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ABSTRACT 

- 

Traditional approaches to curricul um development often result 

in the failure or substantial modification of curriculum 

innovations. The literature indicates that, in many cases, 

developers have not adequately considered an innovation's 

relationship to factors beyond the classroom (e.g., faculty 

development, political priorities, capital costs, and student 

employabi 1 i ty) . This thesis examines the problems which occur when 

developers do not adequately consider these factors in their 

thinking about curriculum. These problems are methodological. 

Their roots lie in the ways by which curriculum workers frequently 

approach the creation of the settjngs in which curriculum 

development is conducted. 

This study examines the literature of community development in 

order to explore ways by which this field, directly concerned with 

the creation of settings, can inform and enable curriculum . 

development. Two -quest ions are asked: What general trends are 

revealed in these two fields? And, what does a comparison of these 

trends reveal? The major finding is that the intentional creation 

of the setting for curriculum development is a method by which 

current problematic aspects of development may be resolved. - Drawing 

from the literature of community development, a setting is defined 

in terms of its environmental, human, and contextual aspects. 



The 1 i terature of community development methodol'ogy indicates 

that the issues involved in setting-creation must be considered 

simultaneously and in relationship to one another (i.e. 

dialectically). The name given this dialectic approach is 'human 

development'. Five emergent themes recur and are proposed as 

foundational to the creation of any setting: i) all people 

affected must be involved or represented; ii) all issues and 

aspects of the situation must be considered; i i i) problem-solving 

and decision-making processes are comprehensive, integrated, and 

systematic; iv) the process is marked by collaboration and 

deliberation; and v) motivating factors of symbol and vision are 

key. This methodology reflects a shift from more sequential 

research, devel opment, and diffusion approaches. 

The imp1 ications of these community aspects of curriculum 

development are discussed in terms of the curriculum development 

setting. Curriculum developers, when creating settings, w i  11 be 

primarily concerned with the building of a development community and 

of a development context. Aspects of community-building are 

discussed in terms of guilds and networks. Aspects of 

context-building are first defined and identified, then discussed in 

terms of how context is negotiated and sustained. The steps of one 

method of creating settings are outlined. 

The thesis concludes by discussing setting-creation as a 

method for enabling new ways of think'ing about curriculum and for 

sustaining development processes. In particular, the conclusion 

focuses upon the applications of this method in the community 

college system. 
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Raymonde, Mark and K i r a n  



"Culture is the driving force behind development." 

UNESCO, 1983 

"With its diffuse and all-embracing reality, of which we are 
sometimes as little aware of as the air we breathe, society 
wraps us round, penetrates and directs our entire lives". 

Braudel, 1982 

"The only way to understand the excitement, joy, and 
willingness to commit one's life totally to intentional 
community . . . is to recognize that one is tapping the 
dimension of transcendence in modern life. Where others 
despair, one sees visions of an awakened society--and feels as 
a co-participant in the awakening." 

Boulding, 1976 
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CHAPTER ONE 

THE NEED FOR INTENTIONAL CURRICULUM DEVELOPMENT SETTINGS 

Introduction: definitions and purposes 

The term curriculum means different things to different 

people. The curriculum literature reveals many definitions and uses of 

the term as it is applied in specific situations for particular purposes 

and needs. For example, in some cases curriculum is a document 

(Beauchamp, 1975), and in other cases, curriculum is a field of study 

(Zais, 1976). More generally, curriculum has been described as a concern 

for both what is to be learned and how such learning will be enabled 

(Egan, 1978). While such diverse me'ani ngs i 1 lustrate the wide range of 

current curricular theorizing and activity, the term curriculum will 

refer in this thesis to outlines of what is to be learned and encompasses 

elements such as learning goals, objectives, and tasks, resource 

materials, and evaluation instruments. Unruh (1975) defines curriculum 

as "a plan for achieving intended learning outcomes" (p. 76). The tern 

curriculum can also encompass descriptions of teaching activities. The 

general perspective from which these conceptions of curriculum wi 11 be 

discussed in this thesis is that of post-secondary adult education in the 

community col lege system. 

The 1 iterature reveal s many different approaches to the 

development of curriculum. Developing a curriculum can mean improving 

existing elements or activities of teaching and learning, adding new 

elements to an existing curriculum, or constructing something new. For 

1 



example, developers o f  cu r r i cu lum f o r  voca t iona l - techn ica l  programs 

of fered i n  community co l leges o f t e n  use adaptat ions o f  t h e  T y l e r  model. 

I n  t h i s  model, f o u r  major tasks  serve as t h e  focus f o r  cu r r i cu lum 

c o n s t r u c t i o n  (Ty le r ,  1949) : 

i) Selec t  and def ine l e a r n i n g  ob jec t i ves  
i i )  Se lec t  and c r e a t e  l e a r n i n g  experiences 
i i i )  Organize l e a r n i n g  experiences 
i v )  Evaluate cu r r i cu lum as a  bas is  f o r  r e v i s i o n  and 

improvement 

More general l y ,  Unruh (1975) discusses these cu r r i cu lum development tasks  

i n  terms o f  t h e  "contex tua l  f a c t o r s "  (p. 83) which a l so  must be 

considered. She de f ines  cu r r i cu lum development as the  process of 

assessing needs, i d e n t i f y i n g  l e a r n i n g  outcomes, p lann ing i n s t r u c t i o n a l  

a1 t e r n a t  ives, and "us ing  t h e  c u l t u r a l ,  soci  a1 and personal i n t e r e s t s  t h a t  

t h e  cu r r i cu lum i s  t o  serve" (p. 76). 

The term cu r r i cu lum innova t ion  i s  used t o  i d e n t i f y  t h e  

product  of such a  process. Once such an innova t ion  has been developed, 

i t  i s  then adopted and implemented; t h a t  i s ,  i t  begins t o  be used i n  a  

p a r t i c u l a r  educat ional  s e t t i n g .  One model o f  cu r r i cu lum development 

descr ibes these stages as cu r r i cu lum development, cu r r i cu lum adoption, 

1  
and cu r r i cu lum implementat i  on (Common, 197%). Th is  model r e f l e c t s  t h e  

c u r r e n t  and w ide ly  p r a c t i c e d  view t h a t  adopt ion and implementat ion issues 

are reso lved dur ing  t h e  t r a n s i t i o n  between a  cu r r i cu lum innova t ion ' s  

development and i t s  'accepted' use. While such a  model names t h e  

d i f f e r e n t  processes which occur between t h e  i n i t i a t i o n  and t h e  complet ion 

o f  a  cu r r i cu lum p ro jec t ,  t h e r e  are  i n d i c a t i o n s  t h a t  cu r r i cu lum 

development can not  s imply be considered i n  t h i s  l i n e a r  and mechanist ic  



way. Even though t h e  processes can be i d e n t i f i e d  i n  d i s c r e t e  components 

f o r  t h e  purposes of a  t i m e l i n e  o r  f low char t ,  t h e  s p e c i f i c  issues and 

complex tasks  which are addressed w i t h i n  each o f  t h e  processes are  no t  as 

e a s i l y  d iscerned o r  categor ized.  

I nc reas ing l y ,  problems r e l a t e d  t o  t h e  development, 

adoption, and implementat ion o f  c u r r i c u l u m  innovat ions  are  repo r ted  i n  

t h e  l i t e r a t u r e  (Anderson, 1979; Aoki, 1977; Bowman e t  a1 1980; Boyd, 
-3 

1979; Bussis  e t  a1 1976; Common, 1978; Connel ly  e t  a l ,  1980 Churchman, 

1979; Doyle and Ponder, 1977; Fowler, 1980; F u l l a n  and Pomfret, 1977; 

Fu l lan ,  1979; Jackson, 1974; K r i t e k ,  1976; Leithwood and Russel l ,  1973; 

Leithwood -9 e t  a1 1979; Leithwood and Montgomery, 1980; McNeil, . 1977: 

OECD, 1975; Tornatzky e t  a l ,  1980; Werner, 1979). These s tud ies  i n d i c a t e  

t h a t  innovat ions  g e n e r a l l y  f a i l  and are  abandoned by i n s t r u c t o r s  and 

schools, o r  t h a t  innovat ions  are adopted, bu t  so s u b s t a n t i a l  l y  mod i f i ed  

as t o  n u l l i f y  t h e  developers '  o r i g i n a l  i n t e n t i o n s .  

Attempts t o  implement an i nnova t i on  o f t e n  f a i l  because 

developers have no t  adequately considered an i nnova t i on '  s  re1  a t  i onsh ip  t o  

f a c t o r s  beyond t h e  classroom (e.g., f a c u l t y  development, p o l  i t i c a l  

p r i o r i t i e s ,  c a p i t a l  costs, and student  e m p l o y a b i l i t y ) .  For  example, when 

developers and admin i s t ra to rs  do n o t  share a  common understanding of t h e  

costs, no t  o n l y  o f  classroom a p p l i c a t i o n s  of t he  innovat ion,  bu t  o f  

adopt ing and implementing t h e  i nnova t i on  i n  t h e  school, then c o n f l i c t s  

about t h e  use o f  resources occur. 

A1 so, innovat ions  f a i  1  when they  are  s u b s t a n t i a l  l y  mod i f i ed  

o r  ignored by i n s t r u c t o r s .  I n s t r u c t o r s  g e n e r a l l y  t a i l o r  an innovat  i o n  t o  

s u i t  t h e i r  var ious  teach ing  s t y l e s  and t h e i r  s tudents '  l e a r n i n g  s ty les .  



The m o d i f i c a t i o n  o f  innovat ions  by i n s t r u c t o r s  has two outcomes. A 

p o o r l y  cons t ruc ted  i nnova t i on  can sometimes be improved o r  a 

we l l -cons t ruc ted  i nnova t i on  w i l l  have l e s s  o f  an i n f l u e n c e  i n  t h e  

classroom. I n  e i t h e r  case, t h e  degree t o  which an i nnova t i on  can be 

considered a success i s  con t i ngen t  upon t h e  degree t o  which the  l ea rne rs  

can be sa id  t o  have learned what was in tended t o  be learned. The 

l i t e r a t u r e  suggests t h a t  such c u r r i c u l u m  f a i l u r e  and m o d i f i c a t i o n  

increases i n s t r u c t o r  f r u s t r a t i o n  and res i s tance  t o  change. 

Developers respond t o  these problems i n  a number of ways. 

The 1 i t e r a t u r e  r e f l e c t s  tendencies t o  emphasize e i t h e r  t h e  development 

task  (e.g., increase t h e  q u a l i t y  and q u a n t i t y  o f  cu r r i cu lum 

2 
o b j e c t i v e s )  o r  t h e  development process (e.g., de-cent ra l  i z e  o r  

3 
c e n t r a l i z e  c u r r i c u l u m  decision-making) . Developers tend t o  

4 
over-emphasize t h e  r a t i o n a l ,  t h e  mechanist ic,  o r  t h e  systemat ic  , us ing  

d e s c r i p t o r s  such as t rouble-shoot ing,  s k i l l  inventory ,  s k i l l  p r o f i l e ,  

5 problem-solv ing , and so on. Common descr ibes t h i s  over-emphasis i n  

terms o f  t h e  mistaken assumption t h a t  r a t i o n a l i t y  i n  curr iculum-making 

can be conta ined o n l y  w i t h i n  l i m i t e d  " s c i e n t i f i c - t e c h n o l o g i c a l  metaphors" 

( 1982). 

I would suggest t h a t  t h e  major unresolved issue under l y ing  

these problems i s  t h a t  developers and o the r  s takeholders ( i. e, 

i n s t r u c t o r s ,  admin is t ra to rs ,  bureaucrats, etc . )  do no t  u s u a l l y  have t h e  

o p p o r t u n i t y  t o  adequately cons ider  and a r t i c u l a t e  t h e i r  common 

understanding o f  t h e  c u r r i c u l a r  goals and tasks, and o f  c u r r i c u l u m  

development processes (Aoki,  1977; B o t k i n  -9 e t  a1 1979; Huebner, 1975c; 

Pinar,  1975; Schwab, 1983). Th i s  i ssue i s  methodological.  It i s  no t  i n  



t h e  f i r s t  ins tance a  concern f o r  t h e  cu r r i cu lum product  o r  innovat ion.  

Rather, i t  i s  a  concern f o r  how stakeholders arrange t h e i r  environment 

and t h e i r  re1  a t i onsh ips  w i t h  each other .  The fundamental assumption o f  

t h i s  concern i s  t h a t  cu r r i cu lum development i s  a  c o l l a b o r a t i v e  and 

de l  i b e r a t i v e  a c t i v i t y  which must i n v o l v e  a1 1 stakeholders i n  order  t h a t  

t h e  problems o f  cu r r i cu lum adopt ion and implementat ion can be a n t i c i p a t e d  

and solved as they  occur. Th is  methodological concern represents a  

d i a l e c t i c  approach t o  development which i s  a s h i f t  away from more 

sequenti  a1 research, development, and d i f f u s i o n  (R,D, & D) approaches. 
6 

One i n d i c a t i o n  o f  t h i s  s h i f t  i s  t h e  involvement of teachers 

i n  t h e  development o f  t h e i r  own curr icu lum; t h a t  i s ,  school-based 

cu r r i cu lum development. Sk i  1  beck ( 1975) descr ibes t h e  involvement and 

r e s p o n s i b i l i t i e s  o f  such teachers. 

"The phenomenon o f  school-based cu r r i cu lum development 
i s  t h a t  o f  g rea te r  teacher freedom and autonomy, of 
d i s s a t i s f a c t i o n  w i t h  imposed c u r r i c u l a  . . . o f  support systems 
which presuppose and f a c i l i t a t e  teacher-curr icu lum development, 
and of courses . . . which encourage teachers t o  t h i n k  
c r i t i c a l l y  and c r e a t i v e l y  about t h e  cu r r i cu lum . . . I n  s imples t  
terms, school-based cu r r i cu lum development c la ims t h a t  . . . t h e  
school-teacher should have t h e  pr imary  r e s p o n s i b i l i t y  f o r  
determining cu r r i cu lum content"  (Ski lbeck,  1975, p. 91). 

Schwab (l983), w r i t i n g  f rom a s im i  l a r  perspect ive,  s t i p u l a t e s  t h e  

f o l l o w i n g  concept ion o f  t h e  term cur r icu lum:  

"Curr icu lum i s  what i s  success fu l l y  conveyed t o  
d i f f e r i n g  degrees t o  d i f f e r e n t  students, by committed teachers 
us ing  appropr ia te  m a t e r i a l s  and act ions, o f  l e g i t i m a t e d  bodies 
of knowledge, s k i l l ,  tas te ,  and p ropens i t y  t o  ac t  and reac t ,  
which were chosen f o r  i n s t r u c t i o n  . a f t e r  ser ious  r e f l e c t i o n  and 
communal dec i s ion  by representa t ives  o f  those invo lved i n  t h e  
teach ing o f  a  s p e c i f i e d  group o f  s tudents who are known t o  t h e  
dec i  s i  onmakers" (p. 240) 



However, while the literature points to this dialectic approach as a way 

of addressing development problems, it does not adequately indicate how 

this approach will be given structure and form in schools. 

The intent of this thesis is to explore this dialectic 

approach to curriculum development in greater detail and to provide 

curriculum workers with some insights as to how structure and form can be 

given to such an approach. Deliberation and collaboration do not exist 

in a vacuum--they exist in specific settings. Such settings are located 

in time and space--they contain people engaged in thought and action. 

The intentional conceptual ization and creation of settings is required if 

curriculum workers are to work toward new understandings of the 

re1 ationships between task and process issues in the devel opment, 

adoption, and implementation of curriculum. The task for curricul um 

workers is two-fold: it involves creating a setting, and at the same 

time, it involves building and sustaining a common mind or consensus 

among the stakeholders. 

A setting is defined as "any situation in which two or more 

people come together in new relationships over a sustained period of time 

in order to achieve certain goals" (Sarason, 1974, p.1). For Sarason, a 

setting is any relationship from a marriage to a revolution. In this 

thesis, the setting for curriculum development will be described in terms 

of environment, human re1 ationships, and context. 

Intentionally creating settings means that a1 1 stakeholders 

consciously create and manage their working environment, their time, and 

their relationships. These activities imply the simultaneous 



b u i l d i n g  of consensus and a common mind. Consensus, i n  th- is  case, r e f e r s  

p a r t i c u l a r l y  t o  a deci sion-making process. The term common mind re fers  

t o  the more general shared aspects of the set t ing,  such as common 

operat ing procedures and habits, common memory ( i  .e. s t o r i e s  t o l d  about 

inc iden ts  or  events which a l l  know desp i te  the f a c t  t h a t  some people may 

not  have experienced the inc iden t  o r  event), common goals, and so on. 

The term context, o r  common context, w i  11 be used t o  describe the 

i n teg ra t i on  and weaving together o f  these environmental, r e l a t i o n a l ,  and 

consensual aspects o f  the set t ing.  A common context  i s  created when 

developers i n t e n t i o n a l l y  r e f l e c t  upon the a c t i v i t y  o f  set t ing-creat ion;  

i.e., the a c t i v i t y  o f  c rea t ing  environments, re la t ionsh ip ,  and a common 

mind. S e t t i  ng-creation and context-bui l d i  ng w i  11 be considered i n  terms 

o f  how together they represent a new paradigm f o r  development. The 

meaning and s ign i f icance o f  a s e t t i n g  i s  not  on l y  t h a t  i t enables 

cur r icu lum development e f f o r t s ,  but  t h a t  i t  represents an e f f e c t i v e  model 

by which people can act and r e f l e c t  together t o  accomplish any task. 

The task o f  c rea t ing  se t t ings  encompasses many concerns 

f o r  c u r r i c u l  um workers: balancing product and process issues (e. g., 

Connel l y ,  1972), consider ing consciousness, i n t u i t i o n ,  and ra t i ona l  i ty 

w i t h i n  a framework o f  ac t ion and r e f l e c t i o n  (e.g. Common, 1982; Fre i re ,  

1970; Green, 1975; Kolb, l 98 l ) ,  emphasizing innovat ive or  maintenance 

learn ing (Botk in  e t  al,  1979), const ruct ing a responsive context f o r  

curr iculum development encompassing the po l  i t i c a l  and economic aspects of 

cur r icu lum issues (Unruh, l975), and others. These concerns have begun 

t o  be conceptualized i n  r e l a t i o n  t o  t r a d i t i o n a l  cur r icu lum concerns 

(Pinar, 1975). Terms such as p rax is  and transformation (Freire,  



1970) or currere and pilgrimage (Pinar, 1975) are used to name such new 

conceptualizations of curriculum theory and practice. Perhaps most 

importantly, these conceptualizations point to curriculum development not 

simply as a technical activity, but as a "hope-f i l  led" activity (Freire, 

1970). 

Curricul urn workers must a1 so concern themselves with the 

trends and directions of the society of which they are a part. This 

interdependence does not necessari ly mean becoming subservient to the 

dominant institutions of society, nor does it necessarily mean acting in 

confrontation with dominant societal institutions. Rather, a balance and 

a collaboration is implied between institutions of schooling and other 

institutions of society (Benne, 1976a; Schindler-Rainman, 1975). Just as 

individuals shape the world and the world shapes individuals, so too do 

societies shape schools and schools shape societies. In a recent study 

of organization development in schools (Fullan et al, 1981), the authors 

conclude that strategies must be found for managing change imposed on 

schools by "turbulent urban school districts" (p. 31). For curricul um 

workers, this means finding strategies for managing the curricular 

changes generated by social change (e.g. computer-assisted education) as 

well as for managing changes which are called for by the education 

comnuni'ty (e.g. competency-based education). 

The problem of creating settings 

The problem of creating settings includes i) ensuring that 

the new setting is not simply an old setting in disguise, ii )  ensuring 

activities to promote reflection upon setting-creation, and i i i ) 



addressing concerns f o r  o b j e c t i v i t y  and s u b j e c t i v i t y  i n  c u r r i c u l u m  

development and se t t i ng -c rea t i on .  

F i r s t ,  a  s e t t i n g  f o r  c u r r i c u l u m  development can be compared 

t o  a  classroom s e t t i n g .  A classroom i s  a  s e t t i n g  f o r  l e a r n i n g  and 

teaching. A t r a d i t i o n a l  c lassroom can be descr ibed i n  environmental 

terms; f o r  example, t h e  l i g h t i n g ,  t h e  decor, and the  o r d e r l y  arrangement 

of desks i n  rows. The same classroom can a l so  be descr ibed i n  r e l a t i o n a l  

terms; f o r  example, t h e  d a i l y  r o u t i n e s  (opening r i t u a l s ,  how attendance 

i s  recorded, etc.) ,  t h e  ways o f  a c q u i r i n g  suppl ies, and t h e  i n s t r u c t o r ' s  

" p r a c t i c a l  knowledge" ( E l  baz, 1981). The s e t t i n g  w i  11 predispose t h e  

u n r e f l e c t i v e  i n s t r u c t o r  t o  t h i n k  and a c t  i n  t h e  classroom i n  c e r t a i n  

ways; f o r  example, when i t i s  p o s s i b l e  t o  do otherwise, many i n s t r u c t o r s  

w i l l  s t i l l  use a  classroom 'as i s '  r a t h e r  than re-arrange t h e  decor and 

f u r n i t u r e  t o  s u i t  d i f f e r e n t  i n s t r u c t i o n a l  o r  l e a r n i n g  tasks. 

The c u r r i c u l u m  development s e t t i n g  can be descr ibed i n  

s i m i l a r  ways. The nature  o f  t h e  s e t t i n g  and t h e  way by which t h e  s e t t i n g  

i s  c rea ted w i  11 inform t h e  way by which t h e  c u r r i c u l u m  workers i nvo l ved  

w i l l  t h i n k  about and a c t  upon c u r r i c u l u m  development problems and 

so lu t i ons .  Not j u s t  any s e t t i n g  w i l l  do. A new ' o l d  s e t t i n g '  may 

r e i n f o r c e  and c o n t a i n  t h e  seeds o f  t h e  problem t h a t  t h e  cu r r i cu lum 

p r o j e c t  i s  meant t o  reso l ve  (Sarason, 1971, 1974). I n  o rder  t o  approach 

c r e a t i n g  a  new s e t t i n g ,  a  unique environment, i n t e n t i o n a l  r e l a t i o n s h i p s ,  

and a  new, o r  renewed, con tex t  which mot iva tes  change are  requi red.  

Sarason has descr ibed t h i s  problem: " t h e  ways i n  which we have been 

accustomed t o  t h i n k i n g  about what i t  was t h a t  needed change [have] 



knowN (1971, p. 229). La ter ,  i n  another work, Sarason s ta tes :  

"Those who c r e a t e  s e t t i n g s  always want t o  do something 
new, u s u a l l y  are unaware t h a t  t hey  are armed wi th,  and w i l l  
subsequently be disarmed by, ca tego r ies  of thought  which he lp  
produce t h e  c o n d i t i o n s  t h e  new s e t t i n g  hopes t o  remedy" (1974, 
p. x i i i ) .  

Th i s  problem has a l so  been noted by K r i t e k  (1976) who s t a t e s  

"Although t h e  program i n i t i a l l y  se t  out  t o  avo id  t h e  
mistakes of t r a d i t i o n a l  community a c t i o n  programs, i t  e v e n t u a l l y  
began t o  resemble what i t  t r i e d  t o  avoid" (p. 93). 

Second, Sarason e t  a1 (1971) examining t h e  problem o f  

c r e a t i n g  se t t i ngs ,  suggest t h a t  people g e n e r a l l y  do n o t  r e f l e c t  upon how 

they  t h i n k  and.ac t  as they  beg in  developing a  s e t t i n g .  Sarason e t  a1 

descr ibe  t h e  l ack  o f  p repa ra t i on  w i t h .  which most people approach t h e  

comp lex i t i es  o f  development. These authors recognize t h a t  "an 

app rec ia t i on  of t h e  problem of t h e  c r e a t i o n  o f  a  s e t t i n g  . . . cou ld  be 

gained o n l y  by engaging i n  t h e  wor ld  of ac t ion" ,  y e t  emphasize t h a t  t h e  

r e a l  problem l i e s  i n  " t h e  haphazard, u n r e f l e c t i v e  way i n  which people 

g e n e r a l l y  engage i n  the  c r e a t i o n  of t h e i r  s e t t i n g s M  (1971, p.2). 

Fo r  c u r r i c u l  um workers, t h e  problems o f  t h i n k i n g  about and 

c r e a t i n g  complex s e t t i n g s  cannot be solved by 'head on' o r  by 

' sequenti  a1 ' approaches. The problems cannot be solved s imply by 

t h i n k i n g  nor  s imply by 'muddl ing th rough1- - tha t  i s ,  jumping i n t o  a c t i o n  

i n  t h e  hope t h a t  s o l u t i o n s  w i l l  somehow emerge f rom t h e  chaos. The 

c u r r i c u l u m  worker can n e i t h e r  engage i n  t h e  problems o f  c r e a t i n g  a  

s e t t i n g  f o r  development w i thou t  se l f -consc ious  c r i t i c a l  r e f l e c t i o n  upon 

t h i s  engagement, nor  can t h e  cu r r i cu lum worker s imply and n a i v e l y  attempt 

t o  t h i n k  th rough a l l  aspects of t h e  p r o j e c t  be fo re  a c t u a l l y  engaging i n  



development. Engagement and reflection are integrally related to one 

another (Freire, 1970). Similarily, Sarason suggests that "evolving - a 
way of thinking about creating a setting" can only occur in the midst of 

"creating the setting" (1971, p. 5). 

Third, curriculum theorists have begun to question the 

notion of individual objectivity and to explore means by which concerns 

for objectivity and subjecti vi ty may be addressed. For examp1 e, 
7 Macdonald (1975b), citing Myrdal , suggests that the "student of 

curriculum" must find ways to "1 i berate himself from three pervasive 

influences" (1975b, p. 283): i) the powerful heritage of earlier writing 

in his field of inquiry, ii) the influences of the entire cultural, 

social, economic, and political milieu of the society where he 1 ives, and 

i i i ) the i nf 1 uence stemi ng from hi s own personal i ty. Macdonal d 

concludes: 

"We approach the world or mediate reality through 
fundamental perceptual structures. Thus, the imp1 ication that 
it is possible to deal with curriculum as a purely objective 
descriptive phenomenon is apparently a naive wish" (1975b, p. 
284). 

What is required, however, is not simply the recognition that objectivity 

is a naive wish nor that the justification of curriculum decisions based 

on the factors of tradition, environment, and personality reflects the 

value commitments of the curricul um worker. Rather, the ' situation of 

individual subjective perception of the world and of individual 

subjective values regarding curriculum decisions becomes problematic when 

curriculum workers operating together in a setting become aware of the 

"fundamental realization that we are all not working out of the same 



basic s t ruc tures ( o r  metaphors i f  you wish) and t h a t  i t  i s  not  s u f f i c i e n t  

simply t o  reason together f o r  everything t o  become c l a r i f i e d  and 

8 '  agreeable" (Macdonald, 1975b, p. 285) . For example, even though 

Sarason (1974) has suggested t h a t  the  " f i r s t  basic problem" (p. 6) fac ing  

developers c rea t ing  se t t ings  i s  the need f o r  a d iscussion of values, 

"consensus about values does not i n s t r u c t  one i n  how t o  create se t t ings  

cons is tent  w i t h  these values" (p. 20). The stakeholders i n  a cur r icu lum 

development p ro j ec t  w i l l  b r i ng  a wealth o f  var ied experience and i n s i g h t  

t o  the set t ing.  This v a r i e t y  and d i v e r s i t y  w i l l  l i k e l y  predominate 

dur ing the i n i t i a l  stages o f  c rea t ing  the  s e t t i n g  and w i l l  be on-going 

w i t h i n  the l i f e  o f  the set t ing.  How then, i n  the midst  of such 

d i ve rs i t y ,  do developers determine and form t h e i r  common mind regarding 

t h e i r  environment and re la t ionsh ips  encompassing t h a t  which i s  both 

agreed and not  agreed? 

The problem here i s  ne i the r  the diverse nor the sub ject ive  

nature o f  each i n d i v i d u a l ' s  pa r t i c i pa t i on .  Rather, the problem i s  t o  

f i nd  ways by which the issues of environment and re la t ionsh ips  can be 

described i nd i ca t i ve l y .  One way o f  responding t o  t h i s  problem i s  the 

b u i l d i n g  of a c o n o n  context. This contextual  framework i s  the key 

f a c t o r  i n  the e f f e c t i v e  c rea t ion  of set t ings,  y e t  i t  i s  o f t en  the most 

neglected factor .  The contextual framework i s  not  simply the r e s u l t  o f  

developers l i n k i n g  t h e i r  sub ject ive  perceptions and in ten t ions  together 

l i k e  a chain. Nor does the contextual framework c la im t o  r e f l e c t  what 

the group perceives as an ob jec t i ve  statement o f  t h e i r  combined 

perceptions. Rather, t he  context  i s  i n d i c a t i v e  of t he  development 

group's values, in tent ions,  and actions.' Context 1 i t e r a l  l y  means 
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" t ha t  which i s  braided together ... th ings  on ly  make sense i n  r e l a t i o n  

too ther  th ings"  (Ferguson, 1980, p. 303). The common sense o r  the 

"shared meaningU (Yankelovich, 1981, p. 12; c i t i n g  ~ e e r t z l ' )  which 

comprises a  contextual  framework i s  a r t i c u l a t e d  by and f o r  the  

development stake- holders i n  t h e i r  processes o f  r e f l e c t i o n  upon t he  

environmental, re1 a t i ona l  , and consensual aspects of t h e i r  se t t ing .  I n  

turn, such a  context  can prov ide a  mot i va t ing  and susta in ing framework 

f o r  subsequent development a c t i v i t y .  

This concept i on  o f  development as p r a x i  s--act ion and 

ref lect ion--suggests t h a t  cur r icu lum workers must c reate  and susta in  a  

s e t t i n g  which r e f l e c t s  t h e i r  common i n t e r p r e t a t i o n  and understanding o f  

r e a l i t y ;  i .e., of the  wor ld and of t he  human condi t ion .  Developers must 

a l so  create  and susta in  a  s e t t i n g  which enables them t o  make decis ions i n  

the midst  of soc ie ta l  complexity, i n  the midst  o f  c o n f l i c t i n g  po in t s  of 

view, and i n  the midst  of increas ing amounts o f  informat ion t o  be 

processed. 

Methodology and t hes i s  overview 

E a r l i e r  i n  t h i s  chapter, I suggested t h a t  the cur r icu lum 

l i t e r a t u r e ,  wh i le  i d e n t i f y i n g  d e l i b e r a t i v e  and co l l abo ra t i ve  school-based 

cur r icu lum development as a  means of overcoming problems o f  cur r icu lum 

f a i l u r e ,  does no t  adequately i nd i ca te  how t h i s  d i a l e c t i c  approach w i l l  be 

g iven s t r uc tu re  and form i n  schools. I subsequently proposed t ha t  the 

i n t en t i ona l  c rea t ion  of se t t i ngs  f o r  cur r icu lum development i s  one method 

f o r  c rea t i ng  such s t r uc tu re  and form;and described some problems t o  be 

addressed when c rea t i ng  such set t ings.  



My r a t i o n a l e  f o r  such a  proposal  i s  grounded i n  my 

exper ience i n  community development a c t i v i t y .  Creat ing  l o c a l  community 

s e t t i n g s  i s  t h e  pr imary  task  o f  community developers. I n  a d d i t i o n  t o  

c r e a t i n g  se t t i ngs ,  community developers have a l so  needed t o  address t h e  

i ssue  of c r e a t i n g  t h e  common con tex t  (shared meaning) among t h e  

p a r t i c i p a n t s  o f  t h e  se t t i ng .  The methodologies which e x i s t  i n  community 

development t o  c r e a t e  a  common con tex t  are r e l a t e d  t o  t h e  development of 

a  community mind, a  community s p i r i t ,  and a  sense o f  commitment t o  t h e  

community. Perhaps t h e  j u x t a p o s i t i o n  o f  such contex t -bu i  1  d ing  

methodologies from community development a c t i v i t i e s  can enable f u t u r e  

c u r r i c u l u m  development a c t i v i t y .  Therefore, t h e  subsequent chapters of 

t h i s  t h e s i s  i n v o l v e  a  rev iew and a  cornparigon o f  t h e  l i t e r a t u r e  o f  

c u r r i c u l u m  and community development; i n  p a r t i c u l a r ,  t h e  ways of t h i n k i n g  

about and do ing  c u r r i c u l u m  development i n  groups, and t h e  ways by which 

community development p r a c t i c e  in fo rms t h e  c r e a t i o n  o f  s e t t i n g s  and t h e  

b u i l d i n g  o f  context .  

Chapter Two o u t l i n e s  t h e  ways i n  which c u r r i c u l u m  workers 

have approached c u r r i c u l u m  t h e o r i z i n g  and development over  t h e  l a s t  f i f t y  

years. Th i s  d iscuss ion  w i l l  t r a c e  t h e  s h i f t s  i n  emphasis from cu r r i cu lum 

product  and process concerns t o  t h e  concerns f o r  method o u t l i n e d  i n  

Chapter One. The l i t e r a t u r e  descr ibes these s h i f t s  i n  terms o f  t h e  

development o f  t r a d i t i o n a l i s t ,  concep tua l -emp i r i c i s t  and reconcep tua l i s t  

approaches t o  c u r r i c u l u m  t h e o r i z i n g ,  and i n  terms o f  systems, management, 

and open-access models o f  c u r r i c u l u m  development. The c r e a t i o n  o f  

s e t t i n g s  i s  proposed as one way . t o  begin t o  synthesize c u r r e n t  

r e c o n c e p t u a l i s t  concerns f o r  language, consciousness, t e m p o r a l i t y  and 



p o l i t i c s  w i t h  t h e  concerns f o r  development descr ibed i n  terms of t h e  

p r a c t i c a l  and t h e  e c l e c t i c .  

Chapter Three de f i nes  and descr ibes communi t y  development 

as t h e  c r e a t i o n  of se t t i ngs .  I f  i t  can be sa id  t h a t  t h e  development o f  

s e t t i n g s  has been an area o f  o n l y  marginal  concern f o r  c u r r i c u l u m  

developers, i t  can c e r t a i n l y  be s a i d  t h a t  t h e  development of s e t t i n g s  has 

been t h e  pr imary  concern and task  o f  community developers. Most 

recen t l y ,  and perhaps o f  most importance' to t h e  c u r r i c u l u m  developer, has 

been t h e  use o f  c o l l a b o r a t i v e  and d e l i b e r a t i v e  processes t o  c rea te  t h e  

community s e t t i n g .  Such processes are  based upon c r e a t i n g  s t r u c t u r e s  

which enable commitment and serv ice .  

