainscow, 2002, 2011) we state that the dimension of 
policies are related to the norms, laws, rules and 
regulations such as conventions, deliberations, or any 
other official statement that reflects cultures and points to 
practices. Policies can be more or less open to 
participation, according to how strongly linked they are to 
cultures. Slightly different to Booth and Ainscow, we point 
out that policies reveal the intentional actions of the state 
regarding society, but also reveal personal decisions 
towards oneself. The closer policies are to the wishes 
and aspirations of the citizens, the better the chances of 
them being effective. 

Booth and Ainscow (2002, 2011) affirm that the 
dimension of practices represents the concretization of 
cultures and policies. This is the arena where decisions 
are taken into effect. As an example, we can say that the 
demands pointed to by the technical staff of an institution 
or the people of a city are expressed in its master plan. It 
is worth mentioning that the role of schools of 
accountancy will be defined, in the context of the 
managerial reforms of the political sector, by their 
contribution to the education of new professionals who 
engage in the widening of the social participation processes 

in order to develop ever-growing inclusive policies. 
This was not the case until the year 1936; then the 

Brazilian public administration had inherited a patrimonial 
system from the Empire era which was then substituted 
by public bureaucracy. Currently, the public 
administration is on the way to becoming a managerial 
system. In this perspective, public developmental policies 
based on active citizens and on socio-political and 
economic inclusion are important. While being a 
fundamental governmental instrument for exercising – 
and maintaining – political power, public policies exist in a 
tense and politically dense arena, with conflicting 
relationships between the state and society, between the 
state‟s powers, and among administrators and politicians. 

In the transition from a patrimonial to a managerial 
perspective of public administration, there seems to be a 
qualitative leap when it comes to understanding the roles 
of civil servants, as they feel compelled to understand the 
concepts of inclusion and their applicability in formative 
processes.  Thus,  it   seems   now   imperative   to   view  



 
 
 
 
corporative education as a means of avoiding 
punishment; hence the slogan adopted by the School of 
Accounts and Administration which is object of this 
research: “To educate in order not to punish”. It is along 
these lines that the omnilectical perspective was chosen 
as the means through which to analyse the data. 

The word omnilectic is a neologism created by Santos 
(2013) to conceive a kind of analysis that intends to 
understand multiple factors simultaneously. It assumes 
that every human and social phenomenon is pervaded by 
the dimensions of cultures, policies, and practices, which 
in turn, are intimately and constantly interrelated in 
dialectical and complex ways. 

Dialectic is adopted here based on Konder (1981) and 
Lukács (2010). The first author sees it as “the way in 
which we think of reality as essentially contradictory and 
in permanent transformation”. In this sense, the 
dimensions of cultures, policies and practices are always 
interrelated in contradictory and/or tense ways, and 
determine a constant state of change and transformation. 
As Lukács (2010) puts it: 
  
The essence of the dialectical method, in fact, is that in it, 
the absolute and the relative compose an indestructible 
unity: the absolute truth has its own relative elements 
related to time, place and circumstances. And, on the 
other hand, the relative truth, as real truth, as an 
approximately loyal reflection of reality, is embodied by 
an absolute validity (p. 12). 
 
In other words, reality is multiple and has many cultural, 
political, and practical „layers‟, so to speak, that represent 
both the essence of the phenomena and the phenomena 
themselves.  

Such dialectic pervades all the reality, so that, in a 
relation of this kind, appearance and essence are made 
relative: what used to be the essence that contradicted 
the phenomenon emerges when we take a thorough 
(analytical) standpoint and overcome the surface of the 
immediate experience (and see it) as a phenomenon 
related to another, diverse, essence, which in turn will 
only be reached by means of even more thorough 
investigations. And so it goes on, indefinitely (Lukács, 
2010).As for the complexity, we understand it as Morin 
(1995) puts it:  
 
representative of the self-organizational abilities of 
systems, as something that recognizes the uncertainty 
principle, which in turn leads us to recognize how 
exponentially changeable and temporary each reality is 
culturally, politically, and practically speaking. (...) any 
complex knowledge bears a part of uncertainty that  
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needs to be acknowledged and recognized. Complex 
thinking comprises becoming aware of the lack of 
knowledge completion and, fundamentally, of a limitation 
of the human spirit‟s possibilities. To search for absolute 
and undoubted fundamentals will [always] be in vain. 
 
The difference between the omnilectical perspective and 
the known categories it embodies is not that it proposes a 
new concept of dialectics or complexity, but that it brings 
them together in the same perspective, as well as taking 
into account the three dimensions.  
 
 
The Brazilian scenery of schools of government 
 
Political and economic decentralization has been one of 
the strategies adopted by the public administration after 
the military regime ended in Brazil (1964 to 1985), in an 
attempt to remediate the negative legacy left by the 
regime such as: 
 
[...] the lack of economic control, accountability of 
governors and bureaucrats before society, the undue 
politicization of bureaucracy in the states and 
municipalities, besides the overwhelming fragmentation 
of public enterprises due to the loss of focus on the 
governmental performance (Abrucio, 2007). 
 
Despite the recurring criticisms about the way in which 
such decentralization has occurred in Brazil, it seems to 
be generally agreed that this process has brought more 
autonomy to the local governments as well as a possible 
improvement in social participation opportunities.  