I n  p a r t i c u l a r ,  Chapter Three t races  t h e  growth o f  community 

development f rom i t s  r o o t s  i n  I n d i a  and i n  Western s o c i a l  work and a d u l t  

educat ion t o  t h e  c u r r e n t  concept ions o f  community development as reg iona l  

development, human development, and con tex tua l  development. The chapter  

exp lores  t h e  s i m i l a r i t i e s  and d i f f e r e n c e s  between c u r r e n t  c u r r i c u l u m  and 

community development problems and concerns. The focus o f  t h i s  

e x p l o r a t i o n  i s  t h e  search f o r  those ways by which aspects o f  community 

development can i n fo rm and enable c u r r e n t  c u r r i c u l u m  development e f f o r t s .  

Chapter Four ou t1  ines  t h r e e  common elements o f  cu r r i cu lum 

development s e t t i n g s :  fo rming t h e  c u r r i c u l u m  development community o r  

team, d e l  i neat i ng t h e  environmental , human, and contex tua l  aspects o f  t he  

se t t i ng ,  and b u i l d i n g  a  common con tex t  among development workers. These 

elements are  roo ted  i n  t h e  i n s i g h t s  which t h e  f i e l d  o f  community 

development b r i n g s  t o  t h e  c u r r i c u l u m  development. I n  p a r t i c u l  ar, t h e  



chapter focuses upon creating a common context (i.e. creating a 

collaborative setting through the development of a common mind; in 

particular the negotiation of reality, the interpretation of meaning, and 

the rep1 icabi 1 i ty of methods). 

Chapter Five describes the task of creating settings in 

terms of the images, values, and actions which curriculum workers bring 

to their development activities. Intentionally created settings are 

characterized by 'eventful' activity and by a style of leadership which 

serves and sustains the development team. Such eventfulness is described 

in terms of the team's growth through stages of awakenment, 

conscientization, and commitment. Such settings provide the forum by 

which curriculum adoption and implementation issues can be considered 

simultaneously with curriculum development product and process issues. 

One model for creating settings, drawn from community development 

experience, is outlined. 

Chapter Six focuses upon curriculum development work in 

post-secondary education, particularly the community college system. 

First, curriculum developers who work in behalf of adult learners must 

consider their work both in terms of adult development and in terms of 

their interdependence with other institutions and individuals in the 

community. Second, curriculum developers must conceptualize their 

curriculum development activity in relation to organization development, 

but not necessarily - as organization development which is an end in 

itself. In conclusion, new paradigms for curricular research and action 

are required as curriculum developers direct their attention to the 

creation of the curriculum development setting. In particular, 



curriculum developers must find ways to sustain the commitment of the 

curriculum development community through the structures o f  the setting. 



NOTES 

Curr icu lum development i nvo lves  w r i t i n g  
intended educat iona l  program, c u r r  
i nvo lves  d e c i d i n  t o  go ahead w i t h  t h e  
cu r r i cu lum ___p imp ementat ion i nvo lves  u s i  
w i t h i n  a  school (Common, 1978, p. 18). 

n 

t h e  p l a n  o f  t h e  
i c u l  um adopt ion 

curr icu lum, and 
g a cu r r i cu lum 

L For example, B a i l e y  (1983) s ta tes :  " S p e l l i n g  out  t h e  

bas ic  academic competencies prov ides  a  way t o  t e l l  
s tudents and teachers what i s  expected o f  them" (p. 22). 

3  For  example, Connel l y  ( 1  972) s ta tes  t h a t  t h e  osc i  1  l a t i o n  
between c e n t r a l  i zed and 1  ocal  i zed devel opment are 
"symptomatic of t h e  f a i l u r e  o f  cu r r i cu lum development" 
(p. 162). 

4 For  example, Zemke (1983) descr ibes t h e  need f o r  
object ives-based cu r r i cu lum drawn f rom p ro jec ted  j o b  
desc r ip t i ons .  

5 'Problem-solv ing ' ,  used i n  t h i s  instance, i s  ak in  t o  
' t i n k e r i n g '  o r  'band-aid ing '  such as i l l u s t r a t e d  i n  t h e  
rear rang ing o f  t h e  p r o v e r b i a l  deck c h a i r s  on t h e  
T i t a n i c .  Apple s ta tes  t h a t  "We may have t o  face t h e  
f a c t  squarely t h a t  ' r e a l i s t i c  t i n k e r i n g '  may not  s u f f i c e  
t o  make [some schools] e f f e c t i v e  educat ional  s e t t i n g s "  
(1974, p.  99) 

6  "The mdst systemat ic  conceptual c a t e g o r i z a t i o n  o f  

processes r e 1  ated t o  educat ional  i nnova t ion  i s  t h a t  
evolved f i r s t  by B r i c k e l l  (1961) and l a t e r  by Clark and . 
Guba ( l965) ,  under t h e  headings "Research, Development, 
and Di f fus ion".  Th is  o r i e n t a t i o n  i s  guided by a t  l e a s t  
f i v e  asumptions. F i r s t ,  i t  assumes t h a t  t h e r e  should 
be a  r a t i o n a l  sequence i n  t h e  e v o l u t i o n  and a p p l i c a t i o n  
of an innovat ion.  Th is  sequence should i nc lude  
research, development, and packaging before  mass 
d isseminat ion takes place. Second, i t  assumes t h a t  
t h e r e  has t o  be planning, u s u a l l y  on a massive scale 
over a  long t ime  span. Third, i t  assumes t h a t  t h e r e  
has t o  be a  d i v i s i o n  and coord ina t ion  o f  l abo r  t o  accord 
w i t h  t h e  r a t i o n a l  sequence and t h e  planning. Fourth, 
i t  makes t h e  assumption o f  a  more-or-less passive but  
r a t i o n a l  consumer who w i l l  accept and adopt t h e  
i nnova t ion  i f  i t  i s  offered t o  him i n  t h e  r i g h t  p lace a t  
t h e  r i g h t  t ime and i n  t h e  r i g h t  form. F i f t h  and 
f i n a l l y ,  t h e  proponents o f  t h i s  v iewpoint  a re  w i l l i n g  t o  
accept t h e  f a c t  o f  h igh  i n i t i a l  development cos t  p r i o r  
t o  any d isseminat ion a c t i v i t y  because o f  t h e  a n t i c i p a t e d  
long-term b e n e f i t s  i n  e f f i c i e n c y  and q u a l i t y  o f  t h e  
i nnova t ion  and i t s  s u i t a b i l i t y  f o r  mass audience 
d isseminat ion"  (Havelock, 1975, p. 161). 



NOTES (continued) 

Gunnar Myrdal, Objectivity in Social Research (New York: 
Random House, 1969), pp. 3 - 4. 

8 T.T. Aoki (1977) discusses the "possibility of the 
curriculum builder becoming conscious of the perspective 
which he himself takes for granted as he acts, and also of 
how his perspective gives shape to the program he designs" 
(PO 51) 

9 While I make the distinction between indicative and 
objective, it is beyond the scope of this thesis to begin to 
address the philosophic arguments related to the notion of 
objectivity. The tern indicative is used to distinguish 
between the articulated perceptions of the individual and of 
the group; that is, an individual may claim that certain 
assertions are objective or subjective statements whereas a 
group may more likely claim that its assertions represent 
what is indicative without attempting to justify them as 
objective or subjective. For example, the statement 
"Village ' x '  residents wish their community .to be 
self-sufficient in rice production" would be indicative of 
how developers will approach these villagers and how 
together a plan for realizing this wish will be developed. 
In the first instance, it is not important whether the 
statement is one describing the objective situation or 
whether it is one describing the subjective wish of 
residents. What is important is that the statement is 
indicative of other similar statements comprising the common 
context (comprising other simi 1 ar statements) or common mind 
out of which all plan and act. - 

10 C. Geertz, The Interpretation of Cultures (New York: Basic 
Books, 1973), p. 5. 



CHAPTER TWO 

CURRICULUM AND CURRICULUM DEVELOPMENT 

Th is  chapter  o u t l i n e s  some major themes found i n  t h e  cu r r i cu lum 

l i t e r a t u r e .  These themes i l l u s t r a t e  t h e  d i v e r s i t y  which e x i s t s  i n  such 

w r i t i n g  and p rov ide  a  bas is  f o r  beginning t o  exp lore  cu r r i cu lum i n  

r e l a t i o n  t o  i t s  community aspects. The chapter  concludes by suggest ing 

t h a t  t h e  c r e a t i o n  of s e t t i n g s  may be a  way by which cu r ren t  problemat ic  

aspects o f  bo th  cu r r i cu lum t h e o r i z i n g  and cu r r i cu lum development may be 

synthesi  zed and r e s o l  ved. 

Problematic aspects o f  cu r r i cu lum t h e o r i z i n g  

P ina r  ( 1  978) descr ibes t h e  e v o l u t i o n  o f  cu r r i cu lum t h e o r i z i n g  

i n  t h i s  century  i n  terms of t h ree  "groups o f  c u r r i c u l a r i s t s "  (p. 207) 

1  
t r a d i t i o n a l i s t ,  conceptua l -empi r ic is t ,  and reconcep tua l i s t  . 

The t r a d i t i o n a l i s t s  emerged i n  t h e  1920's and are p r i m a r i l y  

concerned w i t h  t h e  d e s i r e  o f  school admin i s t ra to rs  t o  a s s i s t  t h e  school 

teacher w i t h  cu r r i cu lum plans and mater ia ls .  Curriculum, as described by 

T y l e r  (1978), r e f l e c t s  t h i s  theme. 

Curr icu lum i s  t h e  term "used t o  i nc lude  t h e  p lans f o r  an 
educat ional  program. The t e r n  ' cu r r i cu lum development' t heo ry  
w i l l  r e f e r  t o  developing t h e  p lans f o r  an educat ional  program, 
i n c l u d i n g  t h e  i d e n t i f i c a t i o n  and s e l e c t i o n  o f  educat ional  
ob jec t ives ,  t h e  s e l e c t i o n  of l e a r n i n g  experiences, t h e  
o rgan iza t i on  o f  t h e  l ea rn ing  experiences, and t h e  eva lua t ion  of 
t h e  educat ional  program" (p. 239). 



Wilson (1981) suggests that the outcome of this orientation to curriculum 

development is that the teacher's primary concern "becomes 'how to make 

what is taught interesting' rather than 'what is worthy of teaching?"' 

(p. 58). Other writers of the last thirty years considered part of this 

traditionalist stream include Taba, Saylor and Alexander, Tanner and 

Tanner, Neil, Zais, Fantini, Jordan, Simon, and Weinstein (Pinar, 1978, 

p. 207). 

The conceptual-empiricists emerged in the late 1950's and 

early 1960's in the post-Sputnik concern for the quality of education in 

the United States. This group is "steeped in the theory and practice 

of present-day social science" (Pinar, 1975, p. xii) more than the more 

school-oriented traditionalists. Their approach reflects an emphasis 

upon materials and educational technology where curriculum means 

"materials rather than experiences that can be undergone as a consequence 

of interacting with those materials" (Gowin, 1981, p. 84). In its 

extreme, this approach generated the production of so-cal led 

'teacher-proof' materials. Pinar identifies writers such as Posner, 

Walker, Westbury and McKi nney, Beauchamp, Duncan and Frymier, Johnson, 

Lowe, and Short (Pinar, 1975 (p.  xii), 1978) as conceptual empiricists. 

The reconceptualist form began to develop in the late 

1960's and was named as such in the mid-1970's. Reconceptualization 

encompasses critical social theory, particularly in reaction to the 

scientif ic-technological emphasis of the traditional ist and 

conceptual-empiricist groups. Reconceptualization also encompasses a 

post-critical dimension (Pinar, 1975, p. xiii) which describes the 

synthesis of diverse curricul um development groups and "fundamental 



s t r u c t u r a l  change i n  t h e  c u l t u r e "  (Pinar ,  1978, p. 210) which i s  g iven 

c u r r i c u l a r  form on the  o the r  s ide  of i n d i v i d u a l  educators '  r e f l e c t i o n s  

upon t h e i r  experiences of themselves and t h e i r  world. I n  bo th  cases, t h e  

reconcep tua l i s t  group represents a move f rom t h e  o b j e c t i v e  ' ' d i s i n te res ted  

s e r v i c e  of b u i l d i n g  a body of knowledge" t o  more s u b j e c t i v e  and 

" inescapably p o l i t i c a l  as we1 1 as i n t e l l e c t u a l  ac ts "  (Pinar ,  1978, p .  

210). Reconceptua l is t  w r i t i n g  cou ld  be s a i d  t o  represent  a new concern 

f o r  t h e  methods of cu r r i cu lum i n q u i r y  and development r a t h e r  than f o r  

cu r r i cu lum development tasks  and processes. P ina r  ( 1978) names Apple, 

Burton, Mann, Mol nar, Huebner, Macdonald, and K l  iebard  as reconceptual i s t  

w r i t e r s .  

"Reconceptual is ts  tend t o  concern themselves w i t h  t h e  
i n t e r n a l  and e x i s t e n t i a l  experience o f  t h e  p u b l i c  world. They 
tend t o  s tudy no t  'change i n  behavior"  o r  'decision-making i n  
t h e  classroom',  b u t  ma t te rs  of t empora l i t y ,  transcendence, 
consciousness, and p o l i t i c s .  I n  b r i e f ,  t h e  reconcep tua l i s t  
at tempts t o  understand t h e  na tu re  of educat ional  experience" 
(Pinar ,  1975, p. x i i i ) .  

Reconceptual is t  w r i t e r s  are l e s s  concerned f o r  - what should 

be taught  o r  - how ' x '  should be taught,  and are more concerned w i t h  

b r i n g i n g  self-consciousness t o  how c u r r i c u l u m  development dec is ions  are 

made and t h e  frames of re fe rence which developers choose i n  o rder  t o  

2 guide t h e i r  d e l i b e r a t i o n  and decision-making . Such views c o n t r a s t  

w i t h  those t r a d i t i o n a l  i s t  and conceptual-empi r i c i  s t  t h e o r i z e r s  of 

cu r r i cu lum and community development whose work i s  t o  guide p r a c t i t i o n e r s  

o r  " t o  i n v e s t i g a t e  phenomena w i t h  the  methods and aims of behav iora l  and 

s o c i a l  science" (Pinar,  1975, p. x i i ) .  P ina r  (1975) suggests 

" d i s s a t i s f a c t i o n  w i t h  es tab l  i shed research methods and, by imp1 i c a t i o n ,  

w i t h  t h a t  area t h a t  i s  t r a d i t i o n a l l y  researched i n  t h e  f i e l d  o f  



cur r icu lum"  (p. 415). P i n a r 1 s  response t o  t h i s  expressed d i s s a t i s f a c t i o n  

i s  t o  t u r n  h i s  a t t e n t i o n  t o  t h e  search f o r  appropr ia te  methods o f  I 

cu r r i cu lum enquiry. 

Before f u r t h e r  examining t h i s  concern f o r  method, var ious  

approaches t o  cu r r i cu lum development w i l l  be o u t l i n e d  i n  order  t o  

subsequently d iscuss t h e  r e l a t i o n s h i p  between t h e o r e t i c a l  cu r r i cu lum 

enqu i r i ng  and cu r r i cu lum development a c t i v i t y .  The purpose of such a 

d iscuss ion i s  t o  suggest t h a t  t h e  cu r r i cu lum development s e t t i n g  i s  t h e  

forum where concerns f o r  both cu r r i cu lum t h e o r i z i n g  and development can 

be resolved. 

Problematic aspects o f  cu r r i cu lum development 

Curr icu lum development has been described i n  terms of t h ree  

"model s"-- the management model, t h e  systems model, and t h e  open access 

model (OtHanlon, 1973). The management model " invo lves  the  a p p l i c a t i o n  

o f  t h e  same decision-making procedures t o  cu r r i cu lum development as are 

genera l l y  used i n  a d m i n i s t r a t i v e  f u n c t i o n i n g  w i t h i n  t h e  school. Th is  

model i s  by f a r  t h e  most w ide ly  used i n  schools today" (p. 64). The 

systems model has i t s  o r i g i n s  i n  i n d u s t r y  and i n  the  m i l i t a r y ,  and 

encompasses performance-based o r  competency-based approaches which have 

been app l ied  most e f f e c t i v e l y  i n  t h e  development o f  voca t iona l / t echn ica l  

programs. OIHanlon c i t e s  Taba (1962) and Goodlad and R i c h t e r  (1966) as 

3 t h e o r i s t s  and advocates o f  such a model (p. 66) . 
The open access model, founded i n  phi losophy and 

psychology, i s  based upon cu r r i cu lum development dec is ions  made i n  accord 

w i t h  values which w i l l  be "most successfu l ly  i d e n t i f i e d  ... when t h e  



decision-making process i s  based on open i n q u i r y "  (O'Hanlon, p. 68). For  

O'Hanlon, t h e  open access model has four  aspects: a l l  s takeholders are  

f ree  t o  p a r t i c i p a t e  i n  development i n  ways " t h a t  are meaningful  t o  them" 

(p. 68), a l l  t h e  in format ion  i s  a v a i l a b l e  t o  a l l  t h e  people involved, a l l  

dec is ions  are open f o r  cons ide ra t i on  a t  any time, and "no dec is ion  i s  t o  

be reached f o r  which a  humanist ic  r a t i o n a l e  cannot be constructed" (p. 

68). The 'open access' model appeals t o  many who are r e a c t i n g  against  

management o r  systems models o f  development and r a i s e s  concerns s i m i l a r  

t o  those found i n  reconcep tua l i s t  w r i t i n g .  

O'Hanlon observes t h a t  t h e  systems and open access models 

seem t o  be used on a  more l i m i t e d  ' p ro jec t -by -p ro jec t '  bas i s  than t h e  

more w ide ly  used management models because o f  t h e  g rea te r  demands t h a t  

t h e  former two models p lace  on educat ional  i n s t i t u t i o n s .  While O'Hanlon 

t a l k s  o f  t h e  adequacy o f  each o f  these t h r e e  models i n  achiev ing 

d i f f e r e n t  cu r r i cu lum tasks, he speculates t h a t  these models " represent  

d i f f e r e n t  l e v e l s  o f  s o p h i s t i c a t i o n  i n  t h e  cu r r i cu lum development process" 

4 (p. 70) and t h a t  competency by cu r r i cu lum developers i n  management and 

systems models may be necessary f o r  t h e  e f f e c t i v e  implementat ion o f  open 

access models. I n  add i t ion ,  O'Hanlon suggests t h a t  when cu r r i cu lum 

developers s h i f t  f rom s imply improving o r  adding t o  e x i s t i n g  cu r r i cu lum 

t o  prepar ing  f o r  and a n t i c i p a t i n g  f u t u r e  c u r r i c u l a r  needs, d e l i v e r y  - 
modes, and s t r u c t u r e s  o f  schooling, i t  i s  apparent t h a t  what i s  requ i red  

are " s t r a t e g i e s  f o r  moving away from t h e  management model [ i n  o rder  t o  

be] more r e c e p t i v e  t o  c r e a t i v e  a c t i o n  than i s  c u r r e n t l y  t h e  s i t u a t i o n ' '  

( P *  70). 

However, many s t r a t e g i e s  f o r  cu r r i cu lum development and 



implementation, including the 'open-access' type, appear to have failed 

in the mid and late 1970's in spite of the growing awareness of the need 

for curriculum change and of the problems related to implementation. The 

literature indicates that developers who tended to focus upon the task of 

developing a curriculum or upon the processes of developing a curriculum 

without at the same time re-considering the frames of reference in the 

midst of which such curriculum development occurred tended to repeat the 

mistakes of earlier developers or to recreate a situation which the 

developmental activity originally was set up to avoid (Common, 1978; 

Ful lan, 1979; Kritek, 1976; Werner, 1979). Such strategies have failed 

in spite of increasingly lucid articulations of the need for a 

re-consideration of frames of reference, values, and so on, as expressed 

in the reconceptual i st stream of curriculum theorizing (e.g. Pinar, 1975). 

What reason can be suggested for these problems of 

innovation and implement ation in the face of the increasing recognition 

of both problems and solutions? Curriculum theorists and curriculum 

developers both seem to have come to a dead-end. Schwab (1978) has 

stated that the present condition of the curriculum field is "moribund" 
5 (p. 486) . 

A proposal for resolving curricular problems 

Schwab suggests that a renaissance of curriculum lies in 

diverting energy away from concern for theoretical models ' 

for the practical and the eclectic (pp. 486 - 487). He d 

weaknesses of a ' p'urely theoretical approach to 

problem-solving. First, theorists ignore the specifics of 

to a concern 

iscusses two 

curricul um 

the "local" 



c u r r i c u l u m  s i t u a t i o n  " i n  o rde r  t o  make t h e o r i e s  t h e o r e t i c a l "  (p. 242) ; 

i.e. t o  confer upon t h e o r i e s  a  requ i red  u n i v e r s a l i t y ,  t h e o r i s t s  o n l y  take  

account of elements which f it t h e i r  theory.  The second weakness o f  such 

t h e o r i e s  i s  t h a t  t hey  are  almost always psycho log ica l  t h e o r i e s  of one 

k i n d  of psychology o r  another, o r  p o l  i t i c a l  -economic theor ies ,  o r  

s o c i o l o g i c a l ,  o r  ep is temolog ica l  (pp. 242-243). That i s ,  t h e o r i s t s  do 

n o t  cons ider  t h e  p o s s i b i l i t i e s  o f  encompassing many "subsubjectsl '  i n  an 

" e c l e c t i c "  way (1978, p. 495). 

"There i s  no fo reseeab le  hope of a  u n i f i e d  theo ry  t o  
o rder  these subsubjects i n  a  f i x e d  h ie ra rchy  of importance t o  
t h e  problems o f  cur r icu lum.  What remains as a  v i a b l e  
a l t e r n a t i v e  i s  t h e  unsystematic, uneasy, pragmatic, and 
u n c e r t a i n  unions and connect ions which are  a f f e c t e d  i n  an 
e c l e c t i c "  (Schwab, 1978, p: 495). 

Fo r  Schwab, t h e  " a l t e r n a t i v e  t o  such t h e o r e t i c i s m  [ i s ]  t h e  l o c a l i s m  o f  

c u r r i c u l u m  and t h e  adapta t ion  o f  t h e o r i e s  t o  one another and t o  t h e  

6 educat iona l  problems on which they  are  brought t o  bear" (1983, p. 243) . 
Yet, i n  s p i t e  o f  a  concern f o r  re-emphasizing t h e  

p r a c t i c a l ,  t h e  t h e o r e t i c a l  cannot be ignored--a balance between t h e  

p r a c t i c a l  and t h e  t h e o r e t i c a l  must be establ ished.  P i n a r ' s  c o n t r i b u t i o n  

(1975) t o  the  l i t e r a t u r e  o f  c u r r i c u l u m  and cu r r i cu lum development i s  h i s  

b e l i e f  i n  t he  need t o  understand t h e  t h e o r e t i c a l  na ture  o f  educat iona l  

experience; e.g. i n  terms o f  tempora l i t y ,  transcendence, consciousness, 

and p o l i t i c s  (p. x i i i ) .  Schwab's c o n t r i b u t i o n  (1983) t o  t h e  l i t e r a t u r e  

o f  c u r r i c u l u m  and c u r r i c u l u m  development i s  h i s  b e l i e f  t h a t  such t h i n k i n g  

about and desc r ib ing  cu r r i cu lum occurs o n l y  i n  t h e  m ids t  o f  t h e  

p r a c t i c a l ;  t h a t  i s ,  i.n t h e  e c l e c t i c  d e l i b e r a t i o n s  o f  p a r t i c u l a r  people i n  

a  p a r t i c u l a r  l o c a l i t y  a t  a  p a r t i c u l a r  time. Schwab suggests a  number o f  



reasons f o r  t h e  f a i l u r e  o f  t h i s  c o n t r i b u t i o n  t o  t rans form c u r r i c u l a r  

t h e o r i s t s  i n t o  p r a c t i t i o n e r s :  

" C u r r i c u l a r i s t s  are u n f a m i l i a r  w i t h  t h e  a r t s  o f  
d e l i b e r a t i o n  and e c l e c t i c  and unprepared t o  master them; ... 
t h e  p r a c t i c a l  i s  no t  p a r t i c u l a r l y  respectable academical l y  and 
professors of educat ion desperate ly  pursue academic 
r e s p e c t a b i l i t y ;  ... t h e  bureaucra t ic  s t r u c t u r e  o f  American 
educat ion prov ides  no pathway f o r  exerc ise  of t h e  a r t s  o f  
p r a c t i c e  by pro fessors  o f  education" (Schwab, 1983, p. 243). 

Aoki (1977) a n t i c i p a t e s  a  poss ib le  synthesis o f  these 

t h e o r e t i c a l  and p r a c t i c a l  themes of cu r r i cu lum development a c t i v i t y .  

"An authent ic  r a d i c a l  departure c a l l s  f o r  n o t  o n l y  a  
l a t e r a l  s h i f t  t o  t h e  p r a c t i c a l  bu t  a l so  a  ' v e r t i c a l  s h i f t  t h a t  
leads us t o  a  deeper understanding of t h e  program developers'  
t h e o r e t i c  stance. Th is  stance may be i m p l i c i t  o r  even 
unconscious, based as i t  i s  on assumptions t h a t  are f r e q u e n t l y  
taken f o r  granted i n  dea l i ng  w i t h  t h e  p r a c t i c a l  problems o f  
program development" (Aoki, 1977, p. 51). 

Curr icu lum development i s  s imul taneously t h e o r e t i c a l  and p r a c t i c a l .  It 

i s  t h e o r e t i c a l  i n  t h e  sense t h a t  "cur r icu lum theory  i s  n e i t h e r  a  bas is  

f o r  p r e s c r i p t i o n  nor an e m p i r i c a l l y  t e s t a b l e  set  o f  p r i n c i p l e s  but  i s  a  

c r i t i c a l  conceptual schema f o r  d i scover ing  new ways o f  t h i n k i n g  and 

7  t a l k i n g  about cur r icu lum"  (Macdonald, 1975, p. 6) . It  i s  p r a c t i c a l  i n  

t h e  sense t h a t  p a r t i c u l a r  people engage i n  c u r r i c u  

a c t i v i t y  a t  p a r t i c u l a r  p laces and times. 

lum development 

The concern f o r  t h e  synthesis o f  t h e o r e t i c a l  and p r a c t i c a l  

aspects o f  cu r r i cu lum and cu r r i cu lum development r e f l e c t s  t h e  

reconceptual i s t  concern f o r  method r a i s e d  e a r l i e r  i n  t h i s  chapter  (i.e., 

Pinar, 1975). Understanding educat ional  experience o r  experience of any 

k i n d  i s  f i r s t  and f i n a l l y  an a f f a i r  o f  t h e  hear t  and mind o f  t h e  

8 i n d i v i d u a l  . Such a  sub jec t i ve  und'erstanding, however, can o n l y  be 

mediated through forums o f  d e l i b e r a t i o n  upon experience. Such forums, o r  



se t t i ngs ,  f o r  d e l  i b e r a t i o n  must encompass a1 1  stakeholders and o the r  

rep resen ta t i ves  o f  t h e  wider  community ( p a r t i c u l a r i l y  if 

implementat ion o f  c u r r i c u l  um innovat  i ons  i s  considered impor tan t )  . I n  

t h i s  sense, P i n a r 1 s  concern f o r  methods of t h e o r i z i n g  can be descr ibed as 

a  concern f o r  methods o f  d e l i b e r a t i o n .  Schwab (1983) suggests t h a t  a  

s t a r t i n g  p o i n t  f o r  examining t h e  ways by which t h e  p r a c t i c a l  and t h e  

e c l e c t i c  can be brought t o  bear upon c u r r i c u l u m  development i s  t h e  

establ ishment  o f  a  "new r o l e  o r  o f f i c e  t o  be i n s t a l l e d  i n  i n d i v i d u a l  

schools o r  smal l  school systems", i .e. "a group", whose task would be t h e  

" con t i nu ing  watch over curricu1u.m"; i.e. "what i s  t o  be taught,  how 

teach ing  should be runi1 and so on (pp. 243 - 244). 

To conclude, a  major  reason f o r  t h e  f a i l u r e  o f  c u r r i c u l u m  

development i nnova t i on  l i e s  i n  t h e  f a i l u r e  t o  i n t e n t i o n a l l y  cons ider  o r  

c rea te  s e t t i n g s  i n  which developers can d iscuss  how c u r r i c u l u m  t h e o r y  can 

inform t h e i r  c u r r i c u l u m  development a c t i v i t y .  A cu r r i cu lum development 

s e t t i n g  c o n t a i n i n g  a  c u r r i c u l u m  development group i s  proposed as a method 

by which t h e o r e t i c a l  and p r a c t i c a l  developmental c u r r i c u l u m  concerns can 

be balanced and resolved. The c u r r i c u l u m  development s e t t i n g  i s  shaped 

and informed by both t h e  needs and nature  of t h e  wor ld  ( i n  p a r t i c u l a r  t h e  

community) as experienced, studied, and i n t u i t e d  by c u r r i c u l  um developers 

and o the r  stakeholders. I n  t h i n k i n g  through such a  cu r r i cu lum 

development s e t t i n g ,  these i n d i v i d u a l s  no t  o n l y  a n t i c i p a t e  t h e  shaping of 

t h e  curr icu lum, b u t  t h e  consequent shaping o f  t he  school and community i n  

which t h e  schoo l ing  i s  a  pa r t .  



NOTES 

Wilson uses these ca tegor ies  as a  framework f o r  a  c r i t i c a l  
examinat ion o f  teacher education. One o f  t h e  i m p l i c a t i o n s  o f  
Wi lson's  work i s  t h e  'need t o  conduct more i n q u i r y  i n t o  t h e  
s i g n i f i c a n c e  teachers g i v e  t o  i n s t r u c t i o n a l  planning. Th is  c a l l s  
f o r  a  case study approach f o r  s tudy ing t h e  ac t ions  o f  teachers i n  
classroom r a t h e r  than model-bui ld ing f o r  p r e s c r i b i n g  how teaching 
should be done" (1981, p. 63). 

Th is  concern f o r  school-based i n s t r u c t i o n a l  p lann ing i n  re1  a t i o n  
t o  t h e  p r a c t i c a l  " l o c a l i t y "  (Schwab, 1983) and t o  the  " p r a c t i c a l  
knowledge" o f  t h e  teacher (Elbaz, 1981) are con t inu ing  themes o f  
t h i s  thes is .  

For  example: d e l i b e r a t i v e  'curr icu lum development (Whitehead e t  
a1 , 1980) ; n a t u r a l  i s t i c  cu r r i cu lum development (Walker, 1971); - 
and prax is ,  d ia log i cs ,  and t h e  development o f  genera t ive  themes 
(F re i re ,  1970). 

Guba and L i n c o l n  (198 l )descr ibe  t h e  n a t u r a l  i s t i c  paradigm as the  
attempt t o  a r r i v e  a t  t r u t h  viewed as " i ne luc tab le ,  i.e., as 
u l t i m a t e l y  inescapable" (p. 55). C h a r a c t e r i s t i c s  o f  t h i s  mode o f  
i n q u i r y  i nc lude  l a y e r s  o f  r e a l i t y  perceived as i n t e r r e l a t e d  
"pat te rns  of t r u t h "  (p. 57); t h e  determinat ion  o f  t h e  percept ions 
o f  t h e  data c o l l e c t o r  (p. 58), and the  depth d e s c r i p t i o n  o f  
p a r t i c u l a r  cases r a t h e r  than general i z a t i o n  (p. 59). 

Jackson (1974) descr ibes th ree  c h a r a c t e r i s t i c s  o f  n a t u r a l  i s t i c  
i n v e s t i g a t i o n :  1) methodological ec lec t i c i sm,  i i )  hypothesis - 
f r e e  o r i e n t a t i o n ,  and i i i )  i m p l i c i t  acceptance o f  t h e  n a t u r a l  
scheme o f  t h i n g s  (p. 85). 

Other advocates o f  t h i s  model who have in f luenced vocat iona l /  
t echn ica l  cu r r i cu lum development (an area of work and i n t e r e s t  
encompassing many people i n  t h e  community co l l ege  system, 
i n c l u d i n g  myse l f )  i nc lude  Gagne, 1970; Mager, 1975; and Gronlund, 
.I 978. 

"Thus i t  might be hypothesized t h a t  t h e  management model i s  a t  
t he  low end o f  t h e  sca le  i n  soph is t i ca t i on ,  r e q u i r i n g  l e s s  
complicated processes o f  i t s  implementors and making t h e  l e a s t  
demand f o r  v a l i d a t i o n  of t h e  dec is ions  t h a t  are reached" 
(OIHanlon, 1973, p .  70). 

Schwab, i n  a  paper f i r s t  publ ished i n  1969, s ta ted  " the  f i e l d  o f  
cur r icu lum i s  moribund, unable by i t s  present  methods and 
p r i n c i p l e s  t o  cont inue i t s  work, and desparate ly  i n  search o f  new 
and more e f f e c t i v e  p r i n c i p l e s  and methods". He suggests t h a t  a  
pr ime reason f o r  such a  moribund s t a t e  i s  t h e  unexamined re1 iance 
upon theory.  



NOTES ( c o n t i  nued) 

Such a  statement i s ,  o f  course, a  t h e o r e t i c a l  statement about 
theor ies .  However, as Schwab (1983) has recognized i n  h i s  
i n t r o d u c t i o n  t o  t h e  paper i n  which t h i s  statement i s  found, a  
paper on t h e  p r a c t i c a l  "must necessar i l y  exempl i fy  a r t s  o f  t h e  
p r a c t i c a l  insofar  as t h i s  i s  poss ib le  i n  expos i to ry  prose" (p. 
239). Schwab recognizes t h e  i r o n y  of us ing  prose t o  descr ibe 
what he says can o r  should o n l y  be described i n  " the  n a t u r a l  
language of t h e  p r a c t i c a l  which i s  d e l i b e r a t i v e  exchange and 
cons ide ra t i on  among several  persons o r  d i f f e r i n g  selves about 
concrete a l t e r n a t i v e s  i n  r e l a t i o n  t o  p a r t i c u l a r  t imes and 
p laces" (p. 239). 

According t o  Macdonald ( l 975 ) ,  cu r r i cu lum t h e o r i z e r s  are i n  
th ree  "camps": i )  cu r r i cu lum theory  func t ions  as a  phi losophy 
o r  a  framework f o r  cu r r i cu lum development and p r e s c r i p t i o n  o f  
p r a c t i c a l  a c t i v i t y ,  i i )  cu r r i cu lum theory  func t i ons  as a 
conceptual bas is  f o r  t h e  "empi r ica l  v a l i d a t i o n  of cu r r i cu lum 
va r iab les  and re la t i onsh ips ,  r a t h e r  than as a  t e s t  o f  . . . 
cur r i cu lum p resc r ip t i on " ,  and i i i )  cu r r i cu lum theory  ' i s  a  
c r i t i c a l  conceptual scheme f o r  d i scover ing  new ways o f  t h i n k i n g  
and t a l k i n g  about cur r icu lum"  (p. 6). 

"A f u r t h e r  i n t e r e s t i n g  and sometimes compl ica t ing  f a c t o r  i s  
t h a t  i n d i v i d u a l s  who t h e o r i z e  may w e l l  operate i n  a l l  t h r e e  
realms upon d i f f e r e n t  occasions as s p e c i f i c  professional  
pressures and tasks  appear" (p. 6). 

8  Aoki (1977) views the  cu r r i cu lum developer "not  o n l y  as a  being 
engaged i n  program engineer ing and s o l v i n g  cu r r i cu lum 
development problems, bu t  a l so  as a  being engaged consciously 
o r  otherwise i n  t h e  cons t ruc t i on  of h i s  own meaningful  human 
and s o c i a l  r e a l i t y .  He i s  s imul taneously engaged i n  
s e l f - r e f l e c t i o n  as he t u r n s  over i n  h i s  mind what he i s  t a k i n g  
f o r  granted i n  t h e  way of c o g n i t i v e  i n t e r e s t s ,  h i s  assumptions 
about man and world, and approaches t o  t h a t  world. I n  such a  
r e f l e c t i v e  a c t i v i t y ,  we can see t h e  p o s s i b i l i t y  o f  t h e  
cu r r i cu lum b u i l d e r  becoming conscious of t h e  perspect ive  which 
he h imse l f  takes f o r  granted as he acts, and a l so  o f  how h i s  
perspect ive  g ives shape t o  t h e  program he designs f o r  h i s  
s tudents"  (p. 51). 

Werner (1979) describes a  c e n t r a l  reason under ly ing  t h e  f a i  1  ure  
o f  cu r r i cu lum innovat ion:  "everyone invo lved w i t h  p ro  rams does 
no t  h o l d  and share t h e  same b e l i e f s  and assumptions" qp. 1). A  
f i r s t  major i m p l i c a t i o n  f o r  implementat ion on t h e  o t h e r  s ide  o f  
i d e n t i f y i n g  t h i s  reason f o r  f a i l u r e  i s  " the  development o f  
i n t e r s u b j e c t i v i t y  concerning t h e  b e l i e f s  o f  a  program ... 

p implementat ion i s  an ongoing c o n s t r u c t i o n  o f  a  shared r e a l i t y  
among group members through t h e i r  i n t e r a c t i o n "  (p. 9 - 10). 



CHAPTER THREE 

COMMUNITY AND COMMUNITY DEVELOPMENT 

The s e t t i n g  i n  which development of any k i n d  occurs 

encompasses environmental , human, and contex tua l  aspects. Any group of 

developers i n tend ing  t o  be e f f e c t i v e  must ensure t h a t  t h e  s e t t i n g s  which 

they  c rea te  i nc lude  these aspects. As has been suggested, c u r r i c u l u m  

developers who consider  o n l y  t h e  product  o r  process dimensions o f  t h e i r  

work o f t e n  neg lec t  these aspects o f  t h e  s e t t i n g  w i t h i n  which t h e i r  

a c t i v i t i e s  occur. On t h e  o t h e r  hand, c o r n u n i t y  developers are  p r i m a r i l y  

concerned w i t h  t h e  development of se t t i ngs .  How can community 

development experience in form and enable t h e  c r e a t i o n  o f  s e t t i n g s  f o r  

c u r r i c u l u m  development? 

H i s t o r i c a l  r o o t s  and growth o f  t he  community development f i e l d  

Community development has i t s  r o o t s  i n  Ind ia ,  p r i m a r i l y  i n  

t h e  v i l l a g e  renewal work begun by Gandhi and Tagore i n  t h e  e a r l y  20th 

cen tu ry  and i n  t h e  work o f  a g r i c u l t u r a l  m iss iona r ies  i n  t h e  1920is, 

e s p e c i a l l y  i n  t h e  Punjab. 

" I n d i a  had more we1 1 -documented experience w i t h  r u r a l  
r e c o n s t r u c t i o n  and community development than any o the r  count ry  
i n  t h e  wor ld  . . . i n f l u e n c i n g  how the  Uni ted States and Uni ted 
Nations approached community development" (Ho ldc ro f t ,  1978, p. 
6) 

I n  t h e  Uni ted Sta tes  and t h e  Uni ted Kingdom, community 

development grew ou t  o f  t h e  work i n  a d u l t  education, community serv ices,  

and s o c i a l  we l fa re  i n i t i a t e d  i n  t h e  1930's (Ho ldcro f t ,  1978). 



Brokensha and Hodge (1 969) descr ibe  a d u l t  educat ion ( p a r t i c u l a r l y  

ex tens ion  programs conducted ,by u n i v e r s i t y  a g r i c u l t u r e  departments) and 

s o c i a l  work as the  two main r o o t s  o f  t he  community development process. 

Knowles (1977) descr ibes the  o r i g i n s  o f  t h e  a d u l t  educat ion movement: 

"One o f  t h e  most o r i g i n a l  developments o f  t h i s  e r a  
[ I921 - 19611 was t h e  convers ion o f  t h e  e n t i r e  community i n t o  a 
classroom through community development programs sponsored by 
severa l  u n i v e r s i t i e s ,  i n  which t h e  process o f  problem-solv ing 
was u t i  1 i z e d  f o r  broad-scale con t i nu ing  educat ion of t h e  a d u l t s  
i nvo l ved  i n  t h e  process" (p. 89). 

However, B idd le  and B idd le  (1966) s t a t e  t h a t  community 

development i s  no t  s imply i n s t i t u t i o n - b a s e d  s o c i a l  serv ice,  pressure 

group o r  i ssue-or ien ted  s o c i a l  act ion,  o r  s o c i a l  wel fare.  They con t ras t  

s o c i a l  wel fare w i t h  community development: t h e  former being 

agency-centered and focused on the  a1 l e v i  a t i o n  o f  immediate m i  se r i es  

whereas community development i s  community-centered and focused on t h e  

long-term and comprehensive "growth i n  competence" o f  t he  people (p. 21). 

I n  1948, t h e  term 'community development' was used 

1 o f f i c i a l l y  f o r  t h e  f i r s t  t ime . I n  1960, t h e  Uni ted Nations abandoned 

t h e  term 'fundamental educat ion ' ,  which t o  t h a t  p o i n t  had r e f e r r e d  t o  

' t e c h n i c a l  ass is tance ' ,  i n  favour  o f  t h e  more comprehensive term 

'community development' (Mezirow, 1963, p. 9).  

As p a r t  of t he  Uni ted Sta tes  1950's Cold War fo re ign  

po l i cy ,  community development programs were in t roduced i n  developing 

na t i ons  w i t h  the  i n t e n t  of being ' a n t i - r e v o l u t i o n a r y ' ;  t h a t  i s ,  they  were 

aimed a t  cu rb ing  t h e  encroachment o f  communism i n  these nat ions.  They 

fa i l ed .  These programs d i d  no t  work because o f  bas ic  p o l i t i c a l  c o n f l i c t s  



which were too  deep t o  be reso lved a t  t h e  l o c a l  l e v e l  and because of t h e  

f a i l u r e  of economic programs t o  improve the  income and l i v i n g  cond i t i ons  

o f  t he  r u r a l  poor. The f a i l u r e  o f  these economic programs heralded a 

s h i f t  i n  approaches t o  community development i n  t h e  1960's. 

"The e v o l u t i o n  o f  t h e  Ind ian  program f rom s o c i a l  
wel fare and p u b l i c  works t o  co-operat ive, l o c a l  government, and 
t e c h n i c a l  a g r i c u l t u r e  was t h e  general p a t t e r n  i n  community 
development programs around t h e  wor ld"  (Holdcrof t ,  1978, p. 25). 

Ho ldc ro f t  (1978) descr ibes t h i s  s h i f t  f rom a focus upon economic growth 

and t h e  improvement o f  t h e  m a t e r i a l  cond i t i ons  of l i f e  t o  p a r t i c i p a t i v e  

o r  p o l i t i c a l  approaches i n  which l o c a l  people were invo lved i n  programs 

of problem-solv ing and t h e  development of s e l f - r e l i a n c e .  

Community development u n t i l  t he  e a r l y  1970's was marked by 

four  main approaches: t h e  t r i c k l e  down, t h e  bureaucrat ic ,  t h e  

d isestabl ishment ,  and t h e  boo ts t rap  (Knutsen, 1 9 8 1 ) ~ .  With t h e  f a i l u r e  

of these approaches, community development workers i n  t h e  1970's began t o  

look f o r  new models o r  approaches t o  t h e  development o f  communities. 

"The f a i l u r e  of community development and t h e  shortcomings o f  t h e  'green 

r e v o l u t i o n '  have once again s h i f t e d  t h e  focus t o  a more comprehensive o r  

i n t e g r a t e d  r u r a l  development" (Holdcrof t ,  1978, p. 26). P r a c t i t i o n e r s  

seem t o  be c l e a r e r  about what IRD ( i n t e g r a t e d  r u r a l  development) i s  not 
than what I R D  i s .  I R D  i s  no t  a s p e c i f i c  program, i t  i s  no t  t h e  

co -o rd ina t i on  o r  mon i to r i ng  of a program o r  se r i es  of programs, nor  i s  i t  

the  p lann ing  o r  synchroniz ing of resources. Rather, I R D  and s i m i l a r  

terms p o i n t  t o  t he  two pr imary emphases o f  c u r r e n t  community development 

a c t i v i t y  and th ink ing - - reg iona l  development and humah development. 



While community development has i t s  r o o t s  i n  a d u l t  

educat ion and s o c i a l  work, t h e  l i t e r a t u r e  suggests t h a t  i t  i s  becoming a 

f i e l d  i n  i t s  own r i g h t :  " l i k e  any emerging profess ion,  community 

development has begun t o  develop i t s  app l i ed  theo ry "  (Sanders, 1970, p. 

29) Sanders (1958) descr ibed f o u r  ways by which those invo lved i n  

community development viewed t h e i r  e f f o r t s :  i )  a process, i i )  a method, 

i i i )  a program, o r  i v )  a movement. As a process, community development 

moves from one c o n d i t i o n  o r  s t a t e  t o  t h e  next.  As a method, 

p r a c t i t i o n e r s  see community development as a means o f  working toward some 

goal. As a program, community development i s  seen as a s e t  o f  procedures 

o r  a l i s t  o f  a c t i v i t i e s ,  such as i n  a n a t i o n ' s  F ive  Year Plan; t h e  

outcomes o f  which can be q u a n t i f i e d  and repor ted.  As a movement, 

community development becomes a cause t o  which p a r t i c i p a n t s  become deeply 

committed i n  terms o f  i dea l i sm and phi losophy as w e l l  as pragmatism and 

process. 

The most w ide l y  used o f  these f o u r  d e s c r i p t o r s  i s  

'process ' .  The understanding o f  community development as a process i s  

descr ibed bo th  i n  terms o f  t h e  community's growth i n  r e l a t i o n  t o  t h e  

reg ion  and i n  terms o f  t h e  i n d i v i d u a l ' s  growth i n  r e l a t i o n  t o  t h e  

community (B idd le  and Biddle,  1966; Brokensha and Hodge, 1969; Cary, 

1970; Edwards and Jones, 1976; Knutsen, 1981; Matu l ich,  1981; Mezirow, 

"Problems, programs, and methods vary, b u t  t h e  
i s  fundamental ly  one o f  a c t i v a t i n g  c i t i z e n s h i p  respons 
i n i t i a t i v e ,  and a c t i o n "  (Mezirow, 1960, p. 139). 

process 
i b i l i t y ,  



"[Community development i s ]  a  process by which human 
beings can become more competent t o  l i v e  w i t h  and ga in  some 
c o n t r o l  over l o c a l  aspects of a  f r u s t r a t i n g  and changing 
wor ld"  ( B i d d l e  and Biddle,  1966, p. 78). 

"Community development i s  viewed no t  o n l y  as a  means 
o f  accomplishing c e r t a i n  s p e c i f i c  program ob jec t i ves ,  b u t  i t  
i s  a l so  considered i n t r i n s i c a l l y  va luab le  as a  process. I t  i s  
no t  merely  a  quest ion  o f  what i s  accompl ished, b u t  o f  how i t  
i s  accomplished" (Warren, 1970, p. 43). 

Cons idera t ion  o f  community development as a  process tends t o  focus t h e  

i n t e r a c t i o n  among p a r t i c i p a n t s  i n  t h e  process. Th is  i n t e r a c t i o n  a l so  

inc ludes  t h e  r e l a t i o n s h i p s  o f  t h e  community w i t h  t h e  reg ion  and w i t h  t h e  

l a r g e r  s o c i e t y  of which i t  i s  a  pa r t .  The problem o f  i d e n t i f y i n g  and 

ana lyz ing  these re1  a t i onsh ips  ( r a t h e r  than goals)  , and t h e i r  i n f l u e n c e  

upon development i s  a  pr imary concern o f  t h e  process (Edwards and Jones, 

1976, p: 140). Knutsen (1981) t a l k s  o f  community development as "an 

on-going c rea t ion .  It i s  n o t  a  s t a t e  o r  goal which can be achieved . . . 
i n  t h e  sense t h a t  t he re  i s  no such t h i n g  as a  developed o r  an undeveloped 

community. There are on l y  communities engaged i n  t h e  process" (p. 35). 

"The r a t i o n a l e  f o r  cons ide r ing  i t  a process i s  t h a t  i t  
begins be fore  the re  are any s p e c i f i c  subs tan t i ve  a c t i v i t i e s  
t h a t  represent  programs; i t  can occur i n  t h e  absence of 
consc ious ly  app l ied  procedures t h a t  would represent  method; 
and even though i t s  p a r t i c i p a n t s  may have emotional commitment 
s i m i l a r  t o  t h a t  found i n  a  s o c i a l  movement, i t s  ope ra t i on  a t  
t h e  community l e v e l  does not  have t h e  scope u s u a l l y  associated 
w i t h  s o c i a l  movements" (Edwards and Jones, 1976, p. 140.). 

Warren (1970) descr ibes t h e  community development as bo th  a  

" r a d i c a l "  and a  "conservat ive"  process. I t  i s  a  r a d i c a l  process i n  t h a t  

i t  promotes g rea te r  c i t i z e n  p a r t i c i p a t i o n ,  encourages new groupings i n  

soc ie ty ,  and new pa t te rns  o f  decision-making, acce lera tes  change and 

d e l i b e r a t i o n ,  and i t  invo l ves  more people more d i r e c t l y  and more 

r a p i d l y .  It i s  a conserva t ive  process i n  t h a t  i t  i s  decision-making a t  



t h e  l o c a l  l e v e l ,  i t  makes government responsive t o  t h e  c i t i z e n r y ,  and i t  I 

i s  immediacy-based (p. 5) .  

Cur ren t  a c t i v i t y  and t h i n k i n g  i n  community development 

Roberts (1979) summarizes two common t r a d i t i o n a l  uses o f  

t h e  term community which are found i n  t h e  l i t e r a t u r e  of community 

3 development . F i r s t ,  a  community i s  "a f a i r l y  e a s i l y  i d e n t i f i a b l e  

geographical l o c a l i t y "  (p. 25). Th i s  usage, which de f i nes  community as a  

s e t t i n g  i n  t ime and space, r e f l e c t s  t h e  t r a d i t i o n a l  approach t o  community 

development. However, t h e r e  are two problems w i t h  t h i s  d e f i n i t i o n .  

F i r s t ,  t h e  l i t e r a t u r e  revea ls  an i nc reas ing  vagueness as t o  what def ines 

t h e  geographical boundaries o f  a  community, p a r t i c u l a r l y  i n  an urban 

se t t i ng ,  and second, communications technology now pu ts  people more 

e a s i l y  i n  touch w i t h  o the rs  f rom whom t h e y  were p r e v i o u s l y  geograph ica l l y  

separated. The second t r a d i t i o n a l  use of t h e  term community r e f e r s  t o  

t h e  pe rcep t i on  of a  group o f  people o f  common needs and problems, t h e  

a c q u i s i t i o n  o f  a sense o f  i d e n t i t y ,  and t h e  c r e a t i o n  o f  a  comnon se t  o f  

o b j e c t i v e s  regard less  of t he  community's geographic l o c a t i o n  (p. 27). A 

p ro fess iona l  assoc ia t i on  i s  an example of such a community. 

Edwards and Jones (1976) i n t e g r a t e  these two understandings 

of community, us ing  t h e  term t o  descr ibe  people who have common t i e s  and 

o b j e c t i v e s  and who l i v e  and i n t e r a c t  i n  a  p a r t i c u l a r  geograph ica l l y  

d e l i m i t e d  place. However, i n  c o n t r a s t  t o  Roberts, Edwards and Jones do 

no t  descr ibe  p ro fess iona l  o r  o the r  groups as community. 

A t h i r d  and more recent  use o f  t h e  term community a l s o  

i n t e g r a t e s  elements o f  t h e  f i r s t  two usages, bu t  encompasses and p o i n t s  



t o  a  sense o f  ' r e g i o n a l '  i d e n t i t y .  Community development i s  becoming , 

considered as synonymous w i t h  terms such as ' r e g i o n a l  development' o r  

i n t e g r a t e d  r u r a l  development ' ( I R D )  ; Developers recognize t h a t  t h e  

e f f e c t i v e n e s s  o f  t h e  community development process i s  determined i n  terms 

o f  f i n d i n g  t h e  balance between t h e  r e l a t i o n s h i p s  w i t h i n  t h e  l o c a l  

community and t h e  g loba l  f a c t o r s  which i n f l u e n c e  and impinge upon t h e  

community. Questions of t h e  r e l a t i o n s h i p s  o f  t h e  community t o  t h e  wider  

s o c i e t y  must be asked. The fu l c rum o f  such a  balance i s  being 

a r t i c u l a t e d  as the  ' r e g i o n '  (Boskoff ,  1970; Cary, 1970; ICA, 1981; King, 

1981; Lynch, 1976; P h i l l i p s ,  1978; Schumacher, 1973, 1976; Vance, 1981; 

Warren, 1970; Weissman, 1976; Yankelovich, 1982). 

"As communities become . . . more c l o s e l y  i n t e r t w i n e d  
w i t h  t h e  major i n s t i t u t i o n s  o f  t h e  l a r g e r  soc ie ty ,  fewer o f  t h e  
problems . . . can be adequately confronted a t  t h e  community 
l e v e l  . .. Every community i s  a f f e c t e d  by t h e  economic, 
t echn ica l ,  and p o l i t i c a l  c o n d i t i o n s  t h a t  e x i s t  i n  t h e  
surrounding reg ion  and nat ion.  A t  t h e  same time, c o n d i t i o n s  i n  
i n d i v i d u a l  c o r n u n i t i e s  a f f e c t  t h e  we l l -be ing  of t h e  surrounding 
reg ion "  (Warren, 1970, p. 44 - 46). 

"The reg ion  now appears t o  be a  two-way i n te rmed ia ry  
l i n k  between i t s  component groups on t h e  one hand and t h e  
env i ron ing  soc ie t y  and t h e  wor ld  on t h e  o the r  hand . . . t h e  
region,. there fore ,  becomes the  c r u c i a l  focus f o r  understanding 
t h e  complexi t ies,  t h e  problems, t h e  achievements, and t h e  
l i m i t a t i o n s  o f  modern soc ie t y "  (Boskof f ,  1970, p. 4). 

Whether t h i s  sense o f  ' r eg iona lness '  happens and i s  

a r t i c u l a t e d  because o f  l o c a l  community development e f f o r t s ,  o r  whether i t  

i s  t h e  framework i n  which new community development e f f o r t s  are begun, 

t h e  elements o f  a  reg iona l  approach i nc lude  ' inc lus iveness,  

u n i t y - i n - d i v e r s i t y ,  p a r t i c i p a t i o n ,  interdependence, and cooperat ion 

[which imp1 i e s ]  c ross-sec tora l  1 i nkages and p a r t i c i p a t o r y  methods" ( ICA ,  

1981a, p. 32). 



I n  add i t i on ,  community development i s  becoming considered 

no t  o n l y  as reg iona l  development, bu t  a l s o  as human development. The 

development o f  t he  reg iona l  environment i s  perceived as t h e  development 

of a s e t t i n g  i n  which people take  new r e l a t i o n s h i p s  o f  r e s p o n s i b i l i t y  f o r  

t h e  l i f e  o f  t h e i r  community. Community development, as human 

development, i nvo l ves  c r e a t i n g  new r e l a t i o n s h i p s  among people and 

i n s t i t u t i o n s  as w e l l  as c r e a t i n g  new environmental s t ruc tu res .  I n  

t r a d i t i o n a l  forms of community development, where emphasis i s  p r i m a r i  l y  

upon t h e  development o f  t h e  environment (eg. t h e  development of 

a g r i c u l t u r a l  techniques o r  t h e  c o n s t r u c t i o n  o f  a h o s p i t a l  o r  school),  t h e  

development o f  r e l a t i o n s h i p s  among people (eg. through educat ion and 

t r a i n i n g  o r  p a r t i c i p a t o r y  p lann ing)  by t h e  bureaucrat  o r  t h e  ou ts ide  

exper t  i s  o f t e n  perceived by t h e  l o c a l  res iden ts  as being ins t rumenta l  t o  

these environmental p ro jec ts .  

More recent  e f f o r t s  t o  emphasize t h e  development of people 

(eg. t he  development o f  problem-solv ing and p a r t i c i p a t o r y  decision-making 

techniques)  have tended t o  reverse, o r  t o  re -ba l  ance, t h i s  re1  a t i o n s h i  p 

between environmental and human concerns. This approach t o  development 

i s  marked by new forms of c o l l a b o r a t i o n  w i t h i n  t h e  reg ion  among 

corpora t ions ,  agencies, and o rgan iza t i ons  whose experience and resources 

are  v i t a l  t o  l o c a l  development. 

"This growing t r e n d  toward coa l  i t  ions, consor t  iums, 
and par tnersh ips  r e f l e c t s  a new c o n v i c t i o n  on t h e  p a r t  o f  a l l  
sec tors  t h a t  by j o i n i n g  forces, i t  i s  poss ib le  t o  deal  more 
e f f e c t i v e l y  w i t h  common cha l  l'enges" ( I C A ,  1981b, p. 16). 



The concern f o r  i n t e g r a t i n g  environmental and human 

development issues i s  o n l y  r e c e n t l y  repo r ted  i n  t h e  l i t e r a t u r e .  The 

f o c a l  p o i n t  f o r  such an i n t e g r a t i o n  i s  t h e  n o t i o n  o f  developing a 

con tex tua l  framework f o r  development. Community development i s  no t  j u s t  

t h e  c r e a t i o n  of something new; i t  i s  a l s o  t h e  r e v e l a t i o n  and h i g h l i g h t i n g  

of those elements which are  des i red  and which perhaps are  l a t e n t  w i t h i n  

t h e  e x i s t i n g  s i t u a t i o n .  Such s i t u a t i o n s  can be descr ibed i n  bo th  

geographic (e.g., t h e  reg ion )  and o r g a n i z a t i o n a l  (e.g. a p ro fess iona l  

assoc ia t i on  o r  a school) terms. A key element i n  developing a contex tua l  

framework by which t h e  ' u s u a l '  can be perceived i n  'new' ways i s  t h e  

n e g o t i a t i o n  o f  t h e  communi t y l s  common v i s i o n  (grounded i n  t h e  r e a l  i t i e s  

of p resent  experience r a t h e r  than i n  an, i dea l ,  b u t  abstracted,  f u t u r e )  

and t h e  n e g o t i a t i o n  o f  a common p l a n  f o r  common ac t ion .  

The t u r n  t o  t h i s  concern f o r  con tex t  has occurred f o r  a 

number o f  reasons. For  example, community development e f f o r t s  

t r a d i t i o n a l l y  have focused i n  a smal l  geographic area where a common 

v i s i o n  has o f t e n  been assumed. Such e f f o r t s  have o f t e n  been considered 

'marg ina l ' ;  t h a t  i s ,  t h e i r  impact on t h e  general s o c i e t y  has no t  been 

considered s i g n i f i c a n t  (Jackson, 1 973)4. Regional approaches t o  

community development, i n  which a common v i s i o n  cannot be assumed and i n  

f a c t  must be negot iated,  begin t o  t rans fo rm s t r i c t l y  marginal,  r eac t i ve ,  

o r  c o n f r o n t a t i v e  e f f o r t s  (Roberts, 1979)' t o  e f f o r t s  which r e f l e c t  a 

sense o f  'on-behalf-of-ness'  ; t h a t  i s ,  "each system.. . i s  n o t  merely  

pass ive  bu t  can have an e f fec t  on i t s  environment and t h e  l a r g e r  system 

of which i t  i s  a p a r t "  (Roberts,  1979, p .  169). A reg iona l  s e t t i n g  f o r  

development comprises bo th  geography ( i  .e. environment) and human 



r e l a t i o n s h i p s .  The geography i s  d e l i m i t e d  n o t  so much by p o l i t i c a l  
, 
I 

boundaries as i t  i s  by what those respons ib le  f o r  development sense i s  

t he  consensus about what c o n s t i t u t e s  t h e  region.  W i th in  such a  s e t t i n g ,  

p a r t i c i p a n t s  can perce ive  themselves i n  new c o l l a b o r a t i v e  r e l a t i o n s h i p s  

which may be d i f f e r e n t  f rom prev ious  non -co l l abo ra t i ve  o r  even 

compe t i t i ve  modes of operat ion.  The n e g o t i a t i o n  of a  common v i s i o n  can 

a n t i c i p a t e  and encompass t h e  l a t e n t  v i s i o n  o f  t h e  region.  The 

development of a  sense o f  r e g i o n a l i t y  c u t s  over  aga ins t  t h e  sense of 

m a r g i n a l i t y  and moves towards t h e  i n t e g r a t i o n  o r  r e - i n t e g r a t i o n  o f  

aspects of ' l o c a l '  community development e f f o r t s  w i t h i n  the  ' r eg ion ' .  I n  

some cases, t h i s  can lead t o  t h e  " i n t e n t i o n a l  geographic ex tens ion  o f  

[successful  aspects] o f  a  p a r t i c u l a r  p r o j e c t "  t o  o the r  l o c a l  communities 

o f  t h e  reg ion  (ICA, 1981b, p.13). 

Another example o f  a  concern f o r  contex t  i s  perceived i n  

t h e  instances where groups o f  people who share common o b j e c t i v e s  r a t h e r  

than common geography ( f o r  example, an o rgan iza t i on  o r  n a t i o n a l  

p ro fess iona l  assoc ia t i on )  are descr ibed as communities. These groups are 

g e n e r a l l y  communities o f  r e l a t i v e l y  l ike-minded people. I n  t he  

i n t e n t i o n a l  development o f  reg iona l  s e t t i n g s ,  severa l  q u i t e  d i ve rse  

communities o f  t h i s  s o r t  may f i n d  themselves working toward s i m i l a r  

purposes, whereas before  such i n t e n t i o n a l  i t y  was brought  t o  bear by 

community developers, they  may no t  have considered t h e  p o s s i b i l i t i e s  o f  

such 1  inkages and coo rd ina t i on  o f  e f f o r t .  Th i s  new c o l l  abora t ion  r a i s e s  

t h e  quest ion  o f  contex t  as: Where do we commonly stand as a  development 

group i n  o rder  t o  work e f f e c t i v e l y  t oge the r?  



The nex t  sec t ions  o f  t h i s  chapter  w i l l  d iscuss  the  reg ion  I 

as t h e  s e t t i n g  f o r  human development, and w i l l  suggest t h a t ,  i n  a t ime  

when developers are i n c r e a s i n g l y  t u r n i n g  f rom economics and p o l i t i c s  t o  

c u l t u r e  as t h e  d r i v i n g  f o r c e  behind development (UNESCO, l983),  community 

6 development i s  f i n a l l y  and fundamental ly  human development . Current  

community development e f f o r t s  which r e f 1  e c t  t h i s  emphasis can be 

descr ibed i n  terms o f  f i v e  c h a r a c t e r i s t i c s 7  drawn f rom t h e  1 i t e r a t u r e  

o f  community development: 

1. A l l  t h e  people a f f e c t e d  must be i nvo l ved  o r  l e g i t i m a t e l y  
represented i n  some way. 

2. A l l  issues and problems o f  t h e  l o c a l  s i t u a t i o n  must be 
encompassed. 

3. The process o f  community development i s  marked by d e l i b e r a t i o n  
and c o l  1 aborat i on. 

4. The problem-solving, decision-making, and p lann ing  aspects o f  
t h e  l o c a l  community development process are  comprehensive, 
in tegra ted ,  and systematic.  

5. The m o t i v a t i n g  and empowering aspects of symbolic and 
' e n v i s i o n i n g '  f a c t o r s  must be incorpora ted  w i t h i n  t h e  process. 

I n  s p i t e  of such attempts t o  syn thes ize  and document 

i n s i g h t s  from d i ve rse  p ro jec ts ,  t h e  l i t e r a t u r e  emphasizes t h a t  every 

s e t t i n g  i s  unique. "Circumstances l ead ing  t o  t h e  fo rmat ion  o f  a 

p a r t i c u l a r  p r o j e c t  a re  r a r e l y  even c l o s e l y  repeated i n  another s e t t i n g  

. . . The v a r i e t y  of f a c t o r s  always present  (place, t ime, people, 

resources, e tc .  ) makes t h e  usefu lness of any s i n g l e  p r o j e c t ' s  l ea rn ings  

quest ionable when cons ider ing  new i n i t i a t i v e s "  (ICA, 1984, p. 237). What 

i s  impor tan t  t o  remember i s  t h a t  such documentation i s  in tended t o  enable 

t h e  development o f  a contex tua l  framework, n o t  t o  p rov ide  a s e t  of 



procedures o r  a  r e c i p e  f o r  development. A second, more p a r t i c u l a r ,  s e t  

of such human development c h a r a c t e r i s t i c s  i s  drawn f rom e i g h t y - f o u r  

communi t y  development p r o j e c t s  i n  Canada. Nine "groups o f  l ea rn ings "  a re  

i d e n t i f i e d  and e labora ted  i n  o rder  " t o  encourage broader examinat ion and 

i n t e r p r e t a t i o n "  o f  development exper ience ( ICA ,  1984, p. 23718. The 

t i t l e s  o f  these n ine  groups fo l low.  

1. Care fu l  p lann ing  and long-range a t t i t u d e  t o  success. 

2. Strong community support and p a r t i c i p a t i o n .  

3. P r o j e c t  a c t i v i t i e s  r e l a t e d  t o  l o c a l l y  expressed needs. 

4. A sense of p r i d e  and s e l f - r e l i a n c e  among l o c a l  res idents .  

5. Fun and f u l f i l m e n t  f o r  people associated w i t h  t h e  p r o j e c t .  

6. E f f e c t i v e  use of a l l  a v a i l a b l e  resources. 

7. P r o f  i t a b i  1  i t y  and qua1 i t y  i n  economic ventures. 

8. Strong leadersh ip  and committed team. 

9. F l e x i b i l i t y  o f  approach combined w i t h  hard  work. 

T r a d i t i o n a l l y ,  community development p r a c t i c e  st ressed 

growth i n  t he  economic and p o l i t i c a l  aspects o f  t h e  community. Outs ide 

exper ts  would come t o  a  community i n  o rde r  t o  do something f o r  t h e  

r e s i d e n t s  r a t h e r  than - w i t h  them. The r e a c t i o n  i n  t h e  1960's t o  such a 

m a t e r i a l  i s t i c  approach and t h e  p reva i  1  i n g  coun te r - reac t i on  i n  t h e  1970's 

i s  coa lesc ing  i n  a  balance of m a t e r i a l  and human f a c t o r s .  

"Today, one hears about s c i e n t i f i c - t e c h n o l o g i c a l  
f o r c e s  i n  con junc t i on  w i t h  human forces. There i s  more 
d i s c o u r s e - - i f  n o t  act ion--about c u l t u r a l  d i v e r s i t y ,  s o c i a l  
issues, etc.; and the re  i s  evidence o f  consc ien t ious  p r i v a t e  
s e c t o r  response . . . t o  s o c i a l  and c u l t u r a l  issues r a t h e r  than 
e a r l i e r  response on t h e  bas i s  of economic and p o l i t i c a l  
m o t i v a t i o n "  (Leskiw and Moir, 1982, p. 10). 



I n  s p i t e  o f  t h i s  t r a d i t i o n a l  emphasis i n  development I 

p r a c t i c e ,  t h e  1 i t e r a t u r e  o f  community development has always r e f l e c t e d  a 

concern f o r  t h e  development o f  t he  i n d i v i d u a l s  who l i v e  i n  an environment 

as much as a concern f o r  t h e  development o f  t h e  environment i t s e l f .  

"Community development i s  n o t  b e t t e r  roads, b e t t e r  
beehives, pure water nor  s a n i t a r y  p r i v i e s .  It i s  something o f  
t h e  s p i r i t  no t  something m a t e r i a l .  It must reach i n t o  t h e  deep 
c u l t u r a l  p a t t e r n s  o f  people" ( B i d d l e  and Biddle, 1966, p. 243). 