This improvement raised the number of functions of 
Schools of Accounts and Administrations, which are 
institutions created by the Federal Constitution of 1988 
(Brasil, 1988) with the duty to educate public servants in 
the context of the administrative and managerial reforms 
of the state. They needed to become more educational 
than being purely fiscal. 

They realized that educational initiatives could be more 
efficient than remedial actions when it came to results in 
public administration. Such a perspective was 
corroborated by Chaise (2007), when she stated that: 
 

Within a scenery of great changes we can identify that 
public administration is no longer an administrative 
practice solely circumscribed by bureaucracy, but by 
citizens or aims strategically determined by its institutions. 
Here we call attention to the importance of Schools of 
Accounts as a means of putting this new focus into 
practice. 
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We believe that the broadening of participation also 
implies a practical broadening of the idea of inclusion, 
and this idea gained relevance in public policy texts 
throughout the 1980s, and especially in the 1990s. 
According to Santos (2013): 
 
Inclusion is a process that reiterates democratic 
principles of full social participation. In this sense, 
inclusion cannot be resumed to one or some areas of 
human life, such as health, leisure or education (...) 
Inclusion, thus, refers to all efforts in the sense of 
guaranteeing maximum participation of any citizen, in any 
social arena. 
 
 Schools of accounts have as a basis for their 
pedagogical actions the principles of public administration 
such as, among others: legality, transparency, efficiency, 
efficacy, and technical competence. Added to these, the 
principles of inclusion may bring benefits to the 
government–citizens relationship. On the basis of these 
principles, the role of schools of accounts becomes 
crucial to the development of cultures, policies, and 
practices of inclusion in the public administration.  

In this respect, it is no coincidence that the Strategic 
Plan of the State Accounts Office 2012 to 2015 shows, 
among its guiding principles, several ones that are 
directly linked with inclusion as an ideal and a principle to 
be pursued, such as independence, professionalism, 
ethics, and transparency. One responsibility of these 
schools is to improve public servants‟ education on the 
basis of the idea of continued education, of learning 
organizations, and of the democratization of knowledge.  

All these principles are somewhat linked to inclusion in 
the way we conceive it. Continued education is linked to 
inclusion in the sense that it provides opportunities for 
further reflection upon the day-to-day life of the institution 
and its role. Learning organizations relates to inclusion in 
that it means keeping an open mind for change. And the 
democratization of knowledge links to inclusion in the 
sense that knowledge represents a powerful tool for 
social change, and the more it is shared, the greater the 
possibility an institution has to adopt educationally 
oriented (as opposed to punitive) and emancipatory 
practices.  

Thus, one can see that Brazilian Schools of Accounts 
have tried to better correspond to society‟s expectations 
by increasingly valuing structural, physical, and cultural 
adjustments to the principles of inclusion. The underlying 
hypothesis is that by improving itself and its services, the 
school is also improving the qualification of the public 
servants. This inclusive, educational, and social 
qualification favours the implementation of new public 
policies, as well as the enhancement of society‟s 
participation, which brings about a stronger exercise of 
citizenship.  

The School of Accounts and Administration of the State 
Accounts Office of Rio de  Janeiro  has  been  working  in  

 
 
 
 
this direction since 2010, performing the first steps to 
create inclusive institutional practices, cultures, and 
policies and promoting initiatives that strive for the 
improvement of pedagogical practices. This is done by 
incorporating inclusive principles into the principles 
already present in the school culture: commitment, 
ecological awareness, effectiveness, ethics, quality, 
independence, and entrepreneurship.  

This project was initiated after an investigation carried 
out by the earlier-mentioned school in 2010, which aimed 
to map out the number of public servants with disabilities 
working at the State Accounts Office, in order to comply 
with the constitutional law. This legislation gives people 
with disabilities the right to compete for vacancies in 
public contests and aims to ensure that a quota of 5 to 
20% is filled by employees with disabilities, depending on 
the number of employees the work place has. If there are 
more than a hundred positions, for instance, they must 
offer between two to 5% of the vacancies to disabled 
people.  

Employers with more than 500 employees must offer 
20% of positions to people with disabilities. The mapping 
showed that out of the 1500 public servants in the Rio de 
Janeiro State Accounts Office in 2011, 19 were people 
with disabilities, out of which four were visually impaired, 
13 physically impaired, and two were hearing impaired. 
According to the constitution, at this total number of 
employees, there should be around 300 workers with 
disabilities; not just 19. These results led the school to 
make an extra effort to compensate for this imbalance.  

Thus, after this investigation, other initiatives occurred, 
such as architectural accessibility refurbishment and a 
change in the identification form of servers allowing the 
identification of current and potential students via the 
internet webpage by means of two questions:  
 
1. Do you have any disability and of what type? and  
2. Do you need any adapted materials in order to 
facilitate your learning in the in-service education 
programmes? What are these materials? 
 
In 2012, the school began a process of consulting special 
educational institutions in order to learn how to be 
pedagogically competent to develop actions for all civil 
servants, with or without any special needs, as well as to 
offer in-service education for its teachers and technicians 
to, in turn, educate people in the municipalities. 

In 2013, the Laboratory of Studies, Research and 
Support to Participation and Diversity in Education of the 
Faculty of Education of the Federal University of Rio de 
Janeiro was invited by the school to contribute to this 
project, which was named Incluir (meaning “to include”). 
The proposal was formatted within a covenant between 
the University and the School. The project, named 
Inclusion in the public administration: a study on the role 
of a School os Accounts and Administration in the 
development  of   cultures,   policies    and    practices   of  



 
 
 
 
inclusion, coordinated by one of the authors, began in 
2013. 