However, i t  i s  o n l y  r e c e n t l y  t h a t  p r a c t i c a l  ways have been 

developed t o  occasion and s u s t a i n  i n  those community r e s i d e n t s  a sense o f  

r e s p o n s i b i l i t y  and commitment which w i l l  a l l ow  them t o  p a r t i c i p a t e  i n  

those decision-making processes which a f f e c t  t h e  l i f e  o f  t h e i r  

community. These e f f o r t s  toward development, o f t e n  c a l  l e d  c u l t u r a l  o r  

s o c i a l  development, has been descr ibed as t h e  key 

. community development process ( A l c h i n  and Decharin, 

Biddle,  1966; Blakely ,  1979; Boskoff ,  1970; Edwards 

Eyford; 1979; F r e i r e ,  1970, 1972; Grabow and Heskin, 

element9 o f  t h e  

1979; B i d d l e  and 

and Jones; 1976; 

1973; ICA, 1971, 

1982; Knutsen, 1981; Masse, 1982; O l i v e r ,  1976; Warren, 1970). Human 

- development has many aspects: i t  i s  c u l t u r a l  development i n  balance w i t h  

economic and p o l i t i c a l  development; i t  i s  t h e  growth o f  i n d i v i d u a l  

conf idence and commitment; i t  i s  t h e  growth o f  a community i n  terms o f  

t he  growth o f  t he  i n d i v i d u a l s  who l i v e  there; and more p a r t i c u l a r l y  i t  i s  

development occasioned by  t h e  educat ion and t r a i n i n g  o f  t h e  community 

members. Community development i s  becoming a concern f o r  human 

development--a concern f o r  choices and values--a concern f o r  t he  moral 

dimensions o f  development. From t h i s  perspect ive ,  economic and p o l i t i c a l  

problems are  becoming perceived as symptomatic o f  more fundamental 



c u l t u r a l  concerns. 

However, w h i l e  economic and p o l i t i c a l  issues cannot be 

ignored o r  even re legated t o  a l esse r  p r io r i t y1 ' ,  a balance between 

economic and p o l i t i c a l  issues and c u l t u r a l  issues must be maintained. 

"Economic growth cannot be mainta ined w i thou t  simultaneous s o c i a l  

development . . . There i s  no susta ined forward movement over a pe r iod  o f  

t ime if one o r  t h e  o the r  i s  overlooked o r  de-emphasized" (FAO, 1977, 

p.5). Economic growth and human development are  no t  mutual l y  exc lus i ve  

but  mu tua l l y  re in fo rc ing .  

Th is  approach o f  mutual re inforcement i s  no t  t o  suggest t h a t  

a concern f o r  human development i s  o r i en ted  t o  making people more 

r e c e p t i v e  o r  more acquiescent toward economic o r  p o l i t i c a l  s t r u c t u r e s  

which a l ready may be dominant i n  t h e i r  community. Rather, i t  i s  t o  

suggest t h a t  human development, i n  t ransforming how i n d i v i d u a l s  perce ive  

themselves and t h e i r  community i n  terms of r e s p o n s i b i l i t y  f o r  t h e i r  

community, a l so  has t h e  p o s s i b i l i t y  o f  t ransforming t h e  nature  and r o l e  

of t h e  economic and p o l i t i c a l  s t ruc tu res .  

"The human development approach presumes t h a t  t h e  
l o c a l  community i s  t h e  o r i g i n  r a t h e r  than the  t a r g e t  o f  
a c t i v i t y .  A community's economic l i f e  i s  foundat iona l  t o  i t s  
v i t a l i t y  and sustenance o f  i t s  res idents .  When l o c a l  economic 
s e l f - s u f f i c i e n c y  becomes eroded, human confidence and courage 
are undermined . . . images o f  dependence b lock  i n d i v i d u a l s  and 
communities from e f f e c t i v e l y  employing human, techn ica l ,  and 
n a t u r a l  resources . . . E f f e c t i v e  development i s  accomplished 
by a n t i c i p a t i n g  t h e  economic needs o f  a l l  p r o j e c t  programmes 
and developing a l o c a l  economic s t r u c t u r e  which f u n c t i o n s  as an 
i n t e g r a l  p a r t  of t h e  community' s t o t a l  o rgan iza t i on "  ( ICA, 
1981, - XI(3) ,  8). 

Community development, perceived as i n t e n t i o n a l  soc ia l  o r  

'human' development, prov ides  a new perspect ive  i n  which econom i c  and 



p o l i t i c a l  development can be seen. The i n i t i a t i o n  and implementat ion o f  I 

community development processes are  more than j u s t  economic o r  p o l i t i c a l  

development, more than f i n e  tun ing  t h e  s t r u c t u r e s  o f  a community t o  make 

them more workable, o r  more than s imply improving t h e  s ta tus  quo. 

"Human development cons is t s  o f  s o c i a l  and economic 
development and should be cont ras ted t o  t h e  present  emphasis on 
economic growth: (Grabow and Heskin, 1973, p. 418). 

To descr ibe community development as human development i s  t o  recognize 

t h a t  t h e  emphasis i s  upon "what happens t o  people" r a t h e r  than t h e  

"accomplishment o f  c e r t a i n  task ob jec t i ves "  (Warren, 1970, p. 45). FA0 

(1977) descr ibes s im i  1 a r  s h i f t s  i n  development emphasis f rom t h e  'changes 

i n  s o c i a l  o rgan iza t i on "  t o  the  "socio-psychological  changes o f  people i n  

a gradual manner" (p. 3). Th is  emphasis upon t h e  'human f a c t o r '  marks 

t h e  s h i f t  c u r r e n t l y  t a k i n g  p lace i n  development e f f o r t s  toward l o c a l  o r  

i n d i v i d u a l  respons ib i  1 i t y  f o r  community program p lann ing and 

implementat ion based upon peop le 's  d iscovery  o f  t h e i r  a b i l i t y  t o  make 

informed choices about t h e i r  s i t u a t i o n .  

Such concepts of development g i v e  form t o  t h e  i n s i g h t s  i n  

t h e  mid-1960's o f  community development w r i t e r s  such as Mezirow (1963) 

and B i d d l e  and B idd le  (1966) who, f o r  example, wrote "Community 

development i s  e s s e n t i a l l y ,  human development" (p. 259). 

More r e c e n t l y  Masse ( 1982) stated:  

"This new c u l t u r a l  model o f  development incorpora tes  
much o f  what some people--missionaries, soc io log i s t s ,  and T h i r d  
World t h i n k e r s '  such as Gandhi--long ago t r i e d  t o  t e l l  
economists and planners: t h a t  t h e  essence o f  development i s  
people" (p. 3). 

A T h i r d  World t h i n k e r  and statesman, A b d u l a t i f  Al-Hamad, 

M i n i s t e r  o f  Finance and Planning f o r  Kuwait, s tated:  



"The basis of all economic development is the 
development of man . . . A development activity's success is 
measured by the level of consciousness and responsibility to 
which it raises the people to whom it is addressed" (cited by 
Servan-Schrei ber, 1981, p. 259). 

To summarize, community development is more than 

implementing a rational plan in a community--regardless of whether such a 

plan has been created by local people or by outside experts. 

Implementation of change in a community involves the fostering and 

enabling of people's commitment to take responsibility for the decisions 

affecting their lives and their community. Commitment involves 

decisions based on values and is in relation to the process over time of 

learning and act ion (Freire, 1 9 7 0 ~ ~  ; Roberts, 1979). Human development 

is more than simply the isolated self-actual ization of each individual. 

Human development is a way of giving form to a "new ethic 

of commi tment" which transcends self-actual ization Yankelovich (1981). 

In spite of such lofty intents, community development is inherently 

unspectacular. 

It deals with developmental processes in human beings 
and their achievement of a sense of responsibility for 
community welfare. This growth is slow and unspectacular" 
(Biddle and Biddle, 1966, p. 295). 

The need for a common contextual framework 

Col 1 aboration and del i beration among individuals and groups 

requires articulating a common point of view, frame of reference, or 

contextual framework which will provide a basis for subsequent community 

development activity. 



"Soc ie ty  i s  l i k e  t h e  p r o v e r b i a l  e lephant  being 
descr ibed by s i x  b l i n d  men. None cou ld  ever  see t h e  whole 
elephant and no person has ever  seen a l l  of soc ie ty .  

Yet s o c i e t y  i s  one i n t e g r a t e d  whole and understanding 
s o c i a l  changes today requ i res  some means o f  comprehending t h e  
whole" (ICA, 1981, - X i  ( I ) ,  8). 

I n  a complex and in terdependent  world, no l o c a l  community 

can escape t h e  impact of economic, p o l i t i c a l ,  and c u l t u r a l  f o rces  which 

s w i r l  around i t. Anyone engaged i n  development processes must come t o  

g r i p s  w i t h  them. Forces f o r  change o r i g i n a t e  bo th  f rom d i scon ten t  w i t h i n  

t h e  community as w e l l  as f rom t h e  impact o f  g loba l  f a c t o r s .  "External  

and impersonal--even global--dynamics impinge upon t h e  community" 

(Frank l in ,  1969, p. 352). I n  add i t i on :  

" I n  search f o r  i n n o v a t i v e  measures which may so lve  o r  
a1 l e v i  a t e  these problems [of coo rd ina t i ng  vocat iona l  and 
t e c h n i c a l  educat ion  i n  developing nat ions] ,  s t r a t e g i e s  must be 
designed s o t h a t  act ion,  even t o  so lve  a problem o f  a f a i r l y  
l i m i t e d  scope, w i l l  have t h e  widest  poss ib le  repercussions on 
o t h e r  problem areas: t h e  problems discussed here are 
i n t e r l i n k e d ,  and so are  t h e  so lu t ions .  Such s t r a t e g i e s  should 
be based upon an i d e n t i f i c a t i o n  of a l l  f a c t o r s  i nvo l ved  i n  a 
problem and ana lys i s  o f  t h e  probable consequences o f  any a c t i o n "  
(UNESCO, 1978, p. 108). 

The c r e a t i o n  o f  a common context ,  as a method f o r  c r e a t i n g  

se t t i ngs ,  has been descr ibed o r  a l luded t o  i n  a number o f  ways i n  t h e  

l i t e r a t u r e  of community development. Developers, a t tempt ing  t o  manage 

s o c i a l  change and t o  c rea te  s o c i a l  change, r e q u i r e  common ways of 

t h i n k i n g  about t h e  wor ld and the  community i n  o rder  t o  b u i l d  e f f e c t i v e  

p lans o f  ac t ion .  

Developers r o u t i n e l y  use var ious  research repor ts ,  

demographic in fo rmat ion ,  and o the r  s t a t i s t i c a l  data, as w e l l  as personal 

experience and know1 edge, when p u t t i n g  together  such an understanding o r  



' image' o f  t h e  community. From such a  p i c t u r e ,  genera l i za t i ons  are  

e x t r a p o l  ated and shared--pr imari  l y  by t h e  exper ts  whose background a1 1  ows 

them t o  'understand' t h i s  data. 

However, t h i s  approach i s  p r o v i n g  inadequate f o r  two 

reasons. The f i r s t  i s  t h a t  t he  p i c t u r e  which i s  c rea ted i s  a  s t a t i c  o r  a  

'snapshot '  p i c t u r e .  What seems t o  be r e q u i r e d  i s  a  dynamic o r  a  'mot ion '  

p i c t u r e  o f  t h e  s o c i a l  processes a t  work i n  t h e  community wh, 

t h e  connect ions and r e l a t i o n s h i p s  t o  be perce ived as 

o b j e c t i v e .  data. Second, an understanding o r  p i c t u r e  o f  

created by exper ts  does not  a l l o w  f o r  t h e  community r e s i  

i c h  a l lows f o r  

w e l l  as t h e  

t h e  community 

dents ( i n  t h e  

case o f  community development) o r  t h e  l a y  s takeholders ( i n  t h e  case of 

c u r r i c u l  um development) t o  i n t e n t i o n a l  l y  o r  se l f - consc ious l y  p a r t i c i p a t e ,  

i n  c o l l a b o r a t i o n  w i t h  the  experts,  i n  t h e  c r e a t i o n  o f  t h e i r  p i c t u r e  o r  

se l f - image o f  t h e i r  s i t u a t i o n .  What l o c a l  o r  l a y  people t h i n k  o f  

themselves and t h e i r  s i t u a t i o n  i s  as impor tan t  as what t h e  exper ts  t h i n k .  

I n  a  s tudy (1977) of i n t e g r a t e d  r u r a l  development (IRD), 

t h e  Food and A g r i c u l t u r e  Organ iza t ion  (FAO) o f  t he  Un i ted  Nat ions 

concluded t h a t  people l i v i n g  and work ing a t  t h e  l o c a l  l e v e l  no longer  

wish t o  leave cons ide ra t i on  o f  t h e  b i g  o r  macro p i c t u r e  o n l y  t o  ou ts ide  
, 

exper ts  o r  government a u t h o r i t i e s .  C o l l a b o r a t i v e  models must i nc lude  

c o l l  abora t ion  on a1 1  t h e  issues. V i  1  lage res idents ,  government po l  i c y  

makers, and community development workers each "must consider  t h e i r  

component c o n t r i b u t i o n  w i t h i n  the  t o t a l  programmen (p. 4). . 

The macro p i c t u r e  must n o t  j u s t  be an accumulation of 

d e t a i l s  and s t a t i s t i c s .  "It i s  more important  f o r  a  community 

development worker t o  be equipped w i t h  a  framework i n t o  which he can f i t  



h i s  observat ions, and which w i l l  he lp  him analyze t h e  community, than t o  

be i n  possession merely of hundreds of un re la ted  fac ts"  (Brokensha and 

Hodge, 1969, p. 12). 

Such a framework, i.e. 'common con tex t ' ,  i s  a t o o l  f o r  

determining the  development focus o f  a c t i o n  as w e l l  as being an "advance 

organizer"  (Novak, 1981 ) of t h e  developers '  conceptions o f  t he  world. 

Th is  framework addresses t h e  problem descr ibed by Sarason (1974) as t h e  

" l a c k  of an organized se t  of conceptions which would he lp  se lec t  and 

order  data according t o  t h e  basic problems conf ront ing  t h e  c r e a t i o n  of 

any s e t t i n g "  (p. 12). A number o f  sources i n  t h e  l i t e r a t u r e  o f  community 

development descr ibe such frameworks, organized se ts  o f  conceptions, o r  

common contexts; f o r  example: A l c h i n  and Decharin, 1979; Boskoff ,  1970; 

Edwards and Jones, 1976; ICA,  1971; O l iver ,  1976. 

Bennis e t  a1 (1976) have described t h i s -  as " the  

cons t ruc t i on  o f  cond i t i ons  which support people out  o f  d i f f e r i n g  and 

c o n f l i c t i n g  t r a d i t i o n s  i n  c r e a t i n g  new shared values as an i n t e g r a l  p a r t  

o f  planning, implementing, and assessing soc i  a1 i n te rven t ions "  (p. 469). 

Simi 1 a r i  ly, Knutsen (1981) a n t i c i p a t e s  t h e  development - o f  cond i t i ons  

which are "not  designed t o  do community development (a l though they do), 

bu t  which t r i g g e r .  . . t h e  resurgence o f  l o c a l  communities which i s  based 

on and requ i res  t h e  dec is ion  o f  l o c a l  people t o  be engaged i n  t h a t  

process. Once t h a t  dec is ion  i s  made, a l o c a l  p lan  can be developed" (p. 

30). Such a resurgence . i s  roo ted i n  shared values, a common v is ion ,  and 

a p l a n  f o r  common act ions. Th is  i s  no t  t o  suggest a commonness which i s  

t h e  lowest common denominator t o  which a l l  can agree, o r  so t h a t  

controversy, ambiguity, o r  complexi ty  are minimized. Rather, t h e  concern 



f o r  t he  development o f  commonness ( i  .e. community and commitment) i s  t h e  

concern f o r  human development and t h e  genera t ion  of dialogue, 

understanding, and compassion. Development i s  more than s imply doing 

a c t i v i t  

i t  i s  

a c t i v i t  

W r i t i n g  o f  her  experiences i n  community development, Cramer 

i e s  more e f f e c t i v e l y  o r  o rgan iz ing  a c t i v i t i e s  more app rop r ia te l y ;  

t h e  development of a  contex tua l  framework w i t h i n  which such 

i e s  occur. 

(1981 ) e labora tes  upon t h e  re1  a t i onsh ips  between contex tua l  and p r a c t i c a l  

methods. I n  her  d iscuss ion  o f  c o l l a b o r a t i o n  and p a r t i c i p a t o r y  modes o f  

development, she descr ibes t h e  need f o r  methods which are both contex tua l  

and p r a c t i c a l :  

"The contex tua l  methods have t h e  power t o  re lease 
people t o  see themselves i n  t h e  new paradigm, i n  t h e  new world, 
t o  be ab le  t o  dec la re  ' ~ l l t h i n g s  as new'. There i s  no old. 

I f  people have a  chance t o  dec la re  t h a t ,  then they  
have a  way t o  begin t o  operate. One o f  t h e  b igges t  dangers o f  
teach ing  p r a c t i c a l  s o c i a l  methods w i t h o u t  t h e  contex tua l  i s  
t h a t  i f  you teach someone how t o  plan, b u t  h i s  o r  her  wor ld  
view i s  from t h e  past,  t he  p lan  s imp ly  w i l l  n o t  work. It w i l l  
be i r r e l e v a n t .  On t h e  o ther  hand, con tex tua l  methods w i thou t  
p r a c t i c a l  methods are a lso  dangerous. Having a  contex t  f o r  
knowing t h e  new w i t h  no p r a c t i c a l  way t o  Do and Be t h e  new 
creates  a  k i n d  o f  p a r a l y s i s "  (pp. 6 - 7).  

The chance o f  d e c l a r a t i o n  t h a t  Cramer descr ibes revo lves  around t h e  

c r e a t i o n  of 'events '  o r  ' s e t t i n g s '  i n  which the  i n d i v i d u a l  i s  'awakened' 

t o  t h a t  which he o r  she d i d  no t  know se l f -consc ious ly  before t h e  event. 

The s e t t i n g  f o r  community development i s  de f ined by t h e  

environment, by t h e  r e l a t i o n s h i p s  among i n d i v i d u a l s ,  and by t h e  context ,  

t h e  way of t h ink ing ,  o r  community s p i r i t  which has been created. The 

c r e a t i o n  o f  community i n  t h i s  l a t t e r  sense o f  shared contex ts  o r  shared 

meanings r e f l e c t s  Turner 's  view (1977) of a  "communi t a s  [which] emerges 



where s o c i a l  s t r u c t u r e  i s  not '  (p. 126)12. A l l  t h r e e  f a c t o r s  - 
13 

environment, r e l a t i o n s h i p s ,  and con tex t  - in fo rm one another . 

~ommuni t y  development, a d u l t  educat ion, and c u r r i c u l u m  development 

The l i t e r a t u r e  o f  community development i s  roo ted  i n  

concept ions o f  a d u l t  development, o f  t h e  r e l a t i o n s h i p s  between l e a r n i n g  

and ac t ion ,  and of program planning.  These concept ions can i n fo rm and 

enable contemporary cu r r i cu lum development a c t i v i t y .  The community 

development l i t e r a t u r e  descr ibes l e a r n i n g  i n  terms o f  ' f o r m a l ' ,  

' non-f ormal ' , and ' i n fo rma l  ' f oms.  Formal 1 earn ing  r e f e r s  t 

non-formal l e a r n i n g  occurs i n  groups organized ou ts ide  

schob l ing  systems i n  o rder  t o  meet p a r t i c u l a r  l e a r n i n g  

'on- the- job t r a i n i n g '  ) ; in fo rma l  l e a r n i n g  r e f e r s  t o  t h e  r e f  1 

o school ing;  

t h e  formal  

needs (e.g. 

e c t i o n  which 

occurs i n  t h e  everyday experience of encounter ing one' s environment i n  

t h e  business of l i v i n g  (Compton and McClusky, 1980; R a d c l i f f e ,  1977; 

Roberts, 1979; FAO, 1977). 

These forms o f  l e a r n i n g  a re  descr ibed i n  what appears a t  

f i r s t  t o  be two q u i t e  d i f f e r e n t  views rega rd ing  t h e  p lace  and r o l e  of 

a d u l t  l ea rn ing  w i t h i n  the  community development process. These views are 

i n  response t o  t h e  fundamental i ssue o f  whether processes o f  educat ion 

are the  means o r  t h e  ends o f  community development processes. On the  one 

hand, stemming f rom community development's r o o t s  i n  ' t o p  down' s o c i a l  

we l fa re  and s o c i a l  serv ice,  non-formal and in formal  a d u l t  l e a r n i n g  i s  

described i n  terms o f  t h e  l e a r n i n g  requ i red  i n  p repa ra t i on  f o r  o r  as a 

p a r t  of comnuni t y  development e f f o r t s  (GTeazer, 1981). I n d i v i d u a l  
73 

l ea rn ing  i s  o r i e n t e d  t o  community ends, o r  t o  what E i sne r  (1979) has 



i d e n t i f i e d  as t h e  " s o c i a l  recons t ruc t i on "  o r i e n t a t i o n  o f  cu r r i cu lum (pp. 

62 - 67). 

On t h e  o the r  hand, stemming from community development's 

r o o t s  i n  a d u l t  educat ion (e.g. t he  e a r l y  a g r i c u l t u r a l  ex tens ion  work o f  

t h e  u n i v e r s i t i e s  i n  t h e  U.S.), l e a r n i n g  i s  perceived as a r e s u l t  o f  t h e  

community development process. Community development, i n  t h i s  view, i s  a 

method o f  educat ion (Mezirow, 1960; Knowles, 1977; Verner, 1962). 

"It i s  i n  f u l f i l l i n g  h i s  r e s p o n s i b i l i t y  f o r  c r e a t i n g  
educat iona l  experiences i n  which people l e a r n  by doing t h a t  t h e  
community development p ro fess iona l  concerns h imse l f  w i t h  t h e  
o r g a n i z a t i o n  of i n s t i t u t i o n a l  con tex ts  o f  l ea rn ing "  (Mezirow, 
1960, p. 138). 

Verner (1962) descr ibes t h e  d i f f e r e n c e s  between the  

14 
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educat iona l  method o f  community development and "community act ion,  

improvement, o r  o r g a n i z a t i o n  which are  e n t i r e l y  d i f f e r e n t  from the  

method, b u t  which may r e s u l t  f rom t h e  method's use i n  a community" (p. 

16). However, i n  t h e  twenty years s ince  Verner wrote, many o f  t h e  . 

" imper fec t  d e l i n e a t i o n s  i n  d e f i n i t i o n  and concept" (p. 16) t o  which he 

r e f e r r e d  have been addressed t o  some degree. When t a l k i n g  i n  terms o f  

a d u l t  learn ing ,  r a t h e r  than community development, Verner 's  d i s t i n c t i o n  

between community a c t i o n  and community development has remained 

cen t ra l - - t he  former being more community-oriented and t h e  l a t t e r  more 

learner -or ien ted .  That i s ,  t h e  former has t o  do w i t h  a c t i o n  programs 

which address needs w i t h i n  t h e  community--the l a t t e r  has t o  do w i t h  t h e  

design o f  programs which t r a i n  and educate learners ,  o r  c i t i z e n s ,  who 

subsequently may b u i l d  appropr ia te  models f o r  t h e  c r e a t i n g  and managing 

o f  community development a c t i o n  programs. 
' 



Unfor tunate ly ,  w h i l e  t h i s  d i s t i n c t i o n  between l e a r n i n g  and 

act ion,  w i t h  i t s  focus upon community devel opment as a l e a r n i n g  method, 

cont inues w i t h i n  t h e  l i t e r a t u r e  o f  a d u l t  educat ion, t h e  term community 

development has become w ide l y  used over  t h e  l a s t  twenty years t o  descr ibe  

development ac t i ons  i n  t h e  community which i nc lude  both  l e a r n i n g  and 

a c t i o n  as i n t e g r a l  and i n t e r - r e l a t e d  elements o f  one another (Brokensha 

and Hodge, 1969; Cary, 1970; Compton and McClusky, 1980; Edwards and 

Jones, 1976; FAO, 1977; F r e i r e ,  1970; 1973; ICA,  1981; Jackson, 1973; 

Rivera, 1972; Roberts, 1979). 

As community development has evolved toward be ing  a f i e l d  

o f  s tudy i n  i t s e l f ,  t h e  d i s t i n c t i o n s  between l e a r n i n g  and a c t i o n  

perce ived by e a r l y  s o c i a l  wel fare workers o r  educators are  becoming 

re-conceived i n  terms o f  t h e i r  i n t e r - r e l a t i o n s h i p s .  Such a view i s  h e l d  

by Compton and McClusky (1980): 

"Considerable debate has ensued about whether 
community educat ion f o r  development (CED) programming should 
emphasize program o r  process, o r  should be school-based o r  
community-based, should be o r i en ted  toward educat ion o r  s o c i a l  
problems; a r e l a t e d  issue i s  whether CED should take  p lace 
w i t h i n  a h i e r a r c h i a l  o rgan iza t i on  o r  as p a r t  of a community-wide 
s o c i a l  system" (p. 248). 

According t o  Compton and McClusky, "much of t h e  debate revo lves  around a 

f a l s e  se t  o f  dichotomies" i n  t h a t  "CED represents  complementary . . . 
e f f o r t s  a t  improving bo th  c i t i z e n s  and 

bear emerge f rom t h i s  d iscuss ion  which 

aspects of c u r r i c u l u m  development. 

The f i r s t  i s  based 

descr ibed by Compton and McClusky 

upon 
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community" (p. 248). Two issues 

upon t h e  d iscuss ion  of community 

t h e  " f a l s e  s e t  o f  dichotomies" 

) Regardless of whether l e a r n i n g  



i s  seen as p r e p a r a t i o n  f o r  o r  as a r e s u l t  of community development, bo th  

views i n v o l v e  l ea rne rs  who have decided f o r  one reason o r  another t o  

p a r t i c i p a t e  i n  t he  processes o f  community development and learn ing .  Both 

views assume an 'awakened' and sel f -conscious,  i f  no t  s e l f - c o n f i d e n t  

p a r t i c i p a n t .  

The second issue, which i s  more d i r e c t l y  t h e  concern o f  

t h i s  thes is ,  concerns t h e  involvement o f  t h e  'unawakened', 

unself-consciousness, wary o r  t i m i d  p a r t i c i p a n t .  How do development 

processes 'awaken' and ' c a r e '  f o r  such people? Th is  i s  an impor tan t  

i ssue  i f  developers take  s e r i o u s l y  t h e  c l a i m  t h a t  - a l l  p a r t i c i p a n t s  must 

be i nvo l ved  o r  l e g i t i m a t e l y  represented i n  development processes. Such a 

concern a l so  i nvo l ves  t h e  c r e a t i o n  o f  s e t t i n g s  and processes i n v o l v i n g  

t h e  'unawakened' o r  t he  'unconvincedl--a concern which i s  d i r e c t l y  

r e l a t e d  t o  implementat ion o f  community o r  c u r r i c u l u m  development 

innovat ions.  Brokensha and Hodge ( 1969) have s ta ted :  

"The content  o f  t r a i n i n g  i s  nor  merely  f a c t s  t o  be 
remembered, b u t  r a t h e r  t h e  process of se l f -examinat ion  w i t h i n  
him, h i s  own appra isa l  o f  h i s  c o n v i c t i o n s  and mo t i va t i ons  i n  
r e l a t i o n  t o  t h e  aims o f  h i s  work i n  community development" (p. 
84). 

Lessons and task  f o r  cu r r i cu lum workers 

Curr icu lum workers, l i k e  t h e i r  counterpar ts  i n  community 

development, must cons ider  t h e  i n t e r r e l a t i o n s h i p s  which e x i s t  among t h e  

environmental,  human, and contex tua l  aspects o f  t h e i r  work. 

"Contextual f a c t o r s  a f f e c t i n g  c u r r i c u l u m  development 
a re  many, var ied, complicated, interconnected, and c o n s t a n t l y  
changing. A g iven model f o r  c u r r i c u l u m  development may be 
s u i t a b l e  i n  one s e t t i n g  and i napprop r ia te  i n  another. Thus, a 



t heo ry  o f  cu r r i cu lum development t h a t  can be responsive t o  
i n d i v i d u a l  and s o c i a l  needs i n  a  complex, changing s o c i e t y  
cannot be b u i l t  around l i n e a r  o r  s i n g l e  p r i n c i p l e  concepts. I n  
a d d i t i o n  t o  t h e  many environmental f ac to rs  involved,  t he  
p a r t i c i p a n t s  must be considered. Also, wisdom does no t  stand 
s t i  11 ; i t  i s  c o n s t a n t l y  being rev ised,  extended, rep1 aced, and 
i n t e r p r e t e d  d i f f e r e n t l y  f rom va ry ing  p o i n t s  o f  view (Unruh, 
1975, p. 75). 

Pena (1 983) (an educat ion consu l tan t  i n  Bogota, Columbi a) 

desc r ib ing  " the  t e c h n o l o g i s t s '  1  ack o f  awareness o f  t h e  [ d i s r u p t i v e  and 

c r e a t i v e ]  impact t h a t  technology has on any c u l t u r e "  suggests t h a t  t h i s  

i ssue i s  "not, as i t  has o f t e n  been presented . . . t h e  conf  1  i c t  between 

man and machine, b u t  t he  c l a s h  o f  two ways .of  thinking! '  (p. 18). From 

t h i s  premise, Pena discusses problems o f  c u r r i c u l u m  development and 

i nnova t i on  i n  developing na t i ons  and suggests t h a t  " the  success o r  

f a i l u r e  o f  educat ional  programs i n  the  Th i rd  World may depend much more 

on s t r u c t u r a l  o r  contex tua l  f a c t o r s  than on p lann ing  and design f a c t o r s "  

(p. 18). That i s ,  cu r r i cu lum workers need t o  cons ider  t h e  i n f l u e n c e  of 

l o c a l  aspects of t h e  s e t t i n g  i n  which the  program i s  t o  be implemented, 

and balance t h i s  cons ide ra t i on  w i t h  t h e  r a t i o n a l  and systemat ic  p lann ing  

of t h e  cu r r i cu lum t e c h n o l o g i s t  working a t  a  d i s t a n t  u n i v e r s i t y  o r  

M i n i s t r y  o f  Education. 

Such complex i ty  i n  development e f f o r t s  i s  no t  i n  t h e  f i r s t  

ins tance new--1 i f e  has always. been complex. What i s  new i s  t h e  awareness 

t h a t  such complex i ty  i s  no t  s imp ly  problemat ic  o r  pre-ordained f a t e .  

Rather, complex i ty  i s  t h e  s t u f f  o f  l i f e - - i t  i s  t h e  s i t u a t i o n  (no t  t h e  

problem) i n  which people experience 1  i m i t a t i o n s  and poss ib i  1  i t i e s  ou t  of 

which, i n  freedom, they  make respons ib le  dec is ions  about t h e  f u t u r e .  I n  

t h i s  sense, t h e  'new-ness' i s  t h e  awareness o f  complex i ty  as des t iny- -no t  

f a t e .  The concern f o r  c r e a t i n g  s e t t i n g s  i s  t h e  concern t o  p rov ide  a  



forum f o r  t h e  a c t i o n  and r e f l e c t i o n  which may occasion such a 

t rans fo rma t ion  i n  consciousness. Th i s  concern f o r  methods o f  awakening, 

sus ta in ing ,  and g i v i n g  form and s t r u c t u r e  t o  consciousness through 

s e t t i n g s  r e f l e c t s  new percept ions  o f  c u r r i c u l u m  and community development 

as moral as w e l l  as s c i e n t i f i c  a c t i v i t y .  That i s ,  development must be 

i n c r e a s i n g l y  concerned w i t h  and in formed by  values and choices, w i t h  

people and r e l a t i o n s h i p s ,  as much as i t  i s  a l ready  concerned w i t h  

15 systems, l o g i c ,  and empi r ic ism . Today, t h i s  concern f o r  g i v i n g  fo rm 

t o  such flew consciousness o r  new awareness r e f l e c t s  B e l l ' s  observa t ion  

(1973) : 

"Ideas and c u l t u r a l  s t y l e s  do n o t  change h i s t o r y - - a t  
l eas t ,  no t  overn ight .  But they  are t h e  necessary pre ludes t o  
change, s ince  a change i n  consciouness-- in values and moral 
reasoning-- is  what moves people t o  change t h e i r  s o c i a l  
arrangements and i n s t i t u t i o n s n  (p. 479). 

. Th i s  need f o r  cons ide r ing  aspects o f  c u l t u r e  and 

consciousness such as values, t h e  na tu re  of school ing, t h e  na ture  of 

curr iculum-making . i n  terms o f  i t s  i n t e r r e l a t i o n s h i p s  and i n f l uences  w i t h  

community and schoo l ing  (as  w e l l  as i n  terms o f  content  and process),  

dramati-zes t h e  inadequacy o f  s c i e n t i f i c - t e c h n o l o g i c a l  metaphors i n  

r e l a t i o n  t o  cu r r i cu lum making (Common, 1982; P ina r  and Grumet, 1980). 

What compl icates t h e  problem o f  f i n d i n g  new ways o f  t h i n k i n g  and va lu ing  

i n  r e l a t i o n  t o  cu r r i cu lum i s  t h a t  t h e  community and wor ld  i n  which such a 

problem i s  s e t  i s  perce ived as changing and r a d i c a l l y  i n f l u e n c i n g  value 

systems. Cur r icu lum workers cannot s imp ly  app ly  value frameworks t o  a 

s t a t i c  world, b u t  must ask how a dynamic wor ld  i s  i n f l u e n c i n g  and shaping 

such value frameworks. Approaches t o  c u r r i c u l u m  development must 

i nco rpo ra te  these interdependent and complex aspects o f  community. I n  



p a r t i c u l a r ,  c u r r i c u l u m  workers must be respons ib le  f o r  ensur ing t h a t  t h e  

d i scuss ion  o f  values i s  an i n t e g r a l  p a r t  o f  cu r r i cu lum d e l i b e r a t i o n .  I n  

t h e  f i e l d  o f  community development some p r o j e c t s  i n  t h e  1970's have 

demonstrated approaches t o  program p lann ing  and implementat ion which 

i nco rpo ra te  t h e  i n t e g r a t i o n  o f  a1 1  such economic, p o l i t i c a l ,  and c u l t u r a l  

16 values i n  t h e  community's understanding o f  i t s e l f '  . 
However, t h e  cu r r i cu lum developer i s  no t  s imply concerned 

w i t h  making such an i n t e g r a t e d  c u r r i c u l u m  i n  o rder  t o  make t h e  c u r r e n t  

school system more workable. Under ly ing  t h e  reba lanc ing  o f  these moral 

and s c i e n t i f i c  aspects i s  t h e  concern t o  p lace  curr iculum-making i n  

r e l a t i o n  t o  the  changes i n  s o c i e t y  and t o  changes i n  school systems 

w i t h i n  t h a t  s o c i e t y  ( f o r  example, t h e  d i scuss ion  o f  environment, 

s i t u a t i o n ,  and c u l t u r e  i n  Pinar,  1980). O l i v e r  (1977) s t a t e s  t h e  

cu r r i cu lum maker's problem i n  these terms: 

"The c e n t r a l  problem of educat ion . . . i s  one o f  
c r e a t i n g  balance between p r ima l  and modern aspects o f  human 
community, systems o f  thought, and personal  i t y .  Th i s  means 
c r e a t i n g  balanced p a r t i c i p a t i o n  .among p r ima l  soc i  a1 forms 
( f a m i l y  and community) and t h e  modern s o c i a l  form o f  t h e  
corpora te  organ iza t ion ;  c r e a t i n g  a  balance between an u l t i m a t e  
sense o f  r e l i g i o - p h i l o s o p h i c a l  meaning and t h e  s k e p t i c a l  sense 
o f  choices we assoc ia te  w i t h  ' s c i e n t i f i c  t h i n k i n g "  (p. i x ) .  

imp1 i e d  by 

a  p a r t i c u l  

What, then, a re  t h e  pr imary  tasks  f o r  cu r r i cu lum workers 

such a  d iscuss ion? F i r s t ,  c u r r i c u l u m  workers respons ib le  f o r  

a r  c u r r i c u l u m  development e f f o r t  must form themselves 

se l f - consc ious l y  as a  group, a  team, a  task  force, o r  accord ing t o  some 

17 o the r  s i m i l a r  o rgan iz ing  image . Second, such a  group must c rea te  a  

c u r r i c u l u m  development s e t t i n g  which encompasses environmental,  human, 



and contextual factors. These factors will be both given as part of the 

project parameters and created as stakeholders respond to the project 

proposal. Third, the group, once established in a setting, will begin to 

address the curriculum development task and process issues. The degree 

to which such issues are resolved and curriculum innovations subsequently 

implemented will be contingent upon how adequately the group and the 

setting have been formed. 