It is worth mentioning that we used Booth and Ainscow 
(2011) Index for inclusion: developing learning and 
participation in schools

8
 as the source of inspiration to 

conceive the research and its action developments. The 
Index is a set of materials originally designed to be 
developed with basic education schools. However, we 
have expanded the use of the Index to other types of 
educational institutions on the basis of our long term 
experience with such material, such as the case of the 
School of Government mentioned in this study. 

Also worthy of mention are Booth and Ainscow (2011) 
definitions of the three dimensions of the Index – 
cultures, policies, and practices – which are the bases of 
the omnilectical perspective, explained earlier. Cultures 
are defined as everything related to values that are built 
and learned throughout life: precepts, principles, 
standpoints, perspectives of life; values we take for 
granted and defend without even noticing. According to 
the authors, policies refer to the organizational support 
institutions provided for the development of inclusion. 
Practices are what one is, what one does, what one 
performs, and how one lives.  

Another important point to make is that, within the 
Index, cultures are seen as the pillar on which policies 
and practices can be built and reviewed. The authors 
point out that any change towards inclusion can only be 
possible when cultures are revisited and changed in 
democratic and participative directions. However, from 
the omnilectical perspective – because it sees these 
three dimensions as equally weighed in importance and 
because they are intertwined dialectically and complexly 
(as will be seen later) – any of these can be a pillar at any 
time, and this will always be so on a temporary basis, 
such is the dynamical movement between them. 
 
 
METHODOLOGY 
 
In order to develop the research, as discussed previously, a 
covenant was signed between the university and the school. Once 
that was completed, we introduced the project to the school staff in 
order to identify those who would want to participate in it.  

The first step of the project was to attend to a sensitization 
course on inclusion and public administration, and so the staff was 
invited to participate. For ethical purposes, those who agreed to 
participate signed an agreement of participation in the research in 
which it was clear that their identities would not be revealed and 
that they could stop participating in the research at any time, 
without any condition or charge. They also signed an agreement to 
the use of their images, allowing us to film and audio-record the 
meetings. Those who decided not to participate did so on the basis 
of lack of time, as they were not full time staff. 

                                                           
8 This research was carried out with the approval of Professor Booth, who is a 

personal relation of one of the authors and with whom we have worked in 
collaboration since the late 1980s. This work has involved translating the Index 

into Brazilian Portuguese since its first version, of 2000, through to the current 

one (2011). Furthermore, we currently represent the International Index for 
Inclusion Network in Brazil, founded by Professor Booth in 2012. 
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The idea of making room for reflection on the principles of 
inclusion in (their) education, together with their in-service training 
activities, was well received by the participants because they saw it 
as an opportunity for their own development regarding inclusion, 
both personally and professionally. As discussed previously, the 
idea was to contribute in the sense of adding inclusion to the values 
the school already had so that they would, if they so wished, be 
able to review their culture, policies, and practices and the curricula 
of the courses they offer to citizens and civil servants of the 
municipalities.  

The course was delivered by the coordinators of the research 
(the authors of this article) – all of them researchers within the 
Educational field – and based on the assumption that a practice 
that is distant from the students makes the appropriation of 
knowledge and development of reflective skills – both very 
important in developing critical thinking – unlikely. In order to follow 
this assumption, the principles of inclusion as proposed by Booth 
and Ainscow (2011), mentioned earlier, were dialogically and 
participatively worked on, in an attempt to broaden the 
understanding of the concept of inclusion which is usually 
associated with disability. 
 
 
Participants 
 
We offered the course Inclusion in the Public Administration to staff 
who acted as teachers and course coordinators. The course was 
offered to two groups of participants. The first was composed of 27 
people, out of which 19 were part of the school‟s administrative 
technical staff (who, as said, are also teachers) and eight were just 
teachers, hired for these courses. The other group comprised 16 
hired teachers. In total numbers, there were some 150 staff and 
hired teachers altogether, out of which the 43 mentioned above 
chose to take part in the workshops. The average participation rate 
over the course was 90%. All participants work in the School of 
Accounts and Administration which is focus of the research, and as 
such, live in the city of Rio de Janeiro and are responsible for 
teaching public servants of other municipalities to deal with public 
accounts and for monitoring the municipalities‟ accounts. 

 
 
The implementation of the course 

 
The course ran from September to December 2013. Its main 
objective was to sensitize the participants to the principles of 
inclusion, based on the supposition that such principles offer the 
fundamentals of a learning that can be transformative because it 
promotes knowledge that is pertinent to the students. According to 
Morin (2008): 
 
One needs to be able to view things within a context. It is not the 
quantity of information, nor the sophistication in Maths that can 
bring, on their own, a pertinent knowledge, but the capacity to put 
knowledge in context. 
 
Thus, the course curriculum approached the theme of disability, but 
went beyond that by bringing in the participative aspects of 
inclusion, which centred the citizen as the reason for public policies‟ 
formulation, implementation, monitoring, and evaluation. We had a 
total of four meetings on alternate weeks, lasting around four 
months, with the following subjects:  
 
1. First meeting: theoretical approach to inclusion; inclusion as a 
principle (Booth & Ainscow, 2002).  
2. Second meeting: the omnilectical perspective of inclusion and 
how it helps to develop inclusive didactics (Santos, 2013).  
3. Third meeting: the citizen at the centre of the debate.  
4. Fourth meeting: to educate in order not to punish.  



40          Int. J. Educ. Admin. Pol. Stud. 
 
 
 
During the meetings, the researchers played the roles of lecturer, 
participant observers, and debate leaders (the same researchers 
always attended each meeting). Because this phase was the first 
part of the action research that would follow, over the course of the 
meetings it was possible – even desirable – to review and change, 
if necessary, the contents in order to facilitate a self-revision 
process regarding the institution‟s culture, policies, and practices by 
means of the participation of the people attending the meetings.  
 
 
Data collection instruments 
 
The meetings were filmed and audio-recorded and both were 
transcribed. For the purposes of this study, we used parts of the 
transcriptions of the audio material to illustrate the meanings 
attributed to the categories that emerged.  
 
 
Analysis procedures 
 
The data analysis focussed on identifying and valuing inclusive 
meanings the participants would develop regarding the public 
administration. Based on the omnilectical perspective, we 
considered their words during the discussions as potential 
institutional elements of cultural, political, and practical order which, 
because interrelated dialectically and complexly, could initiate 
revision and redefinition (if found necessary by the participants) of 
the institution based on the staff and institutional contexts.   

To analyse the data, we also used Bardin (2006) content 
analysis, as we adopted an interpretative approach to the data. 
According to the author, content analysis is a set of techniques 
used to analyse communications with the aim of getting an indicator 
(quantitative or otherwise) that allows one to infer the knowledge 
related to the conditions of production; it also involves reception of 
the communications, via systematic and objective ways of 
describing the message contents. 

The type of content analysis adopted in this part of the research 
was the categorical one. According to Bardin (2006), this is the 
oldest technique, and the most used. It is done by means of division 
of the material into unities and categories in a process of grouping 
and regrouping the contents under analysis.  

This organization allowed for the gathering of a large amount of 
information, and then the correlation and transformation of this 
information from raw data into finished data. The categories were 
classified by one of the researchers/authors of this paper and 
further reviewed and agreed upon by the others.  We remained only 
with the categories agreed upon by the four of us. The ones that 
showed any degree of disagreement were not considered. In this 
way, it was possible to reorganize discourses into categories. After 
doing this, we analysed them omnilectically. In so doing, we 
attempted to build, together with the group, their pertinent 
knowledge about inclusion. 
 
 
FINDINGS 
 
Building the concept of inclusion 
 
Group 1 
 

This first exercise brought the participants together in 
pairs in order to exchange experiences, information, and 
understandings with a view to having them introduce 
words that provide the basis of their understanding of 
inclusion in the public administration, in a free association  

 
 
 
 

Table 1. Words evoked three or more times and 
their frequency of evocations. 
 

Words evoked  Frequency  

Participation 9 evocations 

Access 8 evocations 

Education 3 evocations 

Knowledge 3 evocations 

 
 
 
exercise. The words evoked by this group were the 
following: 
 
Efficacy, master plan, effectiveness, power, infrastructure, 
communication, education, participative budget, republic, 
social control, social debate, agility, circularity, 
concretization, rhetoric, diversity, freedom of expression, 
proactivity, ethics, credibility, motivation, plurality, 
transparency, knowledge, justice, citizenship, equity, 
democracy, decision, intentionality, collaboration, 
participation, integration, simplicity, access, reflection, 
dialogue, solidarity, isonomy, exhibition, culture, 
transformation, opportunity, perspective, functionality, 
respect, consciousness, altruism, legislation, common 
good, overcoming, process, social responsibility, policies, 
municipal councils, public audiences, academic 
discussion, health, leisure (notes from the daily diary). 
 
The words selected were annotated, and analysed on the 
basis of their frequency of evocation. After this, we chose 
to select for final analysis those that were evoked three 
times or more, and these were considered the main 
categories that gave meaning to inclusion. In this way, we 
were left with the following categories and respective 
number of evocations (Table 1). The group then was 
asked to reorganize the less evoked words within the four 
most evoked ones, used as main categories; the words 
within them composed their relative meanings (Table 2).  

In this way, it became possible to see that for this group 
inclusion has to do with participation, access, education, 
and knowledge, and that each of these aspects are filled 
with several meanings.  In the process of analysis, the 
participants should try to relate these categories to those 
of the Index and on which we based most of the course 
and its activities; that is, cultures, policies, and practices. 
In order to do so, another demonstrative board was 
organized by them, which attempted to guide their efforts 
as a team towards inclusive ideals (Table 3). 

Thus, the category participation was understood to be 
inherent to the dimension of values (cultures) that need to 
be developed when searching for inclusive ideals. In this 
way, a great deal of the staff at the School of 
Accountability and Management understood the need to 
create cultures of inclusion via promoting collaboration 
among its technical staff, both in teaching and learning, 
by  means  of   supporting   and   stimulating   freedom  of 
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Table 2. Categories and related meanings. 
 