The next chapters of the thesis will address the first two 

tasks from the point of view of how community development efforts in 

these areas can inform and enable curriculum developers. Addressing the 

third task is beyond the intention and scope of this thesis. 



NOTES 

The term was in t roduced by t h e  B r i t i s h  Co lon ia l  O f f i c e  a t  t h e  
Cambridge Conference on A f r i c a n  Admini s t r a t i  on which was c a l  l e d  
t o  he lp  B r i t i s h  A f r i c a n  t e r r i t o r i e s  prepare f o r  independence by 
improving l o c a l  government and developing economic s t r e n g t h  
(Holdcrof t ,  1978, p. 2). The p r e v i o u s l y  used term 'mass 
educat ion '  d i d  n o t  convey t h e  developmental i n t e n t i o n s  o f  t h e  
conference. 

See Appendix I: Four Approaches t o  Community Development. 

H i l l e r y  (1955) reviews 94 d e f i n i t i o n s  o f  t h e  term 'community' 
and reaches t h e  conclus ion t h a t  "beyond t h e  concept t h a t  people 
are  i nvo l ved  i n  comnunity, t h e r e  i s  no complete agreement as t o  
t h e  na ture  o f  community" (p. 119). 

"Community development i s  marginal  . . . t o  bas ic  p o l i t i c a l  and 
economic i n s t i t u t i o n s .  I t ' o p e r a t e s  c h i e f l y  i n  c e r t a i n  k inds  o f  
d i s t r i b u t i v e ,  r a t h e r  than, p r o d u c t i v e  i n s t i t u t i o n s ,  f o r  example 
educat ion and wel fare.  It usuaTly operates on t h e  margins o f  
these i n s t i t u t i o n s  also. Indeed, i t s  s t reng th  l i e s  i n  i t s  
cons tant  attempt t o  e x e r t  power f rom t h e  margins i n t o  t h e  
center ' '  (Jackson, 1973, p. 23). 

Roberts (1979) describes t h r e e  ways by  which community 
development e f f o r t s  can be l e g i t i m a t e l y  c r i t i c i z e d  as marginal :  
i f  i t s  p r a c t i t i o n e r s  have "wool ly,  if well-meaning, i n t e n t i o n s ,  
which cha rac te r i zes  some o f  t h e  work i n  t h i s  f i e l d  (1979, p. 
1970) ; i f  t h e  comnunity development process i s  no t  p a r t  o f  t h e  
formal  p o l i t i c a l  process; and if community development e f f o r t s  
"can be seen by people i n  formal government i n s t i t u t i o n s  as 
being subvers ive o f  t he  c o n t r o l  mechanisms which they  manage . . . i n  many cases, community development i s  - made t o  be 
marginal  (p. 170). 

Knutsen (1981 ) describes t h i s  understanding o f  community 
development and human development i n  terms o f  t h e  development o f  
"p r ima l  community" .. 
F o r  a d e t a i l e d  e labo ra t i on  of these presupposi t ions,  r e f e r  t o  
Appendix 11: F i v e  C h a r a c t e r i s t i c s  o f  Contemporary Community 
Development E f f o r t s .  



NOTES (cont  i nued) 

For  almost 30 years, t h e  I n s t i t u t e  o f  C u l t u r a l  A f f a i r s  (ICA) has 
been p ioneer ing  educat ional  methods, cu r r i cu lum designs and 
p a r t i c i p a t o r y  problem-solving techniques. The ICA i s  a p r i v a t e ,  
non -p ro f i t ,  non-part isan, non-sectar ian, vo lun ta ry  o rgan iza t i on  
committed t o  se rv i ce  and improving t h e  q u a l i t y  o f  human l i f e .  
The goals o f  t h e  ICA are  s imply  s ta ted:  Development i s  a 
community a f f a i r ,  a pa r tne rsh ip  between t h e  pub l i c ,  p r i v a t e ,  
vo lun ta ry  and l o c a l  sec tors  t h a t  i s  a1 1-encompassing and 
invo lves  everyone i n  p lann ing and implementation. 

The ICA i s  a c a t a l y s t  f o r  grass r o o t s  p a r t i c i p a t i o n .  Local 
groups are cooperat ing t o  achieve s i g n i f i c a n t  s o c i a l  and 
economic changes. They are r e v i t a l i z i n g  t h e i r  aging urban 
neighbourhoods and small  towns, moderni t i  ng t h e i r  underdeveloped 
v i l l a g e s ,  improving t h e  working environment i n  t h e i r  
corpora t ions  and o the r  organizat ions.  

The ICA encourages community s p i r i t .  People l e a r n  p r a c t i c a l  
problem-solving methods t h a t  he lp  make t h e i r  communities 
s e l f - s u f f i c i e n t ,  s e l f  - re1 i ant and sel f -conf ident .  The people t o  
be served determine t h e i r  own goals, draw up t h e  p lans f o r  
reaching those goals and implement t h e  p lans through t h e i r  own 
e f fo r ts .  With t h e  combinat ion of research, t r a i n i n g  and 
demonstration, t h e  ICA i s  he lp ing  people he lp  themselves, 
g e t t i n g  them invo lved i n  shaping t h e i r  own fu tures .  

L i k e  t h e  people and v i l l a g e s  they  help, t h e  I n s t i t u t e  i t s e l f  
s t r i v e s  f o r  s e l f - s u f f i c i e n c y .  Most o f  t h e  1,200 f u l l  t ime s t a f f  
members i n  f o r t y  na t ions  work w i thou t  s a l a r y  and a l l  t h e  
pa r t - t ime  volunteers cover t h e i r  own expenses. 

The ICA has coo rd ina t ing  centres i n  Bombay, Brussels, Chicago, 
Hong Kong, and Kuala Lumpur. F inanc ia l  support comes from 
ind i v idua ls ,  corporat ions,  foundations, r e l i g i o u s  organizat ions,  
government agencies, and program fees. The coord ina t ing  cen te r  
f o r  Canada i s  i n  Montreal. 

The o thers  genera l l y  being considered as t h e  'economic' and 
' po l  i t i c a l  ' elements. Economic aspects of t he  community have t o  
do w i t h  resources, p-on, and d i s t r i b u t i o n ;  01 i t i c a l  R---. a s ~ e c t s  have t o  do w i t h  order, p o l i t y ,  and soc ia l  'we -being 
o r '  ' w e l f a r e '  ; and t h e  c u l t u r a l  - aspects -comprise those which ha ie  
t o  do w i t h  wisdom ( u ~ k i l l s ,  accumulated knowledge, and 
f i n a l  meanings), 1 i f e - s t y l e s  ( s o c i a l  ro les ,  s o c i a l  covenants, 
and s o c i a l  s t ruc tu res ) ,  and symbols ( 1  anguage, a r t ,  icon, r i t e s ,  
and myths): (ICA, 1971). 



NOTES ( cont i nued) 

For example, Holdcroft (1978) states that current IRD efforts 
require income producing "center pieces" in relation to 
community self-sufficiency. 

Action and reflection in a particular situation must be 
apprehended as a challenge "interrelated to other problems 
within a total context [and that responses to this challenge] 
evokes new challenges, followed by new understandings; and 
gradually [people] come to regard themselves as committed" 
(Freire, 1970, p. 68). 

Turner (1977) describes 'communitas' : "Communitas, with its 
unstructured character, representing the 'quick' of human 
inter-relatedness, what Martin Buber has called - das 
Zwischenmenschliche, might well be represented by the 
'emptiness at the centre' [of Lao-tse's chariot wheel], which 
is nevertheless indispensable to the functioning of the 
structure of the wheel". Turner cites Buber's description of 
community as "community is where community happens" and 
Bergson's "elan vital, or evolutionary 1 ife force" to describe 
the aspect of potentiality held in the term 'communitas'. 
cornmunitas, saysm~urner, "breaks in through the interstices of 
structure" (1977, p. 126 - 128). 
For one example of how a contextual framework was initiated and 
developed by a group of community developers, refer to Appendix 
111. 

Verner (1 962) defines method as "the re1 ationship establ ished 
by the institution with a potential body of participants for 
the purpose of systematical ly diffusing knowledge" (p. 9). 

Verner' s primary methods are i ) individual methods; for 
example, correspondance study, i i) group methods--large and 
small; for example, conventions and discussion groups, and ii i )  
community methods. At the time, Verner wrote, his sole example 
of a community methods was 'community development', although he 
suggested television might well become a community method. 

For example, Pinar (1975) points to an overemphasis in 
curriculum development upon design, development, instruction, 
and evaluation (p. 527). Common (1982) describes the inaptness 
of metaphors of rationality underlying curriculum theory. ' 

Schwab has pronounced that current approaches to curriculum 
development are "mori bund" ( 1978). In community development, 
the overemphasis upon "non-representative models" (Cary, 1970), 
"economic growth" ( Holdcroft, 1978), "co-ordinat ion" rather 
than "integration" (FA0,'1977) are noted. 



NOTES (cont inued) 

16 ICA. Demonstrating Human Development. Ima e, XI ( 3 ) ;  I C A .  
I n t e r n a t i o n a l  Expos i t i on  o f  Rural  Deve opment: Sharing 
Approaches That Work. Image, XI I  ( 1  ). 

-+ 
l7 Schwab (1983) s ta tes  t h a t  a group i s  requ i red  f o r  f i v e  reasons: 

i) i n  order  t o  i nc lude  t h e  f o u r  "common places" of educat ion - 
teacher, student, what i s  taught,  and t h e  m i l i e u  o f  
t each ing / l  earn i  ng, i i ) no one person complete ly  understands a1 1 
these commonplaces, i i i )  many people enable a d i v e r s i t y  o f  
a l t e r n a t i v e s ,  i v )  a group i s  requ i red  f o r  de l  i b e r a t i o n  upon 
a1 te rna t i ves ,  and v) t h e  occasional p a r t i c i p a t i o n  o f  var ious 
s p e c i a l i s t s .  

Schwab goes on t o  e labora te  who should comprise the  group (pp. 
245 - Z52), and t o  discuss t h e  leadersh ip  of t he  group (pp. 252 
- 260). 



CHAPTER FOUR 

COMMON ELEMENTS OF CURR I CULUM DEVELOPMENT SETTINGS 

Th is  chapter  w i l l  d iscuss the  method of s e t t i n g - c r e a t i o n  i n  

terms of i )  forming t h e  cu r r i cu lum development community, i i )  d e l  i n e a t i n g  

t h e  environmental, human, and contex tua l  f ac to rs  o f  t h e  cu r r i cu lum 

development se t t i ng ,  and i i i )  b u i l d i n g  a  common contex tua l  framework. 

C h a r a c t e r i s t i c s  of cu r r i cu lum development approaches which r e f l e c t  t h i s  

methodological concern w i l l  be described. 

Forming t h e  cur r icu lum development community 

The cu r r i cu lum development community can be formed on t h e  

bas is  of e i t h e r  o r  both of two pr imary  c o n f i g u r a t i o n s  drawn f rom 

community development experience: i )  t he  community which e x i s t s  w i t h i n  a  

region, and i i )  t h e  community which e x i s t s  w i t h i n  an organizat ion.  

The major i d e n t i f y i n g  image of t h e  f i r s t  con f igu ra t i on  i s  

t h e  network. Th is  image emerges from t h e  c u r r e n t  work i n  community 

development which i s  occur ing r e g i o n a l l y  and cross-sec tora l ly .  Na isbet t  

(1982) suggests t h a t  networks emerge when people are  t r y i n g  t o  change 

soc ie ty .  They emerge as i nd i v idua ls ,  f r u s t r a t e d  by t h e  f a i l u r e  o f  

"h ie rach ies"  t o  solve problems, seek " h o r i z o n t a l  l i n k s "  w i t h  each other. 

According t o  Naisbet t ,  t he  importance o f  ne twork ing  l i e s  i n  t h e  processes 

of communication and d e l i b e r a t i o n  and t h e  " l inkages"  among i n d i v i d u a l s  

and groups (pp. 189 - 205). Networking should no t  be misconstrued as 



simply a current or popular fad. Networking, as the local response to 

the breakdown of traditional structures or usual ways of thinking about 

problems, has been observed in other periods of significant historical 
1 change . A network may be formed around a particular task and 

dispersed upon the task's completion, or a network be formed around a 

particular ongoing interest or concern. 

What do collaborative networks look like? In the field of 

urban communi ty development, Hol 1 and (1 982) describes five aspects of 

effective "public-private partnerships": 

i) a realistic and broadly accepted vision of the 
community's future 

ii) individuals. who understand themselves as . 
'stewards' of an organization's resources 

i i i) an "incubator" organization for potenti a1 leaders 
iv) a spirit of trust 
v)cross-sectoral networking of those involved in the 

development process 

Curriculum development partnerships could be formed in a number of ways: 

for example, a partnership could comprise a group of different 

stakeholders from one or more organizations (i .e instructors, 

administrators, employers, etc.) or could compri se a group of curriculum 

development professionals drawn from various institutions and schools. 

Such a partnership or community would discern its operating vision, 

recognize its stewardship of the primary resource ( i .e. information) , 

perhaps involve graduate students or other novices, and work in a spirit 

of trust and cooperation. Schwab (1983) describes the roles and 

responsibilities of a curriculum development group comprising teachers, a 

principal, people who employ school graduates, school board members, 



concerned c i t i z e n s ,  students, content  and process s p e c i a l i s t s ,  and s o c i a l  

s c i e n t i s t s .  

One example which appears t o  represent  some aspects of t h i s  

approach t o  c u r r i c u l  um development has been ou t1  ined by Scharf ( 1984). 

Scharf i d e n t i f i e s  t h e  problem which most comrnuni t y  c o l l  eges have i n  

"moni t o r i n g  t h e  environment [i .e., t h e  communi t y ]  i n  a systemat ic  manner" 

(p. 10) i n  o rder  t o  be responsive t o  changing c u r r i c u l a r  needs, 

p a r t i c u l a r l y  i n  fast -changing h igh  technology programs. Scharf suggests 

t h e  c r e a t i o n  o f  program development " task  fo rces "  (p. 11 ) cha rac te r i zed  

by t h e  involvement o f  co l lege,  business, and government stakeholders, an 

o r i e n t a t i o n  t o  t h e  fu tu re ,  and a responsiveness t o  changing community 

needs and p o l i c i e s .  

The major i d e n t i f y i n g  image o f  t h e  second c o n f i g u r a t i o n  i s  

t he  gu i l d .  Th i s  image emerges f rom c u r r e n t  f a c i l i t a t i v e  work i n  

community development done by p r o j e c t  o rgan izers  and " p r o j e c t  

a u x i l i a r i e s u 2  (Hanson, 1982). Hanson descr ibes t h e  g u i l d  i n  terms of 

"paravocat ion"  (p .  2 ) .  

"Every person has t h e  p o s s i b i l i t y  o f  enac t ing  a t  l e a s t  
two aspects o f  t h e i r  occupat ion o r  t h e i r  p r imary  a c t i v i t y .  
F i r s t ,  t he re  i s  t h e  pr imary  a r t  they  p r a c t i c e ,  whether t h a t  be 
doctor ing,  teaching, welding, o r  accounting; second, t h e r e  i s  
t h e  'para '  aspect- - that  p a r t  along s ide  of t h e  pr imary  
one--which i s  w i t h i n  b u t  a l s o  beyond t h e  f i r s t "  (Hanson, 1982, 
P. 2 ) .  

For example, a person w i t h  t h e  vocat ion  of doc to r  may a l s o  have t h e  

paravocat ion  as a Boy Scout leader  o r  as an underwater photographer. 

However, w h i l e  Hanson (1982) recognizes t h i s  aspect of 

paravocat ion, he i s  p r i m a r i  l y  concerned w i t h  those aspects of 

paravocat ion  enacted w i t h i n  t h e  o r g a n i z a t i o n  f o r  which t h e  p a r t i c u l a r  



person works. That i s ,  Hanson suggests t h a t  w i t h i n  every hea l thy  

o r g a n i z a t i o n  t h e r e  i s  a  paravocated core group of people. 

"This  group i s  concerned w i t h  t h e  o r g a n i z a t i o n ' s  
m iss ion  and t h e  d i r e c t i o n  o f  i t s  mission. They are  a l so  
concerned w i t h  i t s  i n t e r n a l  s e n s i t i v i t y  t o  t h e  people who are  
p a r t  o f  t h a t  o rgan iza t ion"  (Hanson, 1982, p. 3). 

F o r  example, a  core  group i n  a  school may c o n s i s t  of people who work i n  

d i f f e r e n t  areas (admin i s t ra t i on ,  teaching, consu l t ing ,  and so on), bu t  

who share a  common concern f o r  c a r i n g  f o r  and t a k i n g  r e s p o n s i b i l i t y  f o r  

t h e  whole organ iza t ion .  Such groups most o f t e n  are n o t  f o r m a l l y  

organized nor  do they  a c t  f o r m a l l y .  T h e i r  i n f l u e n c e  i s  more 'behind t h e  

scenes1. However, t h i s  i s  no t  t o  suggest t h a t  such in f luence . i s  

man ipu la t i ve  (which o f  course i t  can become). Rather, t h e  emphasis i s  

3  upon t h e  "servant "  na ture  o f  t h e i r  leadersh ip  r o l e  (Greenleaf,  1977) . 
Hanson (1982) drawing f rom t h e  f a c i l i t a t i v e  o r  

s t y l e s  o f  leadersh ip  emergent i n  t h e  f i e l d  of community deve 

suggests t h r e e  d i s t i n g u i s h i n g  f e a t u r e s  o f  such groups o r  g u i l d s  

servant  

lopment , 

- t h e i r  

method, t h e i r  s t y l e ,  and t h e i r  stance. Hanson descr ibes t h e i r  p lann ing  

4 
methods as v i s i b l e  and i n d i c a t i v e ,  t h e i r  s t y l e  as p o s i t i v e  and 

5 6  i n c l u s i v e  , and t h e i r  stance as l o y a l  and rep resen ta t i ona l  . Hanson 

concludes h i s  d e s c r i p t i o n  o f  g u i l d s  by suggest ing t h a t  g u i l d s  a l s o  have a 

" r o l e  f o r  an ou ts ide  f a c i l i t a t o r ,  i n  p r o v i d i n g  the  k i n d  o f  o b j e c t i v i t y  

t h a t  a l lows a  group t o  see through a  s t ra tegy ,  t o  see beyond t h e  m i r e  o f  

t h e i r  everyday problems" (p. 8).  S i m i  l a r i  ly, Sarason (1974) suggests 

t h a t  as a s e t t i n g  becomes more focused on i t s  miss ion  " i t  i n c r e a s i n g l y  

loses s i g h t  of what i t  can o r  must do f o r  i t s  own members" (p. 86). I t  

i s  import,ant t o  remember t h a t  s e t t i n g s  are about t h e  development of t h e  



i n d i v i d u a l s  who comprise them as w e l l  as t h e  development o f  those whom 

t h e  s e t t i n g  serves (Sarason, 1974). 

A c u r r i c u l u m  development communi t y  formed as a g u i l d  w i t h i n  

an o r g a n i z a t i o n  o r  as a network w i t h i n  a reg ion  w i l l  d i s p l a y  c e r t a i n  

c h a r a c t e r i s t i c s  which w i l l  d i s t i n g u i s h  i t  f rom a group ope ra t i ng  s imp ly  

i n  i t s  own s e l f - i n t e r e s t .  Such c h a r a c t e r i s t i c s  i nc lude  t h e  enablement of 
7 

t h e  n a t u r a l  leadersh ip  o f  t h e  o r g a n i z a t i o n  o r  community, t h e  c a t a l y s i s  

o f  new ways by which var ious  'and d i ve rse  groups may work together ,  t h e  

demonstrat ion of a servant  leadersh ip  s t y le ,  and r e f l e c t i o n  upon t h e  

8 a c t i v i t i e s  o f  t he  change process . I n  add i t i on ,  w h i l e  t h e  forms o f  t h e  

c u r r i c u l u m  development community o r  network o r  g u i l d  may vary f rom 

t o  p lace  and from s i t u a t i o n  t o  s i t u a t i o n ,  t h e  r e c u r r i n g  theme 

9 mot iva tes  and sus ta ins  i s  t h e  s p i r i t  of vo lun ta ry  coopera t ion  . 

p l  ace 

which 

" I t s  members are f r e e  t o  choose whether o r  no t  t o  
p a r t i c i p a t e  i n  it. The t i e s  t h a t  b i n d  i t are l oose r  and more 
f r a g i l e .  It i s  more l i k e l y  t o  go t o  p ieces i n  t he  absence o f  
conscious ded ica t ion ,  e f f o r t ,  .and care"  (Royal Bank, 1983, p. 
1 ) -  

I n  B r i t i s h  Columbia, t h ree  groups c u r r e n t l y  e x i s t  w i t h i n  

t h e  post-secondary educat ion system which, i n  d i f f e r e n t  ways, i l l u s t r a t e  

how such c h a r a c t e r i s t i c s  are g iven form. While these groups do no t  

represent  i d e a l  o r  comprehensive a p p l i c a t i o n s  o f  a1 1 c h a r a c t e r i s t i c s  of 

g u i l d s  o r  networks, they  i n d i c a t e  t h e  p o t e n t i a l  which e x i s t s  f o r  b r i n g i n g  

i n t e n t i o n a l  i t y  t o  fo rming groups f o r  cu r r i cu lum development. These t h r e e  

groups which w i l l  be descr ibed meet t o  d iscuss  and do c u r r i c u l u m  

development, f a c u l t y  development, and i n t e r n a t i o n a l  t r a i n i n g  and 

education. The groups are  proposed as models o f  g u i l d s  o r  networks f o r  

cu r r i cu lum development which i s  conducted i n  s e t t i n g s  where environment, 



r e l a t i o n s h i p s ,  and con tex t  are i n t e n t i o n a l l y  considered and g iven form. 

F i r s t ,  most persons i nvo l ved  i n  post-secondary c u r r i c u l u m  

and program development i n  B r i t i s h  Columbia, A lber ta ,  and t h e  Yukon meet 

every four  t o  s i x  months t o  exchange ideas i n  smal l  workshops, t o u r  a  

p a r t i c u l a r  c o l l e g e  o r  i n s t i t u t e  f a c i l i t y ,  and d iscuss a  p a r t i c u l a r  t o p i c  

of c u r r e n t  concern. A fo rmal  o r g a n i z a t i o n  o r  assoc ia t i on  has no t  been 

formed. A t  t h e  conc lus ion  o f  each meeting rep resen ta t i ves  f rom a  c o l  

vo lun tee r  t o  hos t  t h e  nex t  meeting and a  task  force i s  s t ruck  t o  fo 

through w i t h  making t h e  necessary arrangements. A recent  concern 

been t h e  need f o r  co l l eges  t o  begin work ing c o l l a b o r a t i v e l y  on 

1 ege 

1  low 

has 

t h e  

development of common programs. I n  the  past, developers have worked i n  

program development independent ly  o f  each other .  

Second, a  number o f  persons f rom d i f f e r e n t  community 

c o l l e g e s  i n  B.C are  a c t i v e l y  i nvo l ved  i n  t h e  I n s t r u c t i o n a l  S k i l l s  Program 

(ISP) o r i g i n a l l y  developed a t  Vancouver Community Col lege i n  con junc t i on  

w i t h  t h e  M i n i s t r y  of Education. Th is  program i s  designed f o r  people who 

i n s t r u c t o r s  because of t h e i r  e x p e r t i s e  i n  a  

ion,  b u t  who most o f t e n  do no t  have any 

are h i r e d  by t h e  co l l eges  as 

p a r t i c u l a r  t r a d e  o r  p ro fess  

teach ing  experience. I n  add i t i on ,  experienced i n s t r u c t o r s  can 

p a r t i c i p a t e  i n  var ious  on-campus i n - s e r v i c e  formats o f  t h e  program as 

p a r t  o f  t h e i r  p ro fess iona l  development. 

"The I n s t r u c t i o n a l  S k i l l s  Program i s  an i n t e r l o c k i n g  
system o f  t h r e e  l e v e l s  o f  t r a i n i n g  t h a t  has as an o v e r a l l  goal, 
improving t h e  i n s t r u c t i o n a l  s k i l l s  o f  bo th  new and experienced 
i n s t r u c t o r s "  (Mason and Kerr,  1980, p. 3).  

The t h r e e  l e v e l s  o f  t r a i n i n g  i nc lude  t r a i n i n g  t h e  i n s t r u c t o r s ,  t r a i n i n g  

t h e  f a c i l i t a t o r s  who w i l l  t r a i n  the  i n s t r u c t o r s ,  and t r a i n i n g  t h e  



trainers who will train the facilitators. 

Two important features of the ISP are its emphasis upon 

"peer" training and the voluntary participation of those involved in the 

Program (Kerr, 1980). To date, approximately 750 Briti sh Columbia 

instructors have participated in the basic level of training. 

Approximately forty people from across the province are involved as a 

'core group' and in the 'train the trainer' level. The program has no 

formal organizational structure. It is coordinated by a person seconded 

annually from a college by the Ministry of Education for this purpose. 

Members of the core group communicate regularly with each other and with 

the coordinator through telephone conference calls, exchanging audiotapes 

and written articles, and through occasional chance encounters at other 

gatherings of instructors. The program seems to succeed because the 

participants have seen and participated in its successes, because new 

people are continually invited to become involved, and because people are 

willing to work at it in addition to their regular teaching duties. The 

ISP has been introduced and used in the colleges of Newfoundland, 

Saskatchewan, A1 berta, the Yukon, the North West Territories, and has 

been used as part of the practicum experience of the joint University of 

British Col umbia/Vancouver Community Col lege instructor training program 

for tradespeople from Zimbabwe. 

The third and least developed (or perhaps least 

coordinated) group involves the activities in international education 

which are occurring on various post-secondary college and university 

campuses. Such international education involves developing programs for 

people from other nations who come to B.C. as well as the involvement of 



B.C. instructors in the development of training programs in other nations 

and for other nations. At a provincial conference on international 

education in January 1983, co-sponsored by the Association of Canadian 

Communi ty Col 1 eges (ACCC) and Vancouver Comnuni ty Col 1 ege, Bent 1 ey ( 1983) 

discussed the revitalizing possibilities for faculty and for curriculum 

development which can be provided by international education 

opportunities: 

"Here is where the allure of international.work acts 
its magic. Faculty members, like people, do what they do 
because they find it interesting or personally rewarding, and 
the opportunity to exchange positions, students, programs, or 
to develop and teach programs for foreign students not only 
attracts but also stimulates and revitalizes. 

Such tasks appear to give occasion for faculty (and 
students) to do what they seldom do: meet together to think and 
plan seriously a significant project. A project of any size 
can cross departments, bringing sorts of 'invisible college' 
into pl ay, with self -desi gnated participation in temporary work 
groups . for a common purpose. The project opens up the 
structuring of the job in human terms, with the administrators 
providing decision-making energy and information and the rest 
of the group working on team-bui lding re1 ationships" (Bent1 ey, 
1983, pp. 3 - 4). 

Delineating the enviromental, human, and contextual factors of the 
curriculum development setting 

The curriculum development community, modelled either as a 

guild or a network, will need to create the setting in which it will 

work. Curriculum developers must consider the physical aspects of their 

environment and the re1 at ionships and common understandings ( i .e. common 

mind) which they establish with one another. This section of the chapter 

wi 1 1  identify and describe these environmental and human factors. 

Examples of such factors have been identified by Sarason (1971, 1974) in 

relation to his work in creating community settings. They have been 



descr ibed by Unruh (1975) i n  r e l a t i o n  t o  her  work i n  c r e a t i n g  t h e  

s e t t i n g s  and t h e o r e t i c a l  frameworks f o r  " responsive c u r r i c u l  um 

10 development" . 
As developers c rea te  a  s e t t i n g ,  t h e y  b u i l d  a  frame of 

re fe rence o r  contex tua l  framework as they  r e f l e c t  upon t h e i r  a c t i v i t y .  

Such a  contex t  reso lves  problems associated w i t h  ma in ta in ing  o b j e c t i v i t y  

i n  a  d i ve rse  group and a t  t h e  same t ime  mot iva tes  and sus ta ins  t h e  

group. A phrase which can be used t o  i n d i c a t e  t h e  n o t i o n  o f  contex tua l  

framew.ork i s  Sarason's "ca tegor ies  o f  thought"  (1974, p. x i i ) .  The 

phrase does n o t  necessa r i l y  mean ' b e t t e r '  o r  'new' ca tegor ies  o f  thought;  

ra the r ,  i t  i s  s i m i l a r  t o  t h e  use o f  t h e  term ' reconcep tua l i za t i on '  by 

P i n a r  (1975, 1978) t o  descr ibe  ways o f  t h i n k i n g  about cur r icu lum.  

Sarason (1971, 1974) has w r i t t e n  e x t e n s i v e l y  about t h e  

c r e a t i o n  o f  se t t i ngs .  I n  an attempt t o  beg in  t o  address t h e  problems 

associated w i t h  new s e t t i n g s  being c rea ted w i t h o u t  adequate guidance o r  

r e f l e c t i o n  enabled by  theo ry  o r  ways o f  t h i n k i n g ,  Sarason e t  a1 (1971) 

l i s t e d  "several  major p o i n t s "  t o  cons ider  when i n i t i a t i n g  t h e  c r e a t i o n  of 

a  new s e t t i n g  (pp. 89 - 92, passim). The examples are  mine, n o t  Sarason 

e t  a l .  

A  s e t t i n g  i s  c rea ted i n  t h e  contex t  o f  another 
p r e v i o u s l y  c rea ted s e t t i n g .  The h i s t o r y  and t r a d i t i o n s  o f  t h i s  
es tab l i shed  s e t t i n g  " w i l l  determine t h e  degree t o  which t h e  new 
s e t t i n g  w i l l  be capable o f  innovat ing" .  

A s e t t i n g  i s  o f  t h e  community r a t h e r  than - f o r  t h e  
community. The l i m i t a t i o n s  o f  t he  set t ing-- resources,  people, 
f und ing  and so on--must be recognized. 

A l l  p a r t i c i p a n t s  have a  v a l i d  s take i n  t he  process. 
Such a  stance reduces t h e  "tendency o f  those i n  t h e  s e t t i n g  t o  
view i t  as 'mine' o r  ' ou rs ' ,  and reduces t h e  b a r r i e r s  which can 



emerge between 'professional' and 'lay' stakeholders. 

The responsibility for developing and rendering 
service [for example, developing a curriculum] must be shared 
with the community rather than possessed only by the setting. 

The setting can serve the personal and professional 
human 'needs' of the 'helpers' as we1 1 as the 'helped' [for 
example, the stakeholders not directly involved in the eventual 
learning and instruction delivered by a curriculum 'product' 
can still benefit from participation in the curriculum 
'process']. 

The 
"means of se 

The 
and action 
acknowledged 

establishment of external as well as internal 
If-criticism" is required in the setting. 

fact that a "universe of alternatives of thought 
relevant to any decision" exists must be 

Later, Sarason (1974) uses the American Constitutional 

Convention of 1787 as an illustration of "categories of thought" about 

structuring environments and relationships. While recognizing the 

limitations of such an illustration, it is still very illuminating and 

helpful for understanding the factors involved in an effective setting 

(pp. 16 - 19). The setting described by Sarason is characterized by: 

1. "Some - implicit or explicit rules are necessary by 
which the individuals will be governed . . . the considerations 
which led to the rules. . . are reflected in the document that 
finally emerges [i .e. the American Constitution]. -These rules 
not only reflected real problems, but a1 so concept ions about 
what man is and how he acts. " 

2. "The strong presence . . . of a conception of man, 
and man in certain public roles" cuts against any ideal 
conception of man in an unachievable utopian setting. 

3. "The necessity for anticipating problems and 
conse uences, an activity or process notably absent or found 
l-- on y in diminished degree in the creation of most settings." 

4. "For any problem there was a wide variety of 
alternative solutions . . . one of the differences between 
presight and hindsight is contained in the concept of the 
universe of alternatives." 



Other factors by which settings may be considered emerge 

from reflection upon Sarason's work: they are the notions of 'the human 

condition', 'on behalf of', and 'covenant '. First, Sarason (1974) 

alludes to the need for examining and symbolizing a common understanding 

of the human condition and the ways by which people operate by referring 

to a statement made by Benjamin Franklin at the American Constitutional 

convent ion1' : 

"Mr. President: . . . For when you assemble a number 
of men to have the advantage of their joint wisdom, you 
inevitably assemble with those men, all their prejudices, their 
passions, their errors of opinion, their local interests, and 
their selfish views. From such an assembly can a perfect 
production be expected?" 

A second factor is the self-conscious awareness of the 

developers that they are acting 'on behalf of1--that as they recognize a 

need and a solution and as they embody the change within their own forms 

of organization, they demonstrate to the 1 arger organization or society 

of which they are a part the fact that change is a possibility. An 

example of such would be the Society of Friends abolishing slavery within 

itself and then leading the abolitionist movements in 19th century 

Engl and and America. 

Third, Sarason uses marriage as an illustration that even 

love is not enough to sustain the creation of a new setting (1974). If 

love is not enough, what is missing? Part of loving a person or a 

situation or an organization requires the acknowledgement of the human 

condition as previously described in the Franklin citation. Love is 'for 

better or for worse'. However, the foundational ingredient, not only for 

a marriage, but for the creation of any setting, is the sense of 



commitment, covenant o r  miss ion  which prov ides  the  focus around which 

disagreements can be worked out .  Such a  sense o f  covenant i s  r e q u i r e d  i f  

developers are t o  avoid the  problems r e f l e c t e d  i n  such a  statement as: "I 

q u i t .  I c a n ' t  work w i t h  t h a t  person another day." Such covenants a re  

no t  always c l e a r l y  a r t i c u l a t e d  o r  seen; never the less  they  can s p e l l  t h e  

d i f fe rence between success and f a i l u r e .  

The task o f  c r e a t i n g  a  s e t t i n g  i nc ludes  cons ide ra t i on  of 

environmental,  human, and con tex tua l  fac tors .  Such cons ide ra t i ons  

i nc lude  n o t  o n l y  values, b u t  subs tan t i ve  knowledge, h i s t o r y ,  t ime  

perpec t ives ,  veh i c les  o f  c r i t i c i s m ,  leadership,  r u l e s  by which 

i n d i v i d u a l s  w i l l  be governed, a  concept ion of people i n  c e r t a i n  p u b l i c  

ro les ,  a n t i c i p a t i o n  o f  t h e  future,  a  wide v a r i e t y  o f  a l t e r n a t i v e s  

(Sarason, 1974); t h e  community i n  which t h e  s e t t i n g  i s  set, t h e  

l i m i t a t i o n s  o f  t h e  s e t t i n g ,  ownership o f  t h e  s e t t i n g ,  miss ion  o f  t h e  

s e t t i n g ,  t h e  personal and p ro fess iona l  growth needs of those c r e a t i n g  t h e  

s e t t i n g ,  (Sarason e t  a l ,  1971) ; and of t h e  no t i ons  o f  on beha l f  o f  and o f  

covenant. These cons idera t ions  are c r i t i c a l  elements o f  any ca tegor ies  

of thought;  t h a t  i s ,  o f  any con tex t  f o r  i n i t i a t i n g  a  development 

s e t t i n g .  They lend themselves t o  i n f i n i t e  i n t e r p r e t a t i o n s  and forms of 

expression. 

"The c r e a t i o n  of s e t t i n g s  i s  n o t  an engineer ing o r  
t echno log i ca l  task. I t  i s  a l so  n o t  one t h a t  can be accomplished 
by s imp ly  having appropr ia te  o r  s t rong mo t i va t i on .  I n  shor t ,  t o  
t h e  ex ten t  t h a t  our  imagined s o c i e t y  i s  ready t o  r e s t r u c t u r e  
i t s e l f ,  i t  i s  faced w i t h  problems no l e s s  s tagger ing  o r  
overwhelming o r  d i f f i c u l t  than those w i t h  which i t  was faced 
be fo re  t h e  magical t r ans fo rma t ion  of va lues"  (Sarason, 1974, p. 
6) > 

I n  her  d e s c r i p t i o n  o f  " responsive cu r r i cu lum development", 



Unruh (1975) identifies similar factors which must be considered by 

developers. These factors include the developers themselves, type of 

students, student percept ions, type of school (elementary or communi ty 

college) , school buildings, number of instructors involved, geographic 

scope of the project (school, school district, state or province), 

curricular needs, diagnoses, objectives, learning styles, evaluation 

instruments, futures thinking, technological support, cultural pluralism, 

and community resources. 

"This is by no means an exhaustive list, but it 
illustrates the possibility for responsiveness in curriculum 
development, particularily in light of the great variety of 
educational and cultural settings" (Unruh, 1975, p. 84). 

What must not be lost sight of is that such considerations 

(i e., Sarason, 1971, 1974; Unruh, 1975) are addressed, negotiated, and 

resolved in relation to creating the setting for development--not - only in 
relation to the debates over development tasks and processes. If these 

considerations are not adequately addressed, problems wi 11 1 i kely emerge 

in subsequent development and implementation phases as has been 

discussed. These considerations (i e., "contextual factors" ; Unruh, 

1975, p. 83) become part of the contextual framework by which those 

involved i n  change perceive their world and make meaningful decisions 

about their actions. 

The task of creating settings for development through 

building a common context is the primary response to these issues from 

the initial stages of any development process, and must continue to play 

an important but more subtle role in all subsequent stages. The 

contextual framework is the key factor in relation to creating settings. 



A r t i c u l a t i n g  such ways o f  t h i n k i n g  enables t h i s  s t r u g g l e  o f  development 

t o  be perceived as a  human s t r u g g l e  and as one which i s  wor thwhi le .  For 

whether t h e  task i s  t h e  r e - s t r u c t u r i n g  o f  a  community o r  t h e  

r e - s t r u c t u r i n g  of an educat ional  program, t h e  c r e a t i o n  o f  s e t t i n g s  i s  a  

human a c t i v i t y .  The c r e a t i o n  o f  s e t t i n g s  i s  something done by, fo r ,  

wi th,  and on behalf  of people. 

B u i l d i n g  a  common contex tua l  framework 

I n  o rder  t o  address t h e  issues and concerns invo lved i n  

b r i n g i n g  form and s t r u c t u r e  t o  the  s e t t i n g ,  developers must b u i l d  t he  

contex tua l  framework i n  which such issues w i l l  be g iven focus and 

r e s o l u t i o n .  The form and s t r u c t u r e  of t h e  s e t t i n g  w i l l  r e f l e c t  t h e  

contex tua l  framework c rea ted by the  developers i n  t h e  i n i t i a l  stages of 

developing t h e  s e t t i n g .  This  n o t i o n  of c r e a t i n g  a  contex tua l  framework 

i s  i n  c o n t r a s t  t o  t r a d i t i o n a l  approaches i n  which the  p o i n t  o f  view i s  

e i t h e r  g iven o r  ' found '  ( i .e .  i t  i s  determined by p o l l s ,  surveys, 

demographic data, etc . ) .  Such views o f  r e a l i t y  most o f t e n  r e f l e c t  those 

of t he  s o c i a l  s c i e n t i s t ,  t h e  bureaucrat,  t he  community a c t i v i s t ,  and so 

on. However, i n  s i t u a t i o n s  where a l l  such stakeholders i n s i s t  t h a t  t h e i r  

p a r t i c u l a r  p o i n t  of view be heard and be incorpora ted  i n  t h e  p lann ing  

process, t h e  problem o f  determin ing a  common o r  ' p r o j e c t '  p o i n t  of view 

12 becomes more complex . Such a  p o i n t  of view must be negot ia ted  i f  the  

p r o j e c t  i s  t o  be e f f e c t i v e l y  managed and completed. 

The c r e a t i o n  of a  contex tua l  framework i nvo l ves  i )  t h e  

n e g o t i a t i o n  o f  r e a l i t y  i i )  t h e  n e g o t i a t i o n  o f  values, 'and i i i )  t h e  

n e g o t i a t i o n  of t h e  means of nego t i a t i on .  The methods o f  such d e l i b e r a t i o n  



are contentless; that is, while deliberations may be conducted by a 

particular facilitator, the content of the deliberations is determined 

not by the facilitator, but by the participants. 

The notion of negotiating real i ty has been. elaborated in 

both the 1 i terature of community and curriculum development. The 

negotiation of reality by social scientists, pol icy makers and community 

development field workers has been discussed by Moles (1979) in terms of 

public criteria, values, learning, and social change. Moles' argument 

13 that knowledge (i.e. culture ) is reality implies that the processes 

of eliciting the knowledge of a particular reality (i.e. a local 

community or setting) from the people who 'live and work in the midst of 

the reality is in fact the creation (or negotiation14) of a - new reality 

by those people. 

"We create reality each time we select among 
alternatives . . . Part of our reality is created privately, 
and we do not attempt to share it with others. Other aspects 
of reality are negotiated with others and determined through 
consensus or at least an agreement not to disagree anymore" 
(Moles, 1979, pp. 183 - 184). 

The negotiation of reality is a process which involves both 

individuals and groups in the reflection upon experience. First of all, 

approaches to the individual's negotiation of reality have been termed 

"neo-phenomenological . . . characterized, first of all, by the 

assumption that no one can experience a reality that is 

interpretation-free15' (Bussis et al, 1976, p. 12). Bussis et a1 

(1976) describe "personal constructs" (i.e. points of view or images of 

reality) as "a representation of some aspect of reality that is the 

result of the individual's interpretation of the world" (p.16). Every 



r e a l i t y  must be i n t e r p r e t e d  and each i n t e r p r e t a t i o n  o f  changing r e a l i t y  

16 forms t h e  i n d i v i d u a l ' s  personal c o n s t r u c t  . 
Second, t he  n e g o t i a t i o n  o f  r e a l i t y  by groups occurs i n  t he  

mids t  o f  t h e  d ia logue and d e l i b e r a t i o n  o f  i n d i v i d u a l s  "making e x p l i c i t  

t h e i r  r e a l  consciousness o f  t h e i r  wor ld"  (Greene, 1975, p. 303); i.e. 

t h e i r  experience of t h e i r  experience. A p recond i t i on  f o r  such d ia logue 

i s  freedom (Arendt, 1963' 7; F r e i  re,  1970; Macdgnald, 1975). Creat ing a  

common contex tua l  framework r a i s e s  personal cons t ruc ts  to.  

self-consciousness and draws f rom them those "aspects o f  r e a l i t y  which 

are negot ia ted  w i t h  o thers  and determined through consensus o r  a t  l e a s t  

an agreement not  t o  d isagree any more1' (Moles, 1979, p. 184). The 

n e g o t i a t i o n  of r e a l i t y  then i s  bo th  an i n d i v i d u a l  and a  corpora te  

a c t i v i t y .  I n d i v i d u a l s  c rea te  personal cons t ruc ts .  Groups c r e a t e  common 

contexts.  

I n  b r i e f ,  t h e  n e g o t i a t i o n  of r e a l i t y  encompasses two 

r e l a t e d  no t ions :  i )  t h e  views of r e a l i t y ,  o r  "personal cons t ruc ts "  

(Bussis -9 e t  a1 1976), which i n d i v i d u a l s  have b u i l t  f o r  themselves, and 

i i )  t he  d e l i b e r a t i v e  and c o l l a b o r a t i v e  meld ing o f  these cons t ruc ts  i n  

o rder  t o  c rea te  i n t e n t i o n a l l y  and se l f - consc ious l y  t he  group's  context .  

The n e g o t i a t i o n  of r e a l i t y  i nvo l ves  a  general examinat ion o f  t h e  s o c i a l  

m i l i e u  and a  concept ion o f  man (Sarason, 1974) and, i n  p a r t i c u l a r ,  t he  

examinat ion of t he  r e a l  i t y  of educat ional  a c t i v i t y  (Huebner, 197%). 

Such ' n e g o t i a t i o n  i nvo l ves  t h e  r a i s i n g  t o  self-consciousness o f  t he  

"images1' (Bou ld i  ng, 1956) and personal cons t ruc ts  ou t  o f  which people 

l i v e .  When such a c t i v i t y  i s  conducted i n  community--that i s ,  i n  terms o f  

t h e  c o l l a b o r a t i o n  and d e l i b e r a t i o n  by t h e  var ious  stakeholders-- the 



a r t  i c u l  ated product,  resolve,  dec 

7  9  

i s i o n ,  o r  conc lus ion  w i l l  be represented 

i n  some symbolic form. Such a  symbol iza t ion  o f  t h e  d e l i b e r a t i v e  process 

can be sa id  t o  be t h e  o b j e c t i v e  rep resen ta t i on  of t h e  mind of t h e  group, 

r a t h e r  than the  mind o f  an i n d i v i d u a l  o r  even t h e  ' l i n k e d '  (an tho log i c )  

minds o f  several  i n d i v i d u a l s .  

However, i t  i s  no t  adequate t o  d iscuss the  n e g o t i a t i o n  of 

r e a l i t y  as though people were s imply desc r ib ing  t h e  s i t u a t i o n .  Bussis et 
a1 (1976) descr ibe t h e  s t r u g g l e  o f  i n t e r p r e t i n g  t h e  meaning of r e a l i t y  - 
which emerges i n  r e l a t i o n  t o  t h e  n e g o t i a t i o n  o f  r e a l i t y ;  t h a t  i s ,  'we 

agree t h a t  these are t h e  fac ts ,  b u t  we d o n ' t  agree what they  mean'. 

"Depending on t h e  ex ten t  t o  which p a r t i e s  t o  a  
d e c i s i o n  agree t h a t  t h e  a v a i l a b l e  evidence has been i m p a r t i a l l y  
gathered and represents ' impor tan t '  in fo rmat ion ,  people may o r  
may n o t  agree on t h e  meaning of t h e  evidence. Even when t h e r e  
i s  v i r t u a l  consensus on the  ' f a c t s  of t h e  ma t te r ' ,  such f a c t s  
do no t  automat ica l  l-y lead t o  dec is ions  regard ing  f u t u r e  
ac t ion .  People render decis ions;  i n fo rma t ion  does n o t "  (Bussis 
e t  a l ,  1976, p. 19). 

Such dec is ions  are always mediated by values which are  " a r t i c u l a t e d  and 

j u s t i f i e d  by p u b l i c  c r i t e r i a  r a t h e r  than by personal and unexamined 

preference" (p. 19). 

The n e g o t i a t i o n  o f  values can be descr ibed i n  terms o f  

several  value frameworks (Huebner, 1975). Such n e g o t i a t i o n  i nvo l ves  t h e  

r a i s i n g  t o .  self-consciousness of t h e  values which u n d e r l i e  dec i s ion  - 
making and ways o f  l i v i n g .  However, agreement upon values (even 

fundamental values, 1  i k e  l ove )  i s  no t  enough (Sarason, 1974)--values must 

be mediated by i n t e r p r e t a t i o n s  and images o f  t h e  wor ld  .and humanness. 

Sarason (1974) suggests t h a t  renewed values are  no t  enough t o  

18 make t h e  c r e a t i o n  of a  new s e t t i n g  workable . An overemphasis on 



values obscures the  p o i n t  t h a t  "agreement on values and goals, possessing 

t h e  s t rongest  m o t i v a t i o n  [such as] ach iev ing  power [ o r ]  l ove "  a re  no t  

enough t o  c rea te  a  s e t t i n g  (pp. 10 - 12). Sarason's r e c u r r i n g  theme i s  

t h a t  "consensus about values does no t  i n s t r u c t  one i n  how t o  c rea te  

s e t t i n g s  c o n s i s t e n t  w i t h  these values"  (p. 20). B e l l  (1978) descr ibes 

t h e  r e l a t i o n s h i p s  between t h e  "communal" o r  community aspects o f  s o c i e t y  

and the  c o l l a b o r a t i v e  and d e l i b e r a t i v e  aspects of decision-making. He 

a1 so notes t h e  s t r u g g l e  between d e s c r i p t i o n  and i n t e r p r e t a t i o n ;  t h a t  i s ,  

between t h e  d e s c r i p t i o n  o f  p a r t i c i p a t i o n  and c o l l a b o r a t i o n  as dominant 

c h a r a c t e r i s t i c s  of t he  p o s t - i n d u s t r i a l  s o c i e t y  and the  r e a l i z a t i o n  t h a t  

such i n c l u s i v e  p a r t i c i p a t i o n  can lead e i t h e r  t o  consensus o r  "s tymie"  (p. 

19 148) . Before i n d i v i d u a l s  can a f f i rm  such changes which t h e  wor ld  i s  

imposing upon t h e i r  values, t hey  must f i n d  ways t o  take  a  new 

r e l a t i o n s h i p  t o  these changes i n  o rder  t h a t  they  can p a r t i c i p a t e  

mean ing fu l l y  i n  them, and i n  so doing, take r e s p o n s i b i l i t y  f o r  them. 

The processes o f  med ia t ion  between d e s c r i p t i o n s  o f  r e a l i t y  

( t he  wor ld and t h e  i n d i v i d u a l )  and t h e  i n t e r p r e t a t i o n s  o f  t h e  values 

under l y ing  these desc r ip t i ons  are t h e  key t o  t h e  c r e a t i o n  o f  contex t  o r  

ca tegor ies  o f  thought (Sarason, 1974) requ i red  f o r  t h e  i n i t i a t i o n  of an 

e f fec t i ve  s e t t i n g .  These mediat ion processes are  key i n  t h a t  they  fo rge  

common o r  team cons t ruc ts  b u i l t  upon personal cons t ruc ts .  E f f e c t i v e  

processes are  charac ter ized by co l l abo ra t i on ,  teamwork, and d e l i b e r a t i o n  

(Bennis e t  a l ,  1976; Blakely,  1979; Cary, 1970; Compton and McClusky, 

1980; Edwards and Jones, 1976; ICA,  1982; Knutsen, 1981; Roberts, 1979; 

Sanders, 1970; Schindler-Rainman, 1975; Weissman, 1976; World Bank, 

1980). Other c h a r a c t e r i s t i c s  of such processes i nc lude  a  balance o f  



con tex tua l  and p r a c t i c a l  methodologies (Cramer, 1981), a  

self-consciousness i n  r e l a t i o n  t o  the  use o f  language ( B o t k i n  e t  a l ,  

1979; Habermas, 1979; Huebner, 1975; Macdonald, 1975), p r a x i s  (F re i re ,  

1970) ; and event fu lness  (ICA, 1979, 1981 ). 

C h a r a c t e r i s t i c s  of c u r r i c u l u m  development contex t -bu i  1  d ing  methods 

F i r s t  of a l l ,  cu r r i cu lum making i s  a  p o l i t i c a l ,  o r  

decision-making, a c t i v i t y .  Curr icu lum making i s  va lue- laden- - i t  r e f l e c t s  

t he  values of those who have been ab le  t o  use t h e i r  power t o  make t h e  

c u r r i c u l u m  h o l d  t h e  p a r t i c u l a r  values t o  which they  subscribe. 

Curr icu lum making i s  p o l i t i c a l  a c t i v i t y  " i n  which some people i n f l u e n c e  

others1'  (Huebner, 1975, p. 272). Huebner (1975) suggests t h a t  " the 

s t rugg le  t o  remake the  school i s  a  s t r u g g l e  t o  make a  more j u s t  p u b l i c  

wor ld"  (p. 273). Debates over school purposes and c u r r i c u l u m  making 

" i n d i c a t e  s h i f t s  i n  s o c i e t y ' s  evo lu t i on " .  Such debates must be 

cons i s ten t  w i t h  the  " h i s t o r i c a l  rhythm o f  s o c i e t y M - - f o r  example, 

cu r r i cu lum makers cannot operate ou t  o f  images f r e i g h t e d  by statements 

such as 'school i s  dead' o r  'deschool s o c i e t y '  i f  they  hope t o  i n f l u e n c e  

o r  change s o c i e t y  r a t h e r  than s imply one p a r t  o f  s o c i e t y  (Huebner, 

1975, p. 247). Greene (1982) c a l l s  f o r  educators t o  be concernid about 

t h e  p u b l i c  realm and s t a t e s  her  concern t h a t  " there  i s  s i l e n c e  about 



renewing the common world and about what the common world should be" (p. 

4) 

Second, the concern for curricul um making as integral ly 

related to social change reflects the shifting focus of curriculum making 

from an emphasis upon instructing to an emphasis upon learning. The 

function of curriculum making is described in terms o f  allowing the 

learner to experience meaning in terms of their freedom to participate in 

the continual creation of the world. By raising questions of free and 

creative participation in negotiating and interpreting the reality of the 

world, 

being 

, 1975, 

positi 

"man is probing the very nature of what it means to be a human 

. . . and hence delving into metaphysics and theology" (Huebner, 

p. 241). Greene (1975) suggests that someone "will only be in a 

on to learn when he is committed to act upon his world" (p. 313). 

Simi 1 arily, curriculum developers wi 11 be only in a position to 'develop' 

when committed to acting in the world; that is, acting in a setting which 

is grounded in a common contextual framework for thinking and acting. 

Third, creating a curriculum development setting is like 

creating a community--it is like doing community development; that is, 

given the presupposition that to 'do' community development is to 'do' 

human development. While curriculum developers may not eventually 

implement the same innovations in each school or community, presumably 

the method by which they approach the tasks and processes of developing 

these innovations needs to be consistent--i.e. common and replicable. 

Analogously, to do effective vi 1 1  age (community) development in a nation 

like India requires that developers find ways to do development in .more 
20 than one village . What works in one village must be translated in 



2 1 some way to other villages . Approaches which generate such 

rep1 icabi 1 ity are being called for and described (Frank1 in, 1975; 
22 Vittachi, 1982 ) In an example from curriculum development, King 

( 1981) describes his experiences of working with Indi an bands of British 

Columbia in order to implement local control of education in the band 

communities. As a result of his experience, King concludes that local 

control is necessary, but does not seem workable on a band-by-band local 

community control basis. 

"Some forms of regional grouping or affiliation with 
provincial school districts or other means of achieving 
consistent status-role relationships must be found for the 
policy ideal [of Indian control of Indian education] to be 
realized" (p. 74). 

A replicable contextual framework within a development 

setting should have two main features. One, it should provide agreed 

upon terms of reference which do not predetermine content outcomes. Two, 

it should serve the individuals who participate in it. While certain 

individuals may have inititated the setting, other individuals should be 

able to 'arrive1 and participate in the deliberations of the setting 

without having to have been involved in the setting from its beginning. 

In short, the setting should be like a community. It should have 

structures which serve the people who live there, and people should be 

able to participate and come and go as necessary. 

These characteristics have been drawn from observations of 

individuals operating effectively and self-consciously as a team or group 

in community development settings. Comnunity development, described in 

this 'thesis in terms of 'human development' and the 'journey of 



commitment', is the activity of enabling commitment to the community 

which grows from commitment to oneself. Such c'omitment can only be 

sustained through a common context incorporating common ways o f  thinking 

and acting. 



NOTES 

example: Braudel (1982), 
lopment o f  'merchant c a p i t a  

For  
deve 

desc r ib ing  t h e  growth and 
1  ism' i n  Europe between t h e  

f i f t e e n t h  and e igh teenth  centur ies ,  suggests t h a t  "A merchant 
had t o  be very  quick on t h e  b a l l  . . . the pr ime requirement 
was t o  send and rece ive  l a r g e  numbers of l e t t e r s ,  t o  be 
inc luded i n  as many as poss ib le  o f  t h e  i n fo rmat ion  networks 
which advised one where the re  was a  promis ing oppor tun i ty ,  o r  
on t h e  con t ra ry  which should be avoided 1  i k e  t h e  p lague'  (p. 
410). 

Local res iden ts  who, i n  formal  and in fo rma l  leadersh ip  ro les ,  
take r e s p o n s i b i l i t y  f o r  enabl ing community development e f f o r t s  
and fo l lowing- through i n  these r o l e s  when t h e  p r o j e c t  
o rga inzers '  i n i t i a t i n g  work i s  complete. 

The concept of ' servant  leadersh ip '  i n  d e t a i l  i s  Greenleaf 
(1977). 

"The v i s i b l e ,  i n d i c a t i v e  method focuses i n  t h e  'here  and now' 
r e a l i t y  t h e  o rgan iza t i on  as i t  i s .  It r a i s e s  t h e  questions, 
where are  we, what are  we fac ing,  and how do we move from here 
i n t o  t h e  f u t u r e ? "  (Hanson, 1982, p. 6). 

"By p o s i t i v e ,  I r e f e r  t o  problem-solving a c t i v i t y  and no t  
p r o b l e m - i d e n t i f i c a t i o n  a c t i v i t y  . . . by inc lus i ve ,  I r e f e r  t o  
t h e  foundat iona l  premise t h a t  t h e  more people invo lved . . . 
t h e  be t te r " .  .(Hanson, 1982, p. 7 ) .  

"By l o y a l  I r e f e r  t o  one who i s  no t  an i n f i l t r a t o r  of an 
organizat ion,  w i t h  another agenda . . . b u t  r a t h e r  those who 
are i n t e n s e l y  l o y a l  t o  t h e  s t r u c t u r e  i n  which they operate. If 
not, t h e y ' d  b e t t e r  f i g u r e  out  another l i f e  quest because they  
are  spending t h e i r  t ime i n  t h e  wrong p lace  . . . They are  
rep resen ta t i ona l  -- they are s e n s i t i v e  t o  t h e  f a c t  t h a t  t h e  
renewal of any one o rgan iza t i on  i n  these t imes i s  bu t  a  drop i n  
t h e  bucket and t h a t  i t  i s  no t  worth a  l i f e - t i m e  t o  be engaged 
i n  t h a t  a c t i v i t y  save you do i t  from t h e  contex t  t h a t  t h i s  
o rgan iza t i on  r e v i  t a l  i zed  can become a  s i g n  and a  demonstrat ion 
t o  o thers"  (Hanson, 1982, p. 7 ) .  

That i s ,  t h e  leadersh ip  which normal ly  e x i s t s  (which may o r  may 
not  i nc lude  t h e  leadersh ip  o f  t h e  development group). 

The f o l l o w i n g  represents an example of such a  se t  o f  
c h a r a c t e r i s t i c s  drawn f rom community development ( ICA/Lonavel a, 
1982) : 



NOTES (continued) 

First, community developers "enable local leadership to stand 
on its own through methods which enable the global/local 
linkage". The danger to be avoided is presuming "what a 
community needs and imposing ideas and programmes upon it". 

Second, community developers serve as a catalyst in allowing 
single-focussed agencies and organizations to perceive new ways 
of interweaving with others. The danger here is "abstract or 
utopian theory ... ungrounded in emerging social forms". 
Third, community developers serve as "a catalyst ... manifesting 
their own understanding based upon a foundational concern of 
engaging the profound resurgence of the human spirit". The 
danger here is twofold: i) dissipating intent by working with 
'anyone' who talks of participation and local concern, and ii) 
failing to recognize the gifts of other people and other 
organizations who have worked effectively in simi 1 ar 
development efforts. 

Fourth, community developers "faci 1 itate reflection by 
demonstrating that anyone can expend themselves in service at 
the point of real need". The danger here for the developer is 
the "inadvertent alienation of development organizations . . . 
through a presumptuous or accusatory' stance which fails to 
honour all past contributions." 

Fifth community developers "utilize methods which engage 
-9 

diverse groups". The danger to avoid here is the "propensity 
of groups and individuals to collapse into defensive 
philosophical debates about their ideas on development". 

"Bergquist ( 1979) describes the advantages and disadvantages 
inherent in voluntary-participation groups formed to develop 
and implement community college faculty training and renewal 
programs ( 1979) . 
"Responsive curriculum development implies the ability to meet 
diverse human needs, to receive new ideas, and to adapt to new 
situations, new knowledge, and new uses of knowledge. It is a 
process of continual renewal of the curriculum, through which 
new forms are created to fit new conditions of the environmentn 
(Unruh, 1975 p. 90). 

Sarason (1974) : citing C. Rossiter, 1787: The Grand 
Convention (New York: New American Library, l966), p. 235. 



NOTES (con t  i nued) 

For  example, groups of developers whose p o i n t s  o f  view are  
dominated by a n t i c i p a t e d  economic r e t u r n s  o r  by c o l l a b o r a t i v e  
r a t h e r  than con f ron ta t i ve  p o l i t i c a l  mechanisms o r  by a 
p a r t i c u l  a r  c u l t u r a l  o r i e n t a t i o n  w i  11 c rea te  d i f f e r e n t  
developmental s t ruc tu res  and re1 a t i onsh ips  ( i  .e. se t t i ngs ) ,  i n  
s p i t e  o f  t he  f a c t  t h a t  a11 th ree  groups many face a s i m i l a r  
task, e.g. developing a computer-assisted i n s t r u c t i o n a l  modules 
f o r  t r a i n i n g  supervisors. 

C i t i n g  W.H. Goodenough, Cul ture,  Language, and Soc ie ty  (New 
York: Addison-Wesley, 1 I ) ,  Moles ( 1  979) s ta tes  " c u l t u r e  
c o n s i s t s  o f  t h e  i n fo rmat ion  we use t o  decide what i s ,  what can 
be, how we f e e l  about th ings,  what t o  do about th ings,  and how 
t o  go about doing something about th ings .  . . This  i s  s i m i l a r  
t o  t h e  idea proposed by Bould ing (1956) i n  which he 
conceptual ized c u l t u r e  as images o f  ourselves and our  
surroundings" (p. 177). 

Benne ( l976b),  desc r ib ing  t h e  f i e l d  experience o f  s tudents as 
an adjunct  o r  equal component of academic i n s t r u c t i o n ,  o u t l  ines  
t h e  " h i s t o r i c a l  s h i f t  . . . i n  t h e  focus o f  ep is temolog ica l  
s tudies '  (p. 168) i n  order  t o  approach t h e  problem o f  
n e g o t i a t i n g  d i f f e r e n t  c o g n i t i v e  worlds as bas is  f o r  " e f f e c t i v e  
c o l l a b o r a t i o n  between academic persons and p r a c t i t i o n e r s  and 
a c t i o n  leaders" (p. 169). 

" A t  t h e  r o o t s  o f  t h i s  i s  t h e  a s s e r t i o n  t h a t  man's most 
d i s t i n g u i s h i n g  c h a r a c t e r i s t i c  i s  h i s  s t r i v i n g  t o  make sense o f  
experience: t o  understand it, i n  whatever terms, i n  order  t o  
make i t  meaningful, manageable, p r e d i c t a b l e "  (Bussis e t  a l ,  
1976, p. 12). 

K. Bould ing (1956) has descr ibed t h i s  process i n  some d e t a i l  i n  
terms o f  "images" and "behavior". E. Bould ing (1976) describes 
t h e  processes o f  "imaging t h e  fu tu re "  i n  which i n t e r p r e t a t  ions  
o f  r e a l i t y  are pro jec ted i n t o  t h e  fu ture .  

Yankelovich (1982) o u t l  ines  Arendt ' s  d iscuss ion of freedom as 
one o f  t h e  p r i n c i p l e s  d e f i n i n g  revo lu t i on .  C i t i n g  Arendt (OJ 
Revolut ion. New York: V i k i n g  Press, 1963, p. 28), Yankelovich 
s ta tes  t h a t  " r e v o l u t i o n  w i l l  always advance t h e  cause o f  human 
freedomu--a d i s t i n c t i o n  being made by Arendt between 
' 1  i b e r a t i o n '  and 'freedom' i n  which 1 i b e r a t i o n  i s  "a necessary 
p recond i t i on  o f  freedom" (pp. 217 - 218). I n  t h i s  sense 
l i b e r a t i o n  could be considered as ' l i b e r a t i o n  from oppression'  
whereas freedom could be considered as t h e  'freedom t o  decide'.  - 



NOTES ( cont  i nued) 

l8 "The discrepancy between t h e  un fo r tuna te  fa te  o f  so many 
r e a l - l i f e  attempts t o  b u i l d  a  u t o p i a  and the  success descr ibed 
i n  t h e  l i t e r a r y  u top ias  i s  t h a t  i n  t h e  r e a l  wor ld agreement on 
bas is  values i s  f a r  from adequate t o  the  development o f  a 
v iab le ,  new soc ia l  s e t t i n g "  (Sarason, 1974, p. 8).  

l9 "A p o s t - i  n d u s t r i  a1 society,  because i t  centers  on 
services--human services, p ro fess iona l  and techn ica l  
serv ices- - is  a  game between persons. The o rgan iza t i on  o f  a  
research team, o r  t h e  r e l a t i o n  between doc to r  and p a t i e n t ,  
teacher and pupi  1, government o f f i c i a l  and p e t i t i o n e r - - a  world, 
i n  short,  where the  m o d a l i t i e s  are s c i e n t i f i c  knowledge, h igher  
education, community organizat ion,  and t h e  l i ke - - i nvo lves  
cooperat ion and r e c i p r o c i t y  r a t h e r  than coord ina t ion  and 
h ierarchy.  The p o s t - i n d u s t r i a l  s o c i e t y  i s  thus a  communal 
s o c i e t y  i n  which t h e  soc ia l  u n i t  i s  t h e  community o rgan iza t i on  
r a t h e r  than t h e  i n d i v i d u a l ,  and dec is ions  have t o  be reached 
through some p o l i t y - - i n  c o l l e c t i v e  nego t ia t i ons  between p r i v a t e  
organizat ions,  as we l l  as government--rather than the  market. 
But coopera t ion  between men i s  more d i f f i c u l t  than t h e  
management o f  th ings .  P a r t i c i p a t i o n  i s  a c o n d i t i o n  of 
community; and when many d i f f e r e n t  groups want too  many 
d i f f e r e n t  th ings  and are  n o t  prepared t o  bargain, then 
increased c o n f l i c t  o r  deadlock r e s u l t s .  There i s  e i t h e r  a  
p o l i t i c s  o f  consensus o r  a  p o l i t i c s  o f  stymie. ( B e l l ,  1978, p. 
148). 

20 I n  Ind ia ,  342 m i l l i o n  people l i v e  i n  r u r a l  v i l l a g e s .  

21 "There needs t o  be a comprehensive i n t e g r a t e d  g loba l  approach 
t h a t  i s  created out  o f  what has been learned i n  t h e  past  by a  
c o a l i t i o n  o f  people made up o f  a l l  sec tors  invo lved i n  t h e  
development process . . . The I C A  I n t e r n a t i o n a l  i s  o rgan iz ing  
an INTERNATIONAL EXPOSITION OF RURAL DEVtLOPMENf t o  r e s ~ o n d  t o  
t h i s  need f o r  a  new approach t o  t h e  worldwide task o f  r u r a l  
development. The Exposi t ion,  i n  I n d i a  i n  Februray 1984, i s  t h e  
cu lminat ion  of a  th ree  year se r ies  of r e l a t e d  events i n  f i f t y  
nat ions" .  (ICA, 1983, - X I I ,  ( I ) ,  p. 2). 