Categories Related Meanings 

Participation 
Collaboration, decision, credibility, freedom of expression, proactivity, motivation, 
plurality, respect, communication, process, culture, circularity, overcoming, 
perspective 

  

Access Equity, integration, agility, opportunity, dialogue, transparency, policies, legislation 

  

Education 
Democracy, solidarity, isonomy, diversity, simplicity, common good, academic 
discussion, health, leisure, ethics, intentionality, consciousness, citizenship 

  

Knowledge 

Power, reflection, justice, transformation, altruism, concretization, rhetoric, efficacy, 
effectiveness, functionality, participative budget, social control, social responsibility, 
master plan, municipal councils, public audiences, social debate, infrastructure, 
exhibition 

 
 
 

Table 3. Categories and related meanings. 
 

Categories Related meanings 

Participation (Cultures) 
Collaboration, decision, credibility, freedom of expression, proactivity, 
motivation, plurality, respect, communication, process, culture, 
circularity, overcoming, perspective 

  

Access (Policies) 
Equity, integration, agility, opportunity, dialogue, transparency, 
policies, legislation 

  

Education (Practices) 
Democracy, solidarity, isonomy, diversity, simplicity, common good, 
academic discussion, health, leisure, ethics, intentionality, 
consciousness, citizenship 

  

Knowledge (Practices) 

Power, reflection, justice, transformation, altruism, concretization, 
rhetoric, efficacy, effectiveness, functionality, participative budget, 
social control, social responsibility, master plan, municipal councils, 
public audiences, social debate, infrastructure, exhibition 

 
 
 
expression, proactivity, mutual respect, frank 
communication, and the circulation of information.  

The category access was understood to be inherent to 
the dimension of policies which need to be produced in 
the search for inclusive ideals. According to the school 
staff, it will be vital to develop policies of access that 
ensure the equity and integration of all public servants 
and their jurisdictions; policies that provide dialogue and 
ensure transparency, both regarding information that 
circulates and decision-making processes; and policies 
that offer opportunities for public servants to 
professionally, cognitively, and personally develop 
themselves as well as favour speeding up internal 
bureaucracy.  

The category education was understood to be inherent 
in the dimension of practices that need to be developed 
for inclusion to happen. In order to do so, education 
should mean transforming  authoritative  and  hierarchical 

practices into ever-growing democratic and participative 
actions in order to ensure isonomy for people. Education 
should lead to the following: good citizenship, solidarity, 
diversity, common good, and awareness creation in 
public servants and their jurisdictions. It should broaden 
the academic discussions on the institutional role in 
promoting health, ethics, and leisure in a simple and 
intentional way. 

The last main category, knowledge, was considered 
important to the dimension of practices and seen as in 
need to be developed in order to generate knowledge 
that empowers people and leads to autonomy, reflection, 
and transformation. It should be a knowledge that is 
guided by justice and that makes cultures and concrete 
policies that are functional, effective, and efficient for 
public administration and facilitates citizens‟ exercise of 
social control, social responsibility, altruism, and public 
speaking. Knowledge should ensure adequate functioning  
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Table 4. Words evoked three times or more and 
their frequency of evocations. 
 

Words  Frequency  

Participation 17 evocations 

Transparency 10 evocations 

Knowledge 5 evocations 

Courage 5 evocations 

Responsibility 5 evocations 

Power 4 evocations 

Freedom 3 evocations 

Access 3 evocations 

Understanding 3 evocations 

Transformation 3 evocations 

 
 
 

Table 5. Categories and their related meanings. 
 

Categories Related meanings 

Participation Rights, referendum, ballot, democracy  

Transparency Freedom  

Knowledge Disclosure, exchange 

Courage Attention, humility, tension   

Responsibility Interest, consciousness 

Power Public Sphere, reciprocity  

Freedom Will, experience 

Access Circularity (Mobility) 

Understanding Communication 

Transformation Initiative, evolution 

 
 

 
of infrastructure and human life and it should favour the 
practice of social debate, represented in the actions of 
the municipal councils, participative budgeting, and public 
audiences. 
 
 
Group 2 
 

Slightly different from the previous group, this group listed 
the following words: 
 

Participation, transparency, knowledge, courage, 
responsibility, power, freedom, access, understanding, 
transformation, experience, exchange, will, democracy, 
rights, public sphere, consciousness, unveiling, 
referendum, reciprocity, attention, communication, 
evolution, interest, humility, tension, circularity (notes 
from the daily diary). 
 
As shown below, there was some congruency between 
the two groups regarding the words and unit senses 
evoked by them. Again, we chose to select for final 
analysis those that were evoked three times or more 
(Table 4). 

 
 
 
 

Of the evoked words, participation, transparency, 
knowledge, courage, responsibility, power, freedom, 
access, understanding, and transformation were 
considered to be categories of analysis, within which the 
remaining words should be organized. In the same way 
dine by the previous group, the participants of this group, 
all together and collaboratively reorganized the words, 
with the understanding that the less evoked words 
comprised the extensive meaning (sense units) of each 
category. 

It is worth calling the reader‟s attention to the word 
courage, which appears five times and is linked to the 
words attention, humility, and tension (Table 5). These 
words do not bear exactly the same semantic 
dimensions; on the contrary, they are quite different, 
semantically speaking, implying an underlying 
contradiction, as will be seen further on. 

Thus, it is possible to observe that, for this group, 
inclusion seems to have to do with participation, 
transparency, knowledge, courage, responsibility, power, 
freedom, access, understanding and transformation, and 
each of these has a handful of meanings. In the analytical 
process carried out by the group, they related the 
categories to those predefined groups (cultures, policies 
and practices) and eventually built the board below, to 
demonstrate how they, as an institutional team, could 
guide their efforts towards inclusion (Table 6). 