22 V.T. V i t t a c h i  (1982), Deputy D i r e c t o r  of Ex terna l  A f f a i r s ,  
UNICEF, i n  a  t a l k  presented t o  t h e  I n s t i t u t e  o f  C u l t u r a l  
A f f a i r s ,  Chicago, i n s i s t e d  " t h a t  wherever I work i n  the  Uni ted 
Nations ... The assistance must be more than m a r g i n a l l y  
e f f e c t i v e .  It must be used as a  spur t o  development . . . a 
m u l t i p l y i n g  e f f e c t "  (1982, p. 2) 



CHAPTER FIVE 

CREATING CURRICULUM DEVELOPMENT SETTINGS 

I n t e n t i o n a l l y  created c u r r i c u l u m  development s e t t i n g s  w i l l  

have many forms. However, t h e r e  are  t h r e e  methodological  aspects which 

cou ld  be considered common t o  c r e a t i n g  s e t t i n g s :  i )  genera t ing  images 

and ideas f o r  t h ink ing ,  p lann ing  and ac t ing ;  i i )  b u i l d i n g  an e f f e c t i v e  

team o r  a c t i o n  fo rce ,  and i i i )  s u s t a i n i n g  t h e  team as r e s o l u t i o n s  and 

a c t i o n s  are  g iven form and implemented. Each o f  these aspects w i l l  be 

discussed i n  terms o f  how community development experience can in form 

cu r r i cu lum development e f f o r t s .  Three assumptions guide t h i s  d iscussion:  

i )  people a c t  accord ing t o  t h e i r  images1 o f  t h e  world, i i )  events can 

b r i n g  such images t o  self-consciousness and can change images, and i i i )  

t h e  s t o r i e s ,  r i t u a l s ,  and o the r  symbolic forms which are created t o  

s i g n i f i c a t e  these events sus ta in  t h e  development team's commitment. A 

model f o r  c r e a t i n g  c u r r i c u l u m  development s e t t i n g s  w i l l  be ou t l i ned .  

Images, values and ac t i ons  

I n  contemporary soc ie ty ,  many s e t t i n g s  appear t o  be 

changing and many new s e t t i n g s  appear t o  be created. Sarason (1974) 

suggests, however, " t he  h i g h  r a t e  of s e t t i n g  c r e a t i o n  does not  i n  i t s e l f  

mean t h a t  t h e  c r e a t i o n  o f  s e t t i n g s  i s  a  c r u c i a l  problem" (p. 4). The 

q u a n t i t y  o f  s e t t i n g s  c rea ted i s  no t  a t  issue, b u t  r a t h e r  t h e  q u a l i t y  o f  

2 such s e t t i n g s  . Yet, w h i l e  each s e t t i n g  needs t o  be judged 

i n d i v i d u a l l y ,  and w h i l e  any attempts t o  genera l i ze  about such v a r i e d  

s e t t i n g s  a re  n o t  v a l i d ,  i t  i s  necessary t o  go beyond " s u p e r f i c i a l  

appearances [ i n  o rder ]  t o  seek communalit ies t h a t  are most p roduc t i ve  o f  



new ideas and d i f f e r e n t  view o f  t h e  wor ld"  (p. 4) .  The problem i s  - not  

s imp ly  t o  seek communalit ies i n  o rder  t o  f i n d  new ideas o r  a d i f f e r e n t  

view o f  t h e  world. Such ideas and views e x i s t  i n  abundance. 

Rather t h e  problem i s  t o  d i s c e r n  t h e  p a r t i c u l a r  new ' ideas 

and p a r t i c u l a r  wor ld  views ( i .e .  ca tego r ies  o f  thought )  w i t h i n  t h e  

communal i t ies which r e f l e c t  t h e  basic  o r  fundamental changes o f  soc ie ty .  

These ideas and wor ld  views are a t  t h e  r o o t  of t h e  issues under l y ing  a 

p a r t i c u l a r  s i t u a t i o n  f o r  which a new s e t t i n g  i s  being planned. 

Developers c r e a t i n g  s e t t i n g s  must i n t e n t i o n a l l y  d i s c e r n  t h i s  con tex tua l  

framework f rom which they  w i  11 approach t h e  problem o f  c r e a t i n g  ' a  s e t t i n g  

i n  o rde r  t o  ensure t h a t  t he  s e t t i n g  w i l l  no t  s imp ly  reproduce t h e  problem 

they  a re  t r y i n g  t o  solve. E. Bould ing (1976) c a l l s  t h i s  a c t i v i t y  

"imaging t h e  f u t u r e "  (p. 431). These images r e f l e c t  no t  o n l y  a d i f f e r e n t  

view of t he  wor ld  bu t  a d i f f e r e n t  view of t he  p a r t i c u l a r  s i t u a t i o n  f o r  

which s e t t i n g  c r e a t i o n  i s  an t ic ipa ted .  Such an image a f f e c t s  how 

i n d i v i d u a l s  t h i n k  and ac t  (K. Boulding, 1956). These images o f  t he  wor ld  

have a s i g n i f i c a n t  impact on the  awareness of values. Such an impact 

pushes some t o  a b l i n d  and f r i g h t e n e d  a f f i rma t ion  of what they  cons ider  

t h e  bas ic  values, w h i l e  o thers  may be pushed t o  a c r i t i c a l  app ra i sa l  of 

t r a d i t i o n a l  values and t o  a "developing consciousness of new values" 

3 (Sarason, 1974, p. 5) . 
I n  development e f f o r t s ,  an i n i t i a l  s t r a t e g y  i s  o f t e n  t o  

r a i s e  t o  self-consciousness each p a r t i c i p a n t ' s  images o f  s e l f ,  community, 

and t h e  wor ld  i n  o rder  t h a t  new images and ideas can be generated. 

P a r t i c i p a n t s  are enabled t o  "assume responsi  b i  1 i t y  f o r  t h e i r  own images, 

f o r  soc ie ty ,  and f o r  t h e  fu tu re t1  ( I C A ,  1981, - XI(2) ,  p. 214. 



"The f i r s t  task  i s  t o  d i s c e r n  peop le ' s  unconscious 
ope ra t i ng  images i n  o rder  t o  work w i t h  them e f f e c t i v e l y .  . . No 
one can c o n t r o l  t h e  images o f  another person; y e t  i t  i s  
p o s s i b l e  t o  b r i n g  consciousness t o  e x i s t i n g  images and t h e  
awareness of a l t e r n a t i v e  images. It i s  e s s e n t i a l  t h a t  t h e  
a l t e r n a t i v e  images be demonstrated" ( ICA, 1981, - X I  (2) ,  14). 

The n e g o t i a t i o n  and i n t e r p r e t a t i o n  o f  t h e  images, values, and ac t i ons  

i s  made sel f -conscious i n  t he  mids t  o f  ' e v e n t f u l '  experiences 

( i .e. p leasing,  o r  shocking, o r  awesome, o r  otherwise memorable 

experiences which developers c rea te  i n  t h e  mids t  of a  s e t t i n g ) .  When an 

event occasions ' r e v o l u t i o n a r y  change" i n  a  person 's  images (Boulding, 

1956, p. 8), when such an event "deeply d i s t u r b s  t h e  s t a t u s  quo" 5 

(Arendt, 1963), o r  when t h e  event occasions "conversion" (Polanyi ,  

1975, pp. 179- l98O), t he  person experiences a  t rans fo rma t ion  i n  meaning 

which a l lows t h e  s i t u a t i o n  t o  be perce ived f rom a  whole new perspect ive.  

For  example, community developers, i n  response t o  p a r t i c u l a r  community 

needs, may i n i t i a t e  t h e  c o n s t r u c t i o n  o f  an i r r i g a t i o n  d i t ch .  However, 

t h e  s ign i f i cance  of such a c t i v i t y  i s  no t  s imply i n  t h e  f a c t  t h a t  t h e  new 

i r r i g a t i o n  d i t c h  ex i s t s ,  bu t  r a t h e r  i s  t h a t  t h e  v i l l a g e r s ,  who, i n  

he lp ing  d i g  a  new i r r i g a t i o n  d i t ch ,  r e a l i z e  f o r  t h e  f i r s t  t ime  t h a t  i n  

t a k i n g  responsi  b i  1  i ty  f o r  changing t h e i r  v i  11 age, they  have changed no t  

o n l y  t h e  v i l l a g e ,  bu t  have changed themselves. The s i t u a t i o n  may o n l y  be 

s l i g h t l y  d i f f e r e n t ,  bu t  t h e i r  se l f - image has been s i g n i f i c a n t l y  

transformed. 

A l c h i n  and Decharin (1979) s t a t e  " t h e  decision-making 

process i s  based on t h e  idea t h a t  i n d i v i d u a l s  have images, o r  a  

percept ion,  understanding, and i n t e r p r e t a t i o n  o f  t h e  wor ld around them 

7 . . . Images r e s u l t  i n  p lans"  (1979, p. 92) . Each step i n  t h e  process 

o f  conve r t i ng  these images t o  p lans  t o  ac t i ons  i nvo l ves  not  o n l y  t h e  



i d e n t i f i c a t i o n  and i n t e r p r e t a t i o n  o f  image and a c t i o n  by each i n d i v i d u a l  

p a r t i c i p a n t ,  bu t  by t h e  development group. Each step i nvo l ves  no t  o n l y  

8 pe rcep t i on  and i n t e r p r e t a t  ion, bu t  eva lua t i on  . These processes of 

eva lua t ion- -conver t ing  images t o  act ion--occur  i n  t h e  mids t  of 

d e l i b e r a t i v e  events. 

Event fu lness:  awakenment, consc ien t i za t i on ,  and commitment 

A d e l i b e r a t i v e  event prov ides t h e  bas is  f o r  i n i t i a t i n g  and 

s u s t a i n i n g  t h e  s e t t i n g - c r e a t i o n  process. Each d e l i b e r a t i v e  event 

encompasses t h r e e  aspects o f  t h i s  process by which images and ideas a re  

conver ted t o  p lans  and ac t ions :  awakenment, consc ien t i za t i on ,  and 

9 commitment . Dur ing t h e  i n i t i a l  phases o f  a development process, 

concerns f o r  'awakenment' w i l l  be predominant. Dur ing  t h e  l a t t e r  phases 

of a process, concerns f o r  'commi tment ' w i  11 be predominant. 

i ) Awakenment 

Images and ideas can come t o  self-consciousness i n  two 

ways. They can grow s low ly  and subconsciously--bubbl ing up through an 

i n d i v i d u a l ' s  i n t u i t i o n s  and r a t i o n a l  r e f l e c t i o n s - - f o r  example, people 

t a l k  o f  t h e  'dawning' o f  an i n s  

'moment'. I n  t h i s  . l a t t e r  sense, 

' be fo re '  and ' a f t e r '  q u a l i t y  t o  

i g h t .  O r ,  t hey  can be occasioned i n  a 

t he re  i s  a more d e l i m i t e d  sense of a 

ways o f  th ink ing--"Yesterday I d i d n ' t  

r e a l i z e  'X I - - today  I do". An awakenment even t l o  i s  a s t r u c t u r e  f o r  

enab l ing  such 'moments'. 

"Th is  new consciousness i n d i c a t i v e l y  emerges out  o f  
t h e  process of h i s t o r y  i t s e l f  which i s ,  i n  essence, experience 



and response (event  and s t o r y )  . . . l i f e  i s  known as 
s i g n i f i c a n t  o n l y  through t h e  process of i n t e r n a l  r e f l e c t i o n  on 
t h e  ex te rna l  event ou t  o f  a  s e l f  -conscious re1  a t ionsh ip .  When 
t h i s  happens, i t  i s  c a l l e d  awakenment, whether you are 
r e f e r r i n g  t o  an i n d i v i d u a l ,  a group w i t h i n  a  community, o r  a  
world. 

It i s  t h i s  l i f e  process t h a t  r a i s e s  t h e  
methodological quest ion o f  how t o  occasion awakenment t o  a  
self-conscious, c r e a t i v e  r e l a t i o n s h i p  t o  every ex te rna l  
s i t u a t i o n "  (ICA, 1979, p. 4). 

An awakenment event w i l l  have two func t i ons :  i )  t h e  

p resen ta t i on  of aspects of ways of t h i n k i n g  about humanness and t h e  

world, and i i )  t h e  d e l i b e r a t i o n  upon such presenta t ions  as t h e  bas is  f o r  

t h e  n e g o t i a t i o n  of r e a l  i ty,  value, and t h e  means o f  negot ia t ion .  

D e l i b e r a t i o n  a t  t h i s  l e v e l  o f t e n  i nvo lves  p a r t i c i p a n t s '  responses t o  

quest ions of t h e  type suggested by Crowfoot and Chesler (1976) : 

" I .  What are t h e i r  general images o f  soc ie ty?  
2. What are t h e i r  general images o f  t h e  i n d i v i d u a l ?  
3. What are t h e i r  diagnoses o f  contemporary soc ie ty?  
4. What are t h e i r  p r i o r i t i e s  w i t h  regard t o  change?'' 

(p. 190). 

Such processes can each con ta in  four  r e l a t e d  stages: i )  

p a r t i c i p a n t s '  generat i o n  and c o l l e c t  i o n  of da ta- -descr ip t ions  o f  r e a l i t y ,  

value statements, etc., i i )  sub jec t i ve  r e f l e c t i o n  upon t h i s  in format ion- -  

d i sce rn ing  a  p a t t e r n  o f  response contained i n  a l l  i n d i v i d u a l ' s  

presentat ions,  i i i ) t h e  i n t e r p r e t a t i o n  of t h i s  p a t t e r n  of response; t h a t  

i s ,  " t he  a r t i c u l a t i o n  o f  t h e  s ign i f i cance  o f  t h e  p a t t e r n  which revea ls  

[ i v ]  t h e  i n d i c a t i v e  dec is ion"  t o  act on t h i s  bas i s  of t h i s  s ign i f i cance  

( ICA,  1979, p. 4). 

An awakenment event i n c o r p o r a t i n g  such r e f l e c t i v e  
-9 

processes, i s  a  way by which some community developers have experimented 

w i t h  c r e a t i n g  a common contex t  f o r  people engaged i n  a  community 



1 1  development process . The effect of such events is that participants 

see how diverse options and issues can be focused into consensed group 

action through a carefully designed method. People see that their 

concerns have been considered, experience the power of common planning, 

and 

such 

comm 

erceive the question of individual responsibility in the community. 

The story which participants create about the meaning of 

events can become a motivating factor in subsequent growth toward 

tment. Such stories, or mythologies, are created out of the 

reflection upon experiences by individuals which, in dialogue with each 
12 other, they significate . Mythology cannot be created and given to 

people--it must be created b-y people. Spencer (l98l), describing stories 

documented by people who have worked with him in several international 

community development projects, sets out four recurring elements of such 

a 'mythology8--the human condition is characterized by mystery, freedom, 

care, and fulfilment in the midst of service. 

A group of people can come to share a common mind about 

common experiences. The ways by which the events and stories comprising 

this common mind are recounted often assume the characteristics of myth 

and legend. In this sense, the story which highlights, dramatizes, and 

significates the event often becomes as important and as real than the 

event itself. Other bases of commonness, similar to story and myth, 

include interpretations of reality given form and structure through 

art14 (for example, Fifth City Project Report, 1981), and 

15 ritual . 



i i )  Consc ien t i za t i on  

" L i b e r a t i n g  a c t i o n  n e c e s s a r i l y  i nvo l ves  a moment o f  
pe rcep t i on  and v o l  i t i  on. Th i s  a c t i o n  bo th  precedes a n m 1  ows 
t h a t  moment, t o  which i t  f i r s t  ac t s  as a pro logue and which i t  
subsequently serves t o  e f f e c t  and cont inue w i t h i n  h i  s t o r y "  
(F re i re ,  1970, p. 36; c i t i n g  Jose L u i z  F i o r i ) .  

The event  w i t h i n  which t h e  awakenment moment occurs i s  one 

s tep  i n  t h e  c o n s c i e n t i z a t i o n  of t h e  p a r t i c i p a n t s  i n  t he  development 

16 s e t t i n g  . W i t h i n  an awakenment moment, p a r t i c i p a n t s  experience t h e  

t rans fo rma t ion  o f  t h e i r  understanding of t h e  problem. The aspect o f  t h e  

concrete s i t u a t i o n  which i s  now prob lemat ic  i s  t h e  newly revea led  

under l y ing  r o o t  problem which i s  p reven t i ng  t h e  more obvious, and perhaps 

17 
symptomatic problems, f rom being reso lved . A f t e r  such an event ( o r  

moment) p a r t i c i p a n t s  experience themsel ves as bo th  obedient  and f ree .  

That i s ,  they  must address the  i n d i c a t i v e  c o n t r a d i c t i o n s  revealed w i t h i n  

t h e  s i t ua t i on18 ,  and a t  t h e  same time, t h e  moment which revea ls  and 

t ransforms t h e i r  conscious r e l a t i o n s h i p  t o  t h e  c o n t r a d i c t i o n  a l s o  

occasions t h e  consciousness o f  t h e i r  freedom t o  address t h e  problem 

r a t h e r  than be blocked by  it. 

The issue i s  no t  s imp ly  freedom i n  a b s t r a c t i o n  nor  

submission t o  t h e  s i t u a t i o n ,  b u t  t h e  occasioning o f  r e s p o n s i b i l i t y  - t h e  

r e s p o n s i b i l i t y  which e x i s t s  . in t he  c r e a t i v e  tens ion  o f  freedom and 

obedience (Bonhoeffer, 1965). F r e i r e  ( 1  970) descr ibes t h i s  i n  terms o f  

emergence and i n t e r v e n t i o n  - "men emerge f rom t h e i r  submission and 

acqu i re  t h e  a b i l i t y  t o  in te rvene i n  r e a l i t y  as i t  i s  unve i led"  (p. l oo ) ,  

and i n  terms of t h e  " increased commitment t o  t h e  p o s i t i o n  one has chosen, 

and thus  ever  g rea te r  engagement i n  t h e  e f f o r t  t o  t rans fo rm concrete, 

o b j e c t i v e  r e a l i t y ' '  (p. 21). This  s h i f t  from t h e  moment o f  awakenment t o  



t h e  a c t i v i t y  o f  c o n s c i e n t i z a t i o n  can be descr ibed i n  T u r n e r ' s  terms as 

t h e  n a t u r a l  s h i f t  from "spon tane~us '~  t o  "normative" and " i d e o l o g i c a l  " 

communitas. 

"Both normative and i d e o l o g i c a l  comrnunitas are  a l ready  
w i t h i n  the  domain o f  s t ruc tu re ,  and i t  i s  t h e  f a t e  o f  a l l  
spontaneous communitas i n  h i s t o r y ,  t o  undergo what most people 
see as t h e  ' d e c l i n e  and f a 1  1  ' i n t o  s t r u c t u r e  and law" (Turner,  
1977, p. 132). 

Creat ing  a  s e t t i n g  i nvo l ves  no t  s imply t h e  ideas and v i s i o n  

which developers share as they c r e a t e  a  s e t t i n g ,  bu t  t h e  environment and 

i n  t h e  r e l a t i o n s h i p s  ( i .e .  the  s t r u c t u r e  and law) o f  t h e  s e t t i n g  i t s e l f .  

Consc ien t i za t i on  i nvo l ves  the  b u i l d i n g  of a  common mind among t h e  

p a r t i c i p a n t s  and t h e  gradual growth o f  a  sense o f  commitment t o  t h e  

development team and the  development v i  s ion. 

i i i )  Comnitment 

Commitment, i n  terms o f  a  development s e t t i n g ,  can be - 
descr ibed i n  two ways: t he  growth of commitment o f  t h e  community (i.e., 

a l l  those i nvo l ved  i n  t he  sett ing--Conner and Patterson, 1982; ICA ,  1981) 

and t h e  growth o f  each i n d i v i d u a l  w i t h i n  t h e  community i n  terms o f  t h e  

i n d i v i d u a l  I s  r e l a t i o n s h i p s  w i t h  o the rs  and w i t h  her  o r  h imse l f  (Fowler, 

1976; Perry, 1970). 

A  community journey has fou r  phases (ICA, 1981, - X I  

(3))19.  -9 F i r s t  a  community development e f f o r t  i s  i n i t i a t e d  i n  t h e  

m ids t  o f  enthusiasm and good i n ten t i ons .  Second, as t h e  p r o j e c t  ga ins  

momentum and s u b s t a n t i a l  changes are  brought i n t o  being " the  euphor ia o f  

new a c t i v i t i e s  g radua l l y  d u l l s  as more complex and long-term 

r e s p o n s i b i l i t i e s  come c l e a r "  (p. 11). Thi rd,  t h e  community experiences a  



major c r i s i s  o f  some s o r t  which c a l l s  t h e  whole p r o j e c t  i n t o  quest ion.  

Such a c r i s i s  i s  p r e c i p i t a t e d  when c e r t a i n  i n i t i a l  expecta t ions  are  n o t  

f u l f i  1  l e d  o r  when change i s  no t  f a s t  enough o r  when change i s  t o o  f a s t .  

Cl iques may emerge, c o n f l i c t  surfaces, resentment grows, and enthusiasm 

f a i l s .  

Such c r i s e s  have been descr ibed i n  terms o f  " r o l e  shock" 

(King, 1981) and i n  terms o f  t h e  d i s i l l u s i o n m e n t  t h a t  " t he  more t h i n g s  

change, t h e  more they  s tay  t h e  same" (Sarason, 1974). A t  t h i s  po in t ,  t h e  

p r o j e c t  e i t h e r  co l lapses  o r  moves i n t o  t h e  f o u r t h  phase. What seems t o  

make t h e  d i f f e rence  between success and f a i l u r e  are  t h e  ways by which the  

developers and t h e  p a r t i c i p a n t s  f rom t h e  i n i t i a t i o n  phase have thought  

through and a r t i c u l a t e d  new and common understandings o f  t h e  community's 

journey, p a r t i c u l a r i l y  i n  terms o f  a n t i c i p a t i n g  such human problems 

(con t ras ted  w i t h  techn ica l  o r  l o g i s t i c a l  problems) and i n  terms o f  

a n t i c i p a t i n g  issues r e l a t i n g  t o  t h e  implementat ion and complet ion o f  t h e  

p r o j e c t .  

If t h e  community i s  t o  move i n t o  the  f o u r t h  phase, two such 

f a c t o r s  w i l l  need t o  have been a n t i c i p a t e d  and i n  p lace:  i )  if on-going 

and accepted programs have been pu t  i n  p lace  du r ing  t h e  f i r s t  t h r e e  

phases, t h e i r  momentum and o f t e n  t h e i r  ' rou t ine-ness '  w i l l  i n  many cases 

c a r r y  t h e  community through t h e  c o n f l i c t  and perhaps even p rov ide  

veh ic les  through which the  c o n f l i c t s  may be discussed and resolved, and 

i i )  if a s u b s t a n t i a l  v i c t o r y  o r  "keystone m i rac le "  (ICA, 1981) can be 

achieved as t h i s  t ime, i t  w i l l  o f ten  re- focus the  community's 

d e l i b e r a t i o n s  and prov ide  a way t o  see c o n f l i c t  i n  a new pe rspec t i ve  

(such a v i c t o r y  might  be the  complet ion of a w e l l  and subsequent f r e s h  



water  f o r  a  v i l l a g e ,  o r  t h e  a r r i v a l  of a  grant ,  o r  t he  p u b l i c  r e c o g n i t i o n  

of t h e  community's c o n t r i b u t i o n s  t o  t h e  re'gion). 

The f o u r t h  phase i s  t he  new reso l ve  and new perseverance of 

t h e  community. It i s  l i k e  a  newly mar r i ed  coup le ' s  awareness t h a t  t he  

honeymoon i s  over  and t h e  r e a l i t y  o f  t h e  marr iage l i e s  be fore  them. Th i s  

phase i s  marked by a  new depth o f  commitment, an expansion o f  t h e  

leadersh ip  core, and "an expanded r o l e  of s o c i a l  r e s p o n s i b i l i t y  [ t o  o the r  

p a r t s  of t h e  region]"  (ICA, 1981, - X I  ( 3 ) ,  p. 11). 

"Th is  journey  i s  no t  a  l i v i n g  through good t imes and 
bad times; i t  i s  no t  a  1  i n e a r  p rogress ion  towards the  
achievement o f  an i d e a l  s t a t e  of mind. I t  i s  a  journey  o f  
consciousness o f  a  community through t ime. It goes on and on, 
i s  ever  changing, i s  never t h e  same. I t  i s  o n l y  when a  
community re fuses  any p a r t i c u l a r  p a r t  o f  t h e  journey t h a t  i t  
loses  i t s  v i t a l i t y ,  i t s  c r e a t i v i t y ,  i t s  de terminat ion  t o  win'' 
-(Knutsen, 1981, p. 35). 

The growth o f  commi tment i n  i n d i v i d u a l s  ( p a r t i c u l a r l y  

a d u l t s )  has been descr ibed by Fowler (1976). A s i m i l a r  p a t t e r n  o f  growth 

has been observed and descr ibed i n  P e r r y ' s  s tudy o f  c o l l e g e  students 

(1970) 20. However, even though P e r r y ' s  ca tego r ies  are  more c l o s e l y  

r e l a t e d  t o  schoo l ing  and l e a r n i n g  than Fowler 's ,  Fowler 's  ca tego r ies  w i l l  

be used as they  more comprehensively descr ibe  the  a d u l t ' s  growth o f  

commitment i n  community. 

The f i r s t  stage of commitment f o r  Fowler (1976) i s  marked 

by t h e  a d u l t ' s  awareness o f  t he  d e s i r a b i l i t y  o f  t a k i n g  s e r i o u s l y  t h e  

r e s p o n s i b i l i t y  f o r  h i s  o r  her own commitments, l i f e - s t y l e ,  b e l i e f s  and 

a t t i t u d e s .  The nex t  stage, accord ing t o  Fowler, i s  marked by a  

r e c o g n i t i o n  by t h e  person o f  t h e  i n t e g r i t y  and t r u t h  o f  commitments o the r  

than i t s  own. The f i n a l  stage, says Fowler, i s  " ra re "  : 



"The sense of oneness of all persons is not a glib 
ideological belief but has become a permeative basis for 
decision and action. The paradox has gone out of 
being-for-others . . . one is being more truly oneself . . . 
Such persons are ready for fellowship with persons at any of 
the other stages" (p. 197). 

Fowler discusses each of these stages in the journey of adult commitment 

in terms of forms of logic (built upon Piagetian theories of cognitive 

development), forms of world coherence, role-taking, bounds of soci a1 

awareness, forms of moral judgement (in relation to Kohlberg's stages of 

moral development), and the role of symbols. He concludes his discussion 

by stating that the stages are not to be taken in a simplistic 'higher is 

better' manner. 

"Each stage may be the most appropriate stage for a 
particular person or group. Each stage describes a pattern of 
valuing, thinking, feeling, and committing which is potentially 
worthy, serene, and graceful" (Fowler, 1976, p. 201). 

Leadership 

From the early part of this century, community developers 

have identified the commitment and confidence of the local people as the 

one element which could make the difference between a project's success 

and its f ai 1 ure. Commitment grows from an awakened self-confidence in 

each individual. 

"Tagore believed that if villagers could be given 
confidence in their own ability, they could determine their own. 
needs for professional assistance" (Mezirow, 1963, p. 16) 

"It was the building of personal self-confidence in 
the villagers which Gandhi recognized as a liberating 
pre-condition for their assumin the responsibilities of 
citizenship1' (Mezirow, 1963, p. 2027. 



However, early community devel opment efforts of ten dealt 

with only the most basic levels of need--the provision of adequate food, 

water, shelter, and so on. Such approaches reflect theories of human 

development [for example, Havighurst (l979), Levinson (l979), and most 

notably Maslow (1968, 1970)] which have described human development in 

terms of a progression from the meeting of basic level needs (such as 

food, clothing, and shelter) to the higher level needs (e.g. 

self-actual ization) . 
Community development, understood more recently in terms 

of human development, is a more complex task than simply providing for 

the material well-being of people in a community. At the same time as 

such material well-being is being provided, opportunities must also be 

provided for the development of 1 ocal self-confidence. Such 

self-confidence is not only founded on the meeting of individual needs, 

but on the meeting of community needs. There 'is more to human . 

development than self-actualization--human development involves the 

development of people's sense of responsibility and commitment to the 

community as well as to themselves as individuals. 

"Human priorities do not function according to a 
hierarchy. [The idea that] self-actual ization presupposes our 
ascension through various stages of economic well-being is a 
particularly self-congratulatory philosophy for a materialistic 
age" (Yankelovich, 1982, p. 234). 

Yankelovich ( 1982) describes the trends away from self-actual ization 2 1 

as described in the popular literature of self-psychology and toward an 

ethic of commitment which "discards the Maslowian checklist of inner 

needs and potentials of the self, and seeks instead the elusive freedom 

Arendt describes as the treasure people sometimes discover when they are 



free to join with others in shaping the tasks and shared meanings of 

their times" (p. 247). 

One way of sustaining such commitment is through what 

Benni s ( 1982) call s the "artform of leadership". Bennis discusses 

leadership by asking "How do organizations translate intention into 

reality and sustain it?" (p. 44). He suggests that the way to achieve 

and sustain this "translation" is through leadership, which, according to 

a study (1982) conducted by Bennis, includes the following competencies: 

"The capacity to create and communicate a compelling 
vi sionZ2 (or paradigm, context, frame) that induces 
commitment; 

"The capacity to communicate a vision in order to gain 
the support of multiple constitutencies; 

"The capacity to maintain the organization, direction, 
especially when the going gets rough; 

"The capacity to create environments--the appropriate 
social architecture--that can tap and harness the enerqies and 
abilities necessary to bring about desired results" (tp. 44 - 
45). 

A leader or leadership team sustains commitment through 

the intentional creation of a setting. Settings will vary in appearance 

and form, of course, from situation to situation according to the tasks 

to be accomplished, the processes chosen to achieve them, and the nature 

of the individuals involved. The key factor is the intentionality which 

the leaders bring to the creation of an environment and through the 

creation and enabling of the relationships within that environment. 

Each setting will be located in a certain 

environment--the physical space and faci 1 i ties wi 1 1  be arranged and used 

in particular ways. Each setting wi 1 1  encompass certain 

relationships--people will define certain rules, policies, procedures, 



ro les ,  incent ives ,  rewards, and so on. I n  those s e t t i n g s  i n  which 

developers have brought an i n t e n t i o n a l  i ty  t o  t h e  contex tua l  framework, an 

observer would n o t i c e  a  concern f o r  t h e  r i t e s  o f  i n i t i a t i o n  and c losu re  

o f  t h e  p r o j e c t ;  f o r  symbol; f o r  t h e  s t o r y  which s i g n i f i c a t e s  each 

2 3 
i n d i v i d u a l ' s  engagement; f o r  task accoun tab i l i t y ,  abso lu t i on  , and 

assignment; f o r  corporate ce lebra t ion ;  f o r  r e f l e c t i o n  i n  t h e  mids t  of 

act ion;  and a  concern f o r  t ime--t imes o f  s t r u c t u r e  and r a t i o n a l i t y ,  t imes 

f o r  exuberance and f o r  i n t u i t i o n .  Through such i n t e n t i o n a l i t y  a  leader  

can communicate a  sense o f  "a deep, i n t i m a t e  involvement near o r  a t  t h e  

hear t  of t h i n g s  which mot ivates and empowers" (Bennis, 1982, p. 46). I n  

t h i s  sense, t h e  s t r u c t u r e  o f  t h e  environment and t h e  r e l a t i o n s h i p s  w i t h i n  

t h e  environment sus ta in  the  i n d i v i d u a l ' s  commitment. Paradoxical ly ,  t h e  

leader  leads n o t  necessar i l y  by being char ismat ic  o r  au tho r i t a r i an ,  b u t  

by serv ing  t h e  s t ruc tu res  which sus ta in  people. The leader procla ims 

t h e  v is ion ,  guards t h e  symbols, and ensures t h a t  t h e  s t r u c t u r e s  are 

comprehensive and inc lus i ve .  The l e a d e r ' s  a u t h o r i t y  i s  perceived i n  

terms o f  'presence' r a t h e r  than s imply i n  terms of 'power'. 

A model 

T r a d i t i o n a l  forms of p lann ing s e t t i n g s  o f t e n  r e f l e c t  

e i t h e r  h i e r a r c h i c a l  o r  c o n f r o n t a t i o n a l  "power-coercive" approaches (Chin 

and Benne, 1976). The f 01 lowing model, drawn from comnuni t y  development 

2 4 experience , out1 i nes a  "normati  ve-re-educat i ve" (Chin and Benne, 

1976) approach t o  p lann ing and c r e a t i n g  s e t t i n g s  f o r  cu r r i cu lum 

development which encompasses environmental, r e l a t i o n a l ,  and contex tua l  

concerns. The model addresses both  t h e  p lann ing process and t h e  



community-bui l d i n g  process. Another purpose o f  t h i s  model i s  t o  p rov ide  

an a l t e r n a t i v e  t o  h i e r a c h i c a l .  o r  c o n f r o n t a t i o n a l  approaches which i s  a  

response t o  two r e c u r r i n g  problems w i t h  t h e  l a t t e r  two approaches. 

F i r s t ,  bo th  tend t o  be s i t u a t i o n - s p e c i f i c  where 

decision-making i s  grounded i n  t h e  immediacies o f  a  s i t u a t i o n .  Such 

approaches do no t  e a s i l y  a l l ow  f o r  cons ide ra t i on  o f  impinging long-term 

f a c t o r s  o r  consequences nor  f o r  cons ide ra t i on  of a l l  f ac to rs  i n  a  

s i t u a t i o n .  A  second problem i s  t h a t  bo th  tend t o  be goal-or iented.  The 

hopes, and o r  des i red  changes, o f  t h e  p a r t i c i p a n t s  are s ta ted  i n  terms of 

goals. These goals are arranged according t o  values and p r i o r i t i e s ,  and 

a  se r ies  of s t r a t e g i e s  and t a c t i c s  are mapped ou t  t o  accomplish t h e  goals 

over a  s p e c i f i e d  pe r iod  o f  t ime. Working t o  unblock problems which a r i s e  

(which they  do u n f a i l i n g l y ! )  i s  experienced as t ime consuming and 

f r u s t r a t i n g ,  de lay ing  t h e  ' r e a l  ' work which i s  needed t o  accomplish t h e  

goals. Sarason (1974) a l l udes  t o  t h i s  problem by suggest ing t h a t  a  

goa l -or ien ta t ion ,  w i t h  i t s  "preoccupation w i t h  the  future",  fragments t h e  

perspect ive  of developers--i.e., " t h i s  o r i e n t a t i o n  i s o l a t e s  o r  

de-emphasizes the  past "  (p. 61). Problems o f  t h e  present  upset t h e  

goa l -or ien ted t imetab le :  

"As events begin t o  i n v a l  i d a t e  t h e  t ime perspect ive, 
t h e  hand l ing  o r  response t o  the  present  can become invaded by 
a l l  k inds  o f  f a c t o r s  which d i s r u p t  r e l a t i o n s h i p s  and sometimes 
even r e s u l t  i n  abo r t i ng  t h e  whole a f f a i r "  (Sarason, 1974, p. 
62). , 

The model t o  be out1 ined i s  based upon an approach 

i n v o l v i n g  " c o n t r a d i c t i o n a l  ana lys is "  (ICA, 1981, - X I  ( 2 ) )  which has been 

developed i n  t h e  attempt t o  overcome these problems. Rather than being 



goal-oriented, this approach is vision-oriented.. Planning and 

setting-creation, involving contradiction analysis, has six steps. Each 

of these steps involves participants in the activities of brainstorming 

information, reflecting on the information and organizing it into helpful 

categories, discussing these categories and interpreting what they mean, 

and finally, deciding what form and structure are revealed and called for 

in this information and its relationships. 