For this group, the categories participation and power 
were seen as inherent in the dimension of policies that 
need to be proposed so that the School of Governance 
and the Revenue Income Tax office can develop 
processes of inclusion. They were also seen as 
participation policies that guarantee the right to access 
the institutional level as well as broaden the access 
mechanisms to all persons, both civil servants and 
citizens. Finally, they were understood as social 
empowerment policies that reaffirm democratic 
processes, including referendums and consultations. 

The categories transparency, responsibility, and 
understanding were associated with practical dimensions 
that need be developed in order to accomplish inclusive 
ideals. In this way, making the inner and outer 
institutional communication processes more transparent 
and free, including the public sphere by means of civil 
participation, becomes a crucial means to promote

inclusion. The ability to persuade each person to 
commit his/her individual and collective responsibilities to 
an interest in the institutional actions (School of Accounts 
Office) is also crucial in an attempt to continuously 
develop public awareness. 

The categories of knowledge, courage, freedom, 
access, and transformation were understood to be 
inherent in the cultural dimension, showing the interest of 
the institution in developing inclusive values in their 
members so as to provide opportunities for the circulation 
of ideas, information, and people. For this group, it seems 
that the creation of a culture of knowledge implies 
bringing out what is unseen and  to  transform  the  public  



 
 
 
 
Table 6. Categories and their related meanings. 
 

Categories Related meanings 

Participation (Policies) 
Rights, referendum, ballot, 
democracy 

Transparency (Practices) Freedom  

Knowledge (Cultures) Disclosure , exchange 

Courage (Cultures) Attention, humility, tension 

Responsibility (Practices) Interest, consciousness 

Power (Policies) Public sphere, reciprocity 

Freedom (Cultures) Will, experience 

Access (Cultures) Circularity 

Understanding (Practices) Communication 

Transformation (Cultures) Initiative, evolution 

 
 
 
administration by means of bringing up new ideas and 
empowering participants.  

Besides the development of a culture of knowledge, the 
development of values such as courage is related to the 
incentive of personal initiatives and the consideration of 
the wishes and motivations of each individual and the 
group. It seems that for this group, it is highly important to 
encourage an attentive, understanding, and humble spirit, 
especially when it comes to institutions of control, so that 
people can perform more inclusive public practices.  

On the other hand, as mentioned earlier, courage can 
also contradictorily imply that behind the day-to-day life of 
the institution lies a strong hierarchical relationship in 
which, as the Brazilian idiom says: “Those who can, 
command. Those who are sensible, obey”. The comment 
below, made by Participant 4 while discussing how they, 
as teachers, could promote inclusion in that institution, is 
very representative of this point: “There is no „could‟. 
Here we must follow what the House [referring to the 
school] thinks needs to be done.” 
Moreover, the list of words above shows an apparently 
broad understanding of the concept of inclusion by the 
public administration staff involved. These are words that, 
in a way, show the wish to change current practices and 
to improve autonomy and emancipation in the social 
actors involved. Although the words autonomy and 
emancipation were not explicitly mentioned by the 
groups, it is possible to infer that they are a desirable 
product of the process of inclusion, as reported by one of 
the participants: 
 

When we engage in a more participative lesson, we 
change our structures…. We destabilize certain practices 
(Participant 12). 
 
 
Analysis: The coincident meanings of inclusion for 
both groups 
 
In order to analyse the data presented  in  this  study,  we  
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decided to use the categories that coincided in both 
groups: participation, knowledge, and access. These 
categories, in accordance with the participants, should be 
the basis of the development of processes of cultures, 
policies, and practices of inclusion in their professional 
context. These aspects are consistently discussed and 
proposed to be worked with because they are constitutive 
of the “movement” of inclusion in the Index.  

Participation is, perhaps, the central concept. As Booth 
and Ainscow (2011) put it, it is by means of interactions, 
exchanges of experiences, and participation that people 
become able to share inclusive values, to review 
conceptions and postures, and to build other ways of 
being an educator.  

The idea of participation is structured in a complex and 
dialectical way, as proposed by the omnilectical 
perspective as it relates to togetherness, to ethically 
challenging visions and beliefs (cultures), restructuring 
policies and practices, and collaborating with others. It 
also has to do with engaging in the institution‟s activities 
and routines, and linking every act to ideas of democracy 
and freedom.  

Moreover, as Booth and Ainscow (2011) point out, it 
has to do with the right to not participate. It involves 
dialogue with others on the basis of respect and equality 
and, as such, it demands that we consciously leave aside 
differences of status and power. Participation improves 
when the engagement reinforces one‟s sense of identity; 
when one is accepted and valued for being what one is. 

The meanings attributed to participation by the groups 
are all related to the above view, but they also bring out, 
for some, barriers in the school regarding participation. 
We say this because during some occasions we 
observed participants of the groups attributing words that 
they wished were implied in participation, rather than 
what they experienced on a daily basis. For example, one 
of the participants wrote, when asked about what a 
participative teaching methodology would be for her: 
 

A participative methodology should take into account the 
21

st
 century student: a person connected to all forms of 

communication, always in a hurry to acquire knowledge, 
and who sees the teacher-student relationship in a very 
different way from my times and with very little respect for 
the teacher. The facilitating teacher is not yet well 
regarded by the students. In my opinion, in Brazil the 
students have a tendency to think that the teacher must 
teach everything that is necessary and needs to be 
taught, leaving very little room for the students to 
participate (Participant 23). 
 

In this sense, in our interpretation, the meaning of 
participation is here linked to autonomous practices, 
power distribution and emancipation – or the lack of 
them. To whom the responsibility of considering the 
aspects pointed out by Participant 23 belong? Whose 
responsibility it is to change it? Kaczan et al. (2013), in a 
study investigating  the  formation  of  identity  and  social  
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participation in schools of basic education, points that: 
 

(…) school type seems to be a significant factor 
determining both the manner of defining life objectives by 
young people and the type of social participation, that is, 
commitment to roles and activities that help the fulfillment 
of the current and future tasks. 
 

If this is so, it is possible to infer that the School of 
Accounts has not yet become aware that the findings by 
Kaczan et al. (2013) could also apply to its context. 

In an omnilectical analysis, both views of participation 
(what exists and what does not exists) are legitimate. 
They point to the dialectical (because somehow 
contradictory) and complex (because there is never a 
single factor to be considered) relationship among 
cultural (what the participants think, in the view of the 
cited teacher, for instance), political (when participants 
see the need for concrete engagement in activities and 
decision making of the institution), and practical (when 
they plan, when they relate to each other, etc.) 
dimensions, and the possibilities for coming to different 
(but complementary) conclusions whenever a new 
consideration of these relationships is taken. 

With regard to access, on the basis of the analytical 
perspective adopted here – the omnilectics – we 
understood that the meanings highlighted by the groups 
go beyond those usually related to accessibility in Brazil. 
They go beyond the physical dimension and contemplate 
the cultural, political, and practical aspects which are 
dialectically and complexly related. Thus, access has to 
do with planning, group participation, maintenance of 
dignity of public servants and users of public services, 
identifying barriers that prevent people from accessing 
and sharing public spaces which, by their nature, should 
be available and accessible to all. 
On the other hand, in order to provide this kind of access 
in their activities (including the courses they offer), time is 
a crucial element that is considered a barrier in many 
cases. In this regard, technical content is overvalued at 
the expense of content that could lead to a better 
understanding of the importance of the access in all the 
senses highlighted by the groups. As an example, one of 
the participants, when considering the importance of 
inserting content related to citizenship in the course he is 
responsible for (financial execution and budgeting), said 
that: 
 

I think that we can adopt more participative practices 
when it comes to relating the course contents with news 
of the media brought up by the students or the teacher. 
This is important to develop citizenship when it comes to 
participating in the control of public expenditures. 
However, in order not to compromise the relevant 
technical contents of the course, I suggest that another 
discipline be created just for that (Participant 15). 
 

That is, this teacher seems to think of curriculum as 
needing  to  be  separately  organized  into  more   typical  

 
 
 
 
educational contents and civic contents, as if their 
coexistence were not possible. In fact, according to 
Matos and Paiva (2009), the organization of the 
curriculum and of knowledge is pervaded by power 
relations which are different in the scientific, academic 
and school contexts.  

To think of curriculum planning implies to think of the 
power relations that are constituted during the formative 
process in the educational institution and to consider the 
real possibilities for disciplines and integrated curriculum 
proposals to account for educational and wider social 
issues. In as much as we tend to agree with the author, it 
is wise not to forget that such consideration of 
possibilities does not need to mean that such aspects 
should be seen separately when conceiving the 
curriculum or an educational plan.  

Omnilectically speaking, once more, the coexistence of 
different, even contradictory, and complex views on the 
matter of access is legitimate, as would be any other view 
depicted after another glance at the theme and the data. 
Their coexistence infers culture that values both the 
citizenship aspect of access and the technical aspect. It 
also infers policies that may contemplate such aspects 
together or separately (the curriculum of the course, for 
example, inserting citizenship contents in the same 
module or creating a separate module just for that). 
Moreover, it implies teaching styles (practices) that will 
range from more explanatory to more practical ones.  

What we see in all these aspects, when looking at them 
from an omnilectical perspective, is that they are 
intertwined dialectically (because they do not always 
coexist without tensions) and complexly (because at any 
time we see them, we may perceive another form of 
understanding, neither better nor worse than the previous 
ones). 

With regards to knowledge, its meaning goes beyond 
its polysemic aspects to be understood on the basis of 
the omnilectical perception of cultures, policies, and 
practices. In this sense, knowledge was implies 
acknowledging the institutional barriers that result in the 
possibility of assuming the limitations of cultures, policies, 
and practices at play. In so doing, one may embody new 
values that may transform the public administration, 
especially during the courses offered by the public 
servants. The main examples presented by the 
participants associate knowledge with participation, 
access, and emancipatory actions. When considering the 
objective of the course administered within an 
emancipatory perspective, one teacher says: 
 

The course aims to open up the possibility of making 
mistakes. When one makes a mistake, the inconsistency 
perceived in it generates elucidative critiques that make it 
possible for the student to identify his/her mistake, to 
consult the legislation, and to make it right; that is, it is 
self-educating (Participant 14). 
 
The concept of knowledge for this  teacher  seems  to  be  



 
 
 
 
associated with overcoming mistakes and shortening the 
timeframe, and these, in turn, are related to the use of 
instruments and or applications that make it possible for 
students to simulate situations of fairer practices which 
ensure civil rights (as is the case in Brazil, with 
retirement). In this participant‟s view, an emancipatory 
course seems to be one that can be translated into 
technical knowledge and be legally based.  

This is consistent with the view of a critical evaluation in 
Nogaro and Granella (2012), for whom a critical model of 
evaluation is part of an integrated teaching, in which the 
teacher follows the learning process of the student being 
able to help him in his schooling process, on a dialogical 
basis, continuously reviewing and adjusting the teaching 
process, through which all students successfully reach 
the planned aims, revealing their potentials. 

Omnilectically, we can question if it really is 
emancipatory to do „the right‟ things and in a short time 
period. We see cultures (the need for speed, the 
perception of mistake as a means of making it right), 
policies (the curriculum organization of her course being 
planned in this way, trying to save time and yet opening 
room for simulations) and practices (the actual activities 
of the course, the use of simulation tools) that are both in 
accordance with each other and not, pointing to 
relationships that are complex and dialectical at the same 
time.  
 
 
Conclusion 
 
This study aims to present the first phase of a research 
study about inclusion within a School of Accounts of the 
Rio de Janeiro public administration. The phase 
consisted of the offering of a course, which held four 
meetings and attempted to promote knowledge about – 
and sensitize the participants to – the process of 
institutional inclusion and its formative practices.  

In order to do so, we proposed activities that aimed to 
reflect and identify existing institutional and attitudinal 
barriers to try to minimize them (in the future, if 
theparticipants so wished). Our analysis pointed to a 
desire for change on the part of the participants: Group 1 
listed the categories of participation, access, education, 
and knowledge as essential to build cultures, policies, 
and practices of inclusion; Group 2 identified 10 main 
categories: participation, transparency, knowledge, 
courage, responsibility, power, freedom, access, 
understanding, and transformation. 

In both groups, we were able to point out both the 
consensual and contradictory aspects of the categories 
when interrelated with the subjects who elected them. 
Such coexistence of consensus and contradictions are 
typically found when we analyse data from an 
omnilectical perspective. This is so because such a 
perspective opens the possibility to see the immediately 
visible, but also the (so far,  only)  potentially  imaginable;  
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that is, what is said and what is silenced, or silent.  

In addition, this perspective allows us to go further and 
observe that the same categories might have different 
meanings, depending on whether they are associated 
with the dimension of cultures (always harder – but not 
impossible – to change), policies, or practices, and that 
this should not be understood in a polarized, linear, 
causal view, because among the three dimensions, there 
is no higher importance for any of them, although one or 
another might appear as temporarily prevalent in a 
certain situation. But this is only temporary, because 
when the dialectical view is considered in the analysis of 
the dimensions, as well as the exponential possibility of 
rearrangements that the complexity allows, the 
omnilectical totality is perceived, and it is always 
changing, always moving, always varying and shifting 
directions. 

Thus, we also observed coexisting contradictory and 
complex views in terms of what participants value and 
believe (cultures), in terms of how they plan and organize 
their routines (policies), and in terms of how they do 
whatever they do (practices). In this sense, while they 
express their wishes to be democratic, participative and 
inclusive, while at the same time they show an 
understanding of what such terms might mean in order to 
build a fairer society, they are also subjected to the 
inherent pitfalls of institutional life (with competitive 
cultures, for instance) and the structural contexts of 
exclusion in which the country, the city, their institution, 
and they themselves are immersed. A recurrent example 
in their discussions was to do with the openness of the 
School for people to express their impressions and 
feelings. Many would say the “openness” was not 
something instituted in their routine. The excerpt below is 
an example of these impressions: 
 
I think this institution is still too tied to bureaucratic 
formalities, to accomplishing the daily tasks and to the 
lack of ability to hear and respect the individualities and 
the subjects. I must confess that it took me a while to feel 
that I could speak out what I feel and I imagine that this 
fear is also felt by my colleagues. (...) Definitely, inclusion 
is a complex action that goes well beyond disability 
issues. In many occasions we feel like a stranger.   
 
Overall, we believe that the study presented contributes 
to research field by bringing about a discussion that is still 
seldom written about: Schools of Accounts and 
Administration as a potentially formative institution. For 
the same reason, we believe it is a relevant research. 
Moreover, it also presents some insight into the field of 
inclusion, given that it proposes a different way of looking 
at the inclusion/exclusion dialectic, that is, via the 
omnilectical perspective. In so doing, we were able to 
discuss how inclusion relates to broader phenomena than 
those linked only to disability issues. 

Having said  that,  there  were  some  limitations  to  the  
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research as well. One is related to the little time allocated 
for the meetings, which sometimes made the data 
collection hard to be done, as most of the tasks through 
which we collected the data needed to be synthetized in 
a written form, and this would happen at the very end of 
the meeting, leaving the subjects somehow lacking in 
attention or wish to further do anything, so some would 
write too quickly or make a hurried comment, which might 
indicate answers little thought of. 

On this basis, we recommend that more studies be 
carried out on settings like the one here described. 
Another recommendation is to do with the perspective 
here presented: the omnilectics. Such perspective could 
be further explored as a means of analysis and as a 
framework for understanding educational research data.  

After all, the omnilectical view leads us to see that it is 
culturally, politically and practically possible for contrary 
perceptions and viewpoints to coexist, either pacifically or 
in tension. It also points that realities will keep endlessly 
changing and in this movement lies the possibility to 
enhance the potentials of social practices such as 
education. The direction of these changes remain to be 
seen (and always will). 
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