The six steps are: 

1. The Operating Vision: sharing specific hopes and 
dreams for the future 

2. The Underlyinq Contradictions: discerning the 
 sociological^ reality which prevents the vision from being 
real i zed 

3. The Practical Proposals: determining the arenas of 
action which will deal with the contradictions 

4. The Tactical Systems: itemizing the particular 
actions necessary to move in the proposed directions 

5. The Actuating Programs: grouping the tactics into 
a system of action programs 

6. The Timelined Implementaries: organizing the tasks 
and assignments on a calendar to carry out the programs 

The first two steps are the most important and most 

unique. In the first step, the values and images of all participants are 

elicited. Also included in this step is the consideration of research 

material such as demographic data, geo-social analyses, and so on. 

People often have difficulty with this step--it is assumed that everyone 

understands a given situation in terms of its needs and problems. It is 

assumed that everyone has similar operating images. Creating the 

operating vision allows for such difficulty to be addressed. The vision 



reveals for the group involved the perceived community trends and the 

intentions of the group's anticipated programs. 

In the second step, the contradictions, i.e. these aspects 

of 'reality' blocking the vision, are identified. These contradictions 

will have to be addressed in order for the vision to be realized. This 

allows for subsequent planning to be grounded in what individuals 

perceive as 'real life'25 rather than in what is often perceived as the 

more abstract goals of traditional planning processes. 

For those individuals working on the day-to-day work of 

doing the implementation tasks, the process of rehearsing and refining 

the product of each of the six steps is on-going. Every week and every 

month of the project, new understandings and images of the 

contradictions, proposals, and tactics will be generated and the action 

plans subsequently modified. 

"As images and plans are evaluated and converted into 
action, new images and new plans emerge. The process is 
cycl ic, ongoing, and never-ending" (Alchin and Decharin 1979, 
p. 94). 

An outline of a model for curriculum developers based upon 

these community development activities follows. The general intention of 

this model is to involve as many people as possible who will be affected 

by the curriculum product; i.e. instructors, administrators, employers, 

content experts, students, and so on. In addition, the intention of the 

model is to address and resolve issues of curriculum implementation of 

a1 1 steps of the curriculum development process. 



i )  PHASE ONE: General S t r a t e g i e s  and I n i t i a l  Approaches 

I n t e n t i o n :  To determine c u r r i c u l  um p r o j e c t  parameters: 
a n t i c i p a t e d  outcomes, l i m i t a t i o n s ,  and p o s s i b i l i t i e s .  

Stage o f  t h e  Model Basic Questions 

ASSEMBLE PROJECT TEAM 

DEFINE CURRICULUM 
PROBLEM 

DETERMINE OPERATING 
GUIDELINES 

BUILD PRACTICAL VISION 

IDENTIFY THE PROBLEMS 

NAME THE DEPTH ISSUES 

MAKE INITIAL 
RECOMMENDATIONS 

EXPAND INFORMATION BASE 

CONSOLIDATE BASIC 
PROPOSALS 

MAKE DESIGN DECISIONS 

BUILD IMPLEMENTATION 
TACT1 CS 

SPECIFY EVALUATION 
INTENTIONS 

Who are  we? Who e l s e  needs t o  be invo lved? 

What needs t o  be done? Why i s  t h i s  
important? 

How w i l l  we work together?  

What would t h e  c u r r i c u l u m  product  be? 
What would have occurred i n  t h e  school t o  
accommodate t h e  new cur r icu lum? 

What .would b lock  t h e  r e a l i z a t i o n  of t h i s  
cu r r i cu lum e f f o r t ?  

What i s  p reven t i ng  these b locks  f rom be ing  
overcome? 

How can t h e  depth issues be addressed? 

What i n f o r m a t i o n  i s  needed t o  support 
modi fy  t h e  recommendations? 

What a re  t h e  best  proposals f o r  
cu r r i cu lum content  and implementat 
under ly ing  t h e  recommendations? * 

i o n  

What a re  t h e  bes t  ways t o  achieve t h  
proposals? 

ese 

Who? What? Where? Why? When? How? 
How much? 

How w i l l  we know t h e  degree t o  which 
we have been successfu l? 

Th i s  model cou ld  c o n s i s t  o f  a se r ies  of workshops conducted over  a t h r e e  

t o  f i v e  day per iod .  The product  o f  these workshops cou ld  i nc lude  

c u r r i c u l u m  goals, purposes, and a n t i c i p a t e d  outcomes; t h e  implementat ion 



t a c t i c s  re1  a t i  ng t o  t h e  development and p repara t i on  of s p e c i f i c  

cu r r i cu lum ob jec t ives ,  ma te r ia l s ,  aids, lesson p lans and so on; 

recommendations f o r  i n - s e r v i c e  workshops f o r  t r a i n i n g  facu l t y ;  budgets; 

and o the r  a d m i n i s t r a t i v e  and i n s t r u c t i o n a l  d e t a i l s .  

i i )  PHASE TWO: S p e c i f i c  S ta teg ies  for Completion o f  Curr icu lum P r o j e c t  

I n t e n t i o n :  To g i v e  substance and s t r u c t u r e  t o  t h e  cu r r i cu lum 
product, g iven t h e  parameters and gu ide l i nes  p r e v i o u s l y  determined. 

A number o f  s t ra teg ies  e x i s t  which could be used t o  

i n t e g r a t e  data generated i n  Phase One w i t h  t h e  data  which would be 

generated du r ing  t h e  subsequent de ta i l ed  development o f  t h e  cu r r i cu lum 

mate r i  a1 s  and resources. One curr icu lum development model, developed by 

Kemp (1977), i l l u s t r a t e s  how community and o rgan iza t i ona l  cons idera t ions  

could be in teg ra ted  w i t h  s p e c i f i c  c u r r i c u l a r  concerns; f o r  example, 

vocat iona l / techn ica l  t r a i n i n g  programs. Kemp's model i nvo lves  e i g h t  

elements of a  f l e x i b l e  process (pp. 8 - 9) :  

a  > Consider goals, and then l i s t  top ics ,  s t a t i n g  t h e  general 
purposes f o r  teach ing each top i c .  - 

b  > Enumerate t h e  important c h a r a c t e r i s t i c s  o f  t h e  l ea rne rs  
f o r  whom t h e  i n s t r u c t i o n  i s  t o  be designed. 

c 1 Specify t h e  l e a r n i n g  ob jec t ives  t o  be achieved i n  terms o f  
measurable student outcomes. 

d) L i s t  t h e  sub jec t  content t h a t  supports each ob jec t ive .  

e  1 Develop pre-assessments t o  determi ne t h e  student ' s  
background and present  l e v e l  of knowledge about t h e  top i c .  

f 1 Se lec t  teach ing/ learn ing  a c t i v i t i e s  and i n s t r u c t i o n a l  
resources t h a t  w i l l  t r e a t  t h e  sub jec t  content  so students 
w i  11 accompl i s h  t h e  object ives.  



9 Coordinate such support serv ices  as budgets, personnel, 
f a c i l i t i e s ,  equipment, and schedules t o  c a r r y  out  t h e  
i n s t r u c t i o n a l  plan. 

h  Evaluate students1 l e a r n i n g  i n  terms o f  t h e i r  
accomplishment o f  ob jec t ives ,  w i t h  a  view t o  r e v i s i n g  and 
re-eva luat ing  any phases o f  t h e  p l a n  t h a t  need improvement. 

Kempl s  octogonal arrangement o f  these e i g h t  elements 

represents t h e i r  interdependence--decisions r e l a t i n g  t o  one w i l l  a f f e c t  

others. There i s  no t  necessar i l y  a  ' r i g h t '  element w i t h  which t o  begin 

t h e  process. The product  o f  t h i s  process would i nc lude  a l l  cu r r i cu lum 

ob jec t ives ,  plans, aids, eva lua t ion  instruments, and so on. 

The second phase o f  t h i s  model i s  drawn from t h e  

1  i t e r a t u r e  o f  cu r r i cu lum development whereas t h e  f i r s t  phase i s  drawn 

from t h e  l i t e r a t u r e  o f  community development and t h e  c r e a t i o n  o f  

se t t i ngs .  The model p rov ides  a  way f o r  generat ing images and ideas f o r  

t h ink ing ,  p lann ing and act ing,  and f o r  b u i l d i n g  and sus ta in ing  an 

e f f e c t i v e  development team. Such a  model r e f l e c t s  development events i n  

which p a r t i c i p a n t s  experience awakenment, consc ien t i za t i on ,  and growth i n  

commitment. 



NOTES 

I K. Bould ing (1956) descr ibes images as "sub jec t i ve  knowledge . . . t h i s  image [ o f  t h e  wor ld]  t h a t  l a r g e l y  governs my 
behaviour" (p. 5). E. Bould ing (1976) discusses " the  capac i t y  
o f  a  s o c i e t y  t o  generate c r e a t i v e  images of t h e  fu tu re ,  t h a t  
w i  11 ac t  back on t h e  present,  and draw i t  toward t h e  envis ioned 
tomorrow" (p. 431). Elbaz (1981) desc r ib ing  t h e  teacher 's  
" p r a c t i c a l  knowledge" suggests t h a t  ''image", i n  concer t  w i t h  
" r u l e s  o f  p r a c t i c e "  and " p r a c t i c a l  p r i nc ip les " ,  "guides ac t  i o n  
i n  an i n t u i t i v e  way" (p. 50). 

2  "The r a t e  o f  s e t t i n g  c r e a t i o n  r e f l e c t s  some k i n d  o f  basic 
change i n  our society,  but  again t h i s  i s  q u i t e  d i f f e r e n t  f rom 
arguing t h a t  s w i f t  change i s  t h e  hal lmark o f  our t imes" 
(Sarason, 1974, p. 3) .  Under ly ing t h i s  observat ion i s  t h e  
aphorism (which seems t o  be Sarason's hal lmark)  t h a t  t h e  more 
t h i n g s  change t h e  more they  s tay  t h e  same. 

S i m i l a r l y ,  Abbey (1983) w r i t e s  "We l i v e  i n  a  t ime  [i.e. t h e  
20th century],  as we are t o l d  and l i k e  t o  th ink ,  o f  
' r e v o l u t i o n a r y  changes', w i t h  even more as ton ish ing 
r e v o l u t i o n a r y  changes about t o  come r o a r i n g  around t h e  corner. 
(No end o f  revo lu t ions ,  t h e  skep t i c  murmurs; bu t  where i s  t h e  
change?) ". 
The r e l a t i o n s h i p  o f  values t o  images has been described by K. 
Bould ing (1956) who s ta tes  t h a t  " the  value scales o f  any 
i n d i v i d u a l  o r  o rgan iza t i on  are perhaps t h e  most important  
s i n g l e  element determining t h e  e f f e c t  of t h e  messages it 
rece ives  on i t s  image o f  t h e  world" (p. 12). 

For  example: " I n  t h e  Bayad v i l l a g e  p r o j e c t  i n  Egypt, 
a l t e r n a t i v e  images p ro jec ted  t o  t h e  people inc luded images o f  
themselves as s i g n i f i c a n t  and capable, of t h e  task as learnab le  
and 'do-able'  , and o f  t h e  v i  11 age as a  human p lace  i n  need o f  
t h e  c r e a t i v e  p a r t i c i p a t i o n  o f  i t s  c i t i z e n s "  ( I C A ,  1981 , X I  - (2) ,  
14). 

5  Yankelovich (1982) c i t i n g  Arendt (On Revolut ion.  New York: 
Viking, 1963), descr ibes one o f  two p r i n c i p l e s  which def ine a l l  
revo lu t i ons :  

"One i s  t h a t  a  t r u e  r e v o l u t i o n  always s t a r t s  a  'new s t o r y '  i n  
human a f f a i r s  . . . a new beginning". Such a  r e v o l u t i o n  i s  
more than mere change: i t  i s  founded upon an event o r  events 
which "so deeply d i s t u r b  t h e \ s t d t u s  quo t h a t  a l l  o l d  be l ie fs ,  
values, meanings, t r a d i t i o n s ,  and s t r u c t u r e s  are d i s tu rbed  and 
pro found ly  modi f ied"  (pp. 217 - 218). 



NOTES (continued) 

"At that moment we are converted . . . for we are addressed by - 
nature to the attainment of meaning, and what genuinely seems 
to us to open the doors to greater meaning is what we can only 
verbally refuse to believe" (Polanyi, 1975, p. 180). 

Alchin and Decharin (1979) state: 'Images are cultural ly 
determined and are composed of be1 ief s, values, traditions, and 
more--the col lective knowledge and wisdom of the 
individual--which can be shared or not shared" (p. 92). 

'Evaluation is the process of determining objectives and 
alternatives, discussion, negotiation, compromise, decision, 
and transactions to achieve individual or group goals" (Alchin 
and Decharin, 1979, p. 92). 

The terms reflect the growth of individuals in what Turner 
( 1977) calls "communitas: a re1 ationship between concrete, 
historical, idiosyncratic individuals" (p. 131). Turner, 
describing cornmunitas identifies: I 

i "spontaneous comnunitas; that is, 'a happening', and 
what Williams Blake might have called 'the winged 
moment as it flies'; 

ii) "normative communitas; that is, the organization or 
social form given to enduring spontaneous communitas; 
and 

i i  i) "ideological cornmunitas; that is, "the external and 
visible effects . . . of an inward experience of 
spontaneous comnuni tas" (p. 132). 

A number of "indicators of awakenment" have been determined; 
for example: individuals trust their intuitions about their 
experience; they tend to consider the 'whole' picture and move 
toward more comprehensiveness in their thinking; they discover 
their ability and power to build futuric models; alternative 
possibilities held by the future are realized; they realize 
that some forms of deliberation and consensus-building can 
work; in thinking through issues with others, insights are 
generated which they would not have considered as individuals; 
they discover relationships between the past and present and 
the present and the future; and they discover the power and 
motivating aspects of teamwork (ICA, 1979, pp. 11 - 17). 
For example, the Human Development Project Consultation 
developed by the Institute of Cultural Affairs (ICA). This 
f ive-day construct enables del iberation between local community 



NOTES (continued) 

res idents  and pro fess iona l  ' exper t s '  and i s  f ac i  1 i t a t e d  by ICA 
s t a f f .  Each o f  t h e  f i v e  days focuses on a p a r t i c u l a r  
d e l i b e r a t i v e  task:  Vision, Contradict ions,  Proposals, Tact ics,  
and on t h e  f i n a l  day, Implementat ion Timel ines. Th is  
in format ion  i s  documented and prov ides  t h e  bas is  f o r  i n i t i a t i n g  
two t o  f o u r  year  community development p ro jec ts .  

Joseph Campbell (1972) suggests t h a t  myths are  t o  groups what 
dreams are  t o  i n d i v i d u a l  s--they p rov ide  f o u r  important  
func t ions  i n  t h e  l i f e  o f  groups, o r  o f  communities: i )  t h e  
awakening of a sense o f  awe, i i )  t h e  o f f e r i n g  of a 
comprehensive image of t h e  world, i i i )  support f o r  t h e  soc ia l  
order, and i v )  t h e  gu id ing  o f  i n d i v i d u a l s  through i n e v i t a b l e  
l i f e  cr ises.  

MacKinnon (1979), c i t i n g  Frye (1967), s ta tes  "Myth ... i s  t h e  
essent ia l  bu i  l d i n g  b lock o f  c u l t u r e "  (p. 245). 

Some cu r ren t  work i n  community development suggests t h a t :  

" I n  ph i losoph ica l  methods, t h e  issue i s  no t  i n  t h e  a n a l y t i c a l  
o r  the e x i s t e n t i a l ,  bu t  i n  t h e  meta-language o r  myth f a c t o r .  
H i s t o r i c a l l y ,  t h e  a n a l y t i c a l  method says t h a t  even though we 
stand i n  d i f f e r e n t  places, we can consense on our i n d i v i d u a l  
descr ip t ions  o f  a common experience. I n  e x i s t e n t i a l  
methodologies (phenomenological) we have learned t h a t  i f  you 
stand where I am standing and see what I am seeing you w i l l  
experience what I am experiencing. The edge today i s  b u i l d i n g  
the  meta-1 anguage t o  descr ibe  the  i n t e n s i f i c a t i o n  o f  these two 
method systems o r  t h e  'myth f a c t o r '  methodology" (ICA, 1979, 
P- 6). 

W r i t i n g  i n  The Journal o f  Curr icu lum Theorizing, J.T. Leonard 
(1983) descr ibes myth i n  r e l a t i o n  t o  apo loget ic  ta les ,  s a t i r e ,  
parables, and h i s to ry .  A1 1 f i v e  types- o f  - ' s t o r i e s 1  emerge as 
people attempt t o  descr ibe t h e i r  experiences o f  'consciousness" 
as i t  transcends i t s e l f - - " T h e  u n i v e r s a l  human response t o  
mystery has been t o  t e l l  s t o r i e s - - s t o r i e s  t h a t  c reate  order  and 
meaning w i t h i n  t h e  quest ion  t h a t  i s  mystery. The f i r s t  k i n d  o f  
s t o r y  i s  a myth . . ." (p. 19). 

Douglas, 1982; Duncan, 1968; Jung, 1979. 

Langer, 1957. 

"To t a l k  o f  r i t u a l  as t h e  desperate need o f  our age i s  no t  
something unique o r  new w i t h  us. Huxley ta1k.s of r i t u a l i z a t i o n  
as the  veh ic le  of progress. Turner (1977) says r i t u a l  i s  t h e  



NOTES (cont inued) - 

source of l i f e  and adaptat ion. R i t u a l  i s  descr ibed as t h e  
en l i vener  o f  law ( S a l l y  Moore o f  Havard), as the  way t o  heal i n g  
t rans fo rmat i  on i s  psycho1 ogy (Czi  kszentmi h a l y  of t h e  U n i v e r s i t y  
o f  Chicago), as a basic i n t e n t  o f  drama (Grotowski o f  Warsaw), 
as t h e  way o f  r e l i g i o u s  knowledge ( jenn ings  o f  Penn State) ,  and 
o f  neuro log ica l  h e a l t h  ( D ' A q u i l i  o f  t h e  U n i v e r s i t y  of 
Pennsylvania) " (Grow, 1983) . 
Jennings (1  982) discussed " r i t u a l  knowledge" i n  terms o f  
" r i t u a l  act ion" ;  i.e. i )  r i t u a l  a c t i v i t y  as a way o f  a i n i n  
knowledge--"a mode o f  i n q u i r y  and d iscovery"  (p. 1123; i i q  
r i t u a l  a c t i v i t y  as a way t o  t ransmi t  knowledge" (p. 120). and 
f o r  " r i t u a l  as the  ob jec t  of knowledge" (p. 122). 

l6 F r e i r e  ( 1970) descr ibes 'consc i .en t iza t ion l  ( i  .e. 
conscient izacao) o r  ' c r i t i c a l  consciousness' as t h e  process o f  
l e a r n i n g  t o  perceive t h e  c o n t r a d i c t i o n s  i n  a s i t u a t i o n  and t o  
take a c t i o n  against them - t h e  process which makes i t  poss ib le  
f o r  people " t o  enter  t h e  h i s t o r i c a l  process as respons ib le"  (p. 
20). 

17 The " s i t u a t i o n  ceases t o  present  i t s e l f  as a . . . torment ing  
b l i n d  a l l e y "  (Fre i re ,  1970, p. 100). 

l8 "Hence t h e  r a d i c a l  requirement - t h a t  t h e  concrete s i t u a t i o n  
which begets oppression must be transformed" (F re i re ,  1970, p. 
35). 

l9 Conner and Pat terson (1982) descr ibe  e i g h t  stages o f  commitment 
i n  r e l a t i o n  t o  t h e  implementat ion of o rgan iza t i ona l  change. 
These e i g h t  stages, encompassing a Prepara t ion  Phase, an 
Acceptance Phase, and a Commitment Phase, are described i n  
terms of t h e  p o s i t i v e  and negat ive  outcomes which can be 
an t i c ipa ted .  

20 Per ry  descr ibes the  c o l  lege s tudent '  s journey toward corrmi tment 
i n  terms o f  n ine  "pos i t i ons "  ranging from t h e  freshman's "Basic 
D u a l i t y "  where issues are most o f t e n  perceived i n  b lack and 
wh i te  tones t o  t h e  co l l ege  graduate who has begun t o  make 
" I n i t i a l  Commitments" and i s  a n t i c i p a t i n g  t h e  i m p l i c a t i o n s  o f  
developing commitments. 

21 S i m i l a r i l y ,  P i  l d e r  and Murphy (1975) cau t ion  cu r r i cu lum 
developers t h a t  a concern f o r  s e l f - a c t u a l i z a t i o n  may a c t u a l l y  
be "another more s u b t l e  form o f  teacher ( soc i  a1 ) c o n t r o l .  
Marcuse's ana lys i s  i s  apt:  S e l f - a c t u a l i z a t i o n  i s o l a t e s  t h e  
i n d i v i d u a l  f rom t h e  one dimension where he cou ld  f i n d  h imse l f :  
f rom h i s  p o l i t i c a l  ex is tence" (p. 346). 



NOTES ( con t  i nued) 

22 "A compel l ing v i s i o n  i s  a  se t  o f  symbolic forms expressing a  
t a p e s t r y  of i n t e n t i o n s  . . . t h e  i n t e n t i o n  and i t s  
expressions--crowns and coronations, l imousines and 
conferences--give what goes on i n  organ iza t ions  an aura o f  
being n o t  merely important,  but,  i n  some odd fashion, connected 
w i t h  t h e  way t h e  wor ld i s  b u i l t .  The g r a v i t y  o f  o rgan iza t i ona l  
leadersh ip  and solemni ty  o f  h igh  worship sp r ing  from more 
s i m i l a r  sources than might f i r s t  appear' (Bennis, 1982, p. 45). 

23 That i s ,  r a i s i n g  t o  self-consciousness t h e  freedom which e x i s t s  
i n  t a k i n g  r e s p o n s i b i l i t y  f o r  accomplishing a  g iven task o r  f o r  
c a r i n g  f o r  a  p a r t i c u l a r  s i t u a t i o n  (Bonhoeffer, 1965). 

Other sho r te r  vers ions o f  t h i s  model have been developed f o r  
community development work; f o r  example, Comnuni t y  Forum 
Canada, Town Meeting (USA), Community Meeting Aus t ra l i a ,  Gram 
Sabha ( I n d i a ) ,  and others. 

24 For  example, t h e  Human Development Consu l ta t ion  developed by . 

t h e  I n s t i t u t e  o f  C u l t u r a l  A f f a i r s  (ICA, 1981, - X I  ( 2 ) )  
p r e v i o u s l y  c i t e d  (p. 110). 

25 A c o n t r a d i c t i o n  i s  no t  a  'negat ive '  q u a l i t y .  It i s  no t  a  lack  
o f  ' x ' .  For  example, l ack  o f  funding i s  not  a  con t rad ic t i on .  
The c o n t r a d i c t i o n  i s  t h a t  r e a l i t y  which i s  s topping t h e  group 
from g e t t i n g  t h e  fund ing which i s  perceived as necessary. - 

F r e i r e  s ta tes  t h a t  "s ince i t  i s  i n  a  concrete s i t u a t i o n  t h a t  
t h e  ... c o n t r a d i c t i o n  i s  establ ished, t h e  r e s o l u t i o n  o f  t h i s  
c o n t r a d i c t i o n  must be ob ' e c t i v e l  v e r i f i a b l e "  (1970, p. 35). 
Once t h e  c o n t r a d i c t i o n  v 1s c ear, t h e  proposals are o f ten  
obvious. 



CHAPTER S I X  

CONCLUSIONS 

Curr icu lum development and adu l t  educat ion i n  post-secondary educat ion 

A d u l t  educat ion and a d u l t  development have o n l y  r e l a t i v e l y  

r e c e n t l y  been s tud ied  i n  depth. Before 1920, t h e  term ' a d u l t  educat ion '  

d i d  no t  appear i n  t h e  p ro fess iona l  educat ional  vocabulary. However, "by 

1960 t h i s  term was w ide l y  used as a  symbol of a  s i g n i f i c a n t  aspect of t h e  

n a t i o n a l  i n s t i t u t i o n a l  system" (Knowles, 1977, p. 154). A  ha1 lmark o f  

t h e  a d u l t  educat ion movement was K idd l s  How Adu l t s  Learn (1959) which was 

r e p r i n t e d  several  t imes and i n  1973 was updated and r e w r i t t e n .  Adu l t  

educat ion and t r a i n i n g  i s  cha rac te r i zed  by a  c o l l a b o r a t i v e  and c o l  l e g i a l  

r e l a t i o n s h i p  between the  i n s t r u c t o r  and the  l e a r n e r  (Knowles, 1972; Knox, 

1977; Verner, 1962). Knox, i n  h i s  comprehensive d e s c r i p t i o n  o f  a d u l t  

development ( 1  977) reviewed f o r t y - t h r e e  (43) s tud ies  o f  a d u l t  learn ing .  

An examinat ion o f  t he  dates o f  p u b l i c a t i o n  o f  these f o r t y - t h r e e  s tud ies  

revea ls  a  f i f t y  year  range from 1927 t o  1977; e i g h t  were pub l ished before  

1953, e i g h t  du r ing  the  1950ts, f i f t e e n  du r ing  the  1960's and fou r teen  

- between 1970 and 1977. This  concern f o r  adu l t  educat ion and a d u l t  

development p a r a l l e l s  t h e  growth o f  t h e  community c o l l e g e  system i n  t h e  

1960's and 1970's. 

The c o l  l a b o r a t i o n  perceived i n  a d u l t  educat ion i s  r e f l e c t e d  

i n  t h e  cu r r i cu lum development process where d e l i b e r a t i o n  occurs among 



adults in 

are invo 

the development 

lved in or re 

post-secondary education, 

of programs for adults. The stakeholders who 

1 ated to curriculum development efforts in 

particularly the community college system, 

include curriculum workers, instructors, consultants, employers of 

students, administrators, government officials, students, counsellors, 

and supervisory personnel from business and industry. Representatives of 

these different groups also participate on Advisory Committees set up for 

each program offered by the colleges. 

Community colleges are a recent form given to adult 

learning in Canada. "In 1960, there was only one institution [in Canada 

. . . at Lethbridge, Alberta] which could be described as a public 

community college1' (Dennison et al, 1975, p. 1). Today in British 

Columbia alone there are sixteen community colleges. In the larger 

community colleges, curriculum workers assist instructors primarily with 

the development of vocational/technical programs. Curriculum in this 

instance has a "technological" (for example, competency-based) 

orientation (Eisner, 1979, p. 67 - 70). In most colleges, community 

aspects of curriculum development are often assumed, taken for granted, 

or ignored. Curriculum development is often perceived by administrators 

and practitioners as a reactive task--the response to industry and 

employer requirements, given a col lege1 s 1 imitations and resources. The 

development of programs, particularly on the vocational/technical college 

campuses, is perceived as being characterized by an over-emphasis upon 

economic concerns and assembly-line training techniques and methods. 

Curricul um projects are undertaken and completed which are, 

in themselves, effective pieces of work. That is, the curriculum enables 



students to be adequately trained in order to meet the employment 

requirements of a particular trade. For example, the current British 

Columbia Ministry of Education efforts1 at developing a provincial 

post-secondary 'core' curriculum for each 'designated trade' have 

produced some we1 1 -written curri cul um documents (as we1 1 as some poorly 

written and unusable documents). These documents are intended to reflect 

the skills necessary to be learned in order to obtain employment in 

various trades. However, good intentions are not enough. 

The problems which are arising from such curriculum efforts 
2 

are not just with the curriculum documents . The whole method by which 

the curriculum making is conducted is perceived by many as inadequate. 

Criticism revolves around such economic, pol i tical and cultural issues as 

the values implied or imposed in the curriculum, the participation or 

non-participation of various stakeholders in decision-making, the working 

relationships or collapse of rel'ationships between the Ministry and the . 

various community colleges, the unanticipated costs and problems to the 

colleges of implementing the core curriculum, the feeling that too many 

people are being trained for too few jobs or that not enough people are 

being trained for certain jobs, and that no one is anticipating training 

needs for jobs which may not even exist at this time. 

Curriculum developers concerned with the immediacies of 

product and process issues are not able to give significant attention to 

these so-called community aspects of development in spite of being aware 

of the impact that such aspects will have upon their work. Curriculum 

developers are frustrated by the foreknowledge that no matter how 

technically appropriate their curriculum documents, they know that their 



efforts 1 i kely wi 11 be ignored or radical ly a1 tered by bureaucrats, 

administrators, or instructors in order for the curriculum product to 

'fit' the status quo or other such exigencies of a particular situation. 

In spite of the awareness that these economic, political, 

and cultural aspects overlap and interrelate, there are few approaches to 

curriculum development which intentionally set out to integrate them in 

order that the curriculum product reflects the intentions and vision of 

all stakeholders. A number of suggestions for curriculum workers follow 

which are derived from the current understanding and experience of 

cornunity developers. Such learnings from community development can 

inform and enable curriculum developers who begin the task of creating 

the setting for curriculum development. 

A first suggestion is to become aware of and to generate 

awareness in others of a critical self-consciousness and understanding of 

the changing re1 ationships within the educational community and the wider 

society . 
A second suggestion is to discern ways by which curriculum 

workers can begin to think about and give form to the setting in which to 

discuss and create the necessary curriculum in response to and in 

anticipation of such changing societal re1 ationships. 

A third suggestion--given the new self-awareness of 

individuals as they respond to shifts in the society--is to find ways of 

giving common expression and form in the development setting to the new 

awareness of the relationships between such individual consciousness and 

social structures. 



A fourth suggestion is to explore "the relationships of 

knowledge to power" (Bell, 1973, p. 44) in a world where knowledge is 

perceived as power. 
In brief, the curriculum worker must describe the 

relationships in the given situation, reflect upon them, with fellow 

curriculum workers build a comnon mind regarding their analysis and 

understanding, develop the required curiculum, and finally, act 

strategically so that the curriculum is implemented. 

New perspectives for curriculum research and action 

"By the very fact that there are now many more 
differentiated ways in which people gain information and have 
experiences, there is a need for the self-conscious 
understanding of the processes of conceptualization as the 
means of organizing information in order to gain coherent 
perspectives on one's experience" (Be1 1, 1973, p. 423). 

Current community development experience can inform and 

enable curriculum development efforts. Traditional community development 

theory has been strongly i nf 1 uenced by practitioners from the soci a1 

sciences--anthropologists, psychologists, educators, economists and so 

on. However, community development practice has often of necessity been 

the domain of practitioners from the physical sciences and from 

vocational/technical trades--nutritionists, agriculturalists, hydro- 

logists, mechanics, electricians, and so on. 

In early community development work (pre- and imrnedi ately 

post-World War 11), community development experts applied scientific 

social science methods - to communities in traditional empirical and 



action research modes where variables were isolated and control led, 

modifications to behavior introduced, and other such research techniques 

used. 

"Psychologists, social workers, administrators . . . 
a host of field workers representing public, private, and 
religious interests have employed these methods of democratic 
group participation . . . [based upon advances in social 
sciences illuminating behavioral change which have been made by 
researchers in cl inical and social psychology]" (Mezirow, 1960, 
pp. 139 - 140). 

Today there seems to be a greater awareness and 

recognition of the uncontroll able and the unpredictable ' human factors'. 

Almost reluctantly, theoreticians and field workers are beginning to 

realize that .each can learn from the other. The theoretician is 

recognizing that the lay or non-professional field worker has a 

contri bution--the 1 atter is recognizing that the I ivory tower1 types do 

have some useful models. With an increased awareness of the human 

aspects of development (as opposed to the technical aspects), there . 

appears to be a shift away from a reliance upon quantitative 
3 methodologies in order to explore more qualitative methodologies . 

"The relevance for community development is not so 
much the theoretical orientation or the research technique, 
but the peculiar relationship between research and action 
within an ongoing community that is relevant . . . In this 
environment the psychological and social-psychological 
orientation and the client-consultant relationship are not so 
prominent" (Voth, 1979, p. 71). 

Voth (1979) describes such new relationships. Current 

approaches to community development are characterized today not so much 

by the particular research methodology as by the relationship established 

between the developers and the community residents. The shift is from 

the university to the community; that is, the community in collaboration 



with the university. In Third World settings, the shift is away from a 

reliance on Western expertise to local community efforts in collaboration 

with Western expertise. The shift described by Voth is the shift from 

research efforts conducted by professionals to "a process of education, 

self-education, or enlightenment, which the community development process 

requires of its participants" (1979, p. 73). Another way to describe 

this shift in emphasis is that action research, based upon scientific 

methods, is becoming as much concerned with those human factors relating 

to the setting of the planning process and to the motivation of the 

participants as with the actual creation of the plan itself (i.e. with 

needs analysis, goal setting, etc. ). 

This is not to suggest that the planning process and the 

plan itself are unimportant. Rather, the primary concerns of the 

developer are shifting to the methods by which the transformation of the 

individuals within the community occurs and away from (or with equal 

concern for) the more straightforward focus upon whether particul ar 

project goals have been achieved. Development activities in this sense 

are concerned not so much with a rational analysis of the community as 

with a "do-able plan which becomes an ongoing part of the community's 

life and which is revised over and over as the community changes and its 

relationships shift" (Knutsen, 1981, p. 31). 

The concern is with building the context and the setting 

which will enable development goals to be achieved. Community 

developers, in wrestling with methods which enable local residents to 

take responsibility for the creation and sustaining of the settings in . 

which they live and work, have proposed that building common contexts is 



t h e  way by which people can most e f f e c t i v e l y  be enabled t o  p a r t i c i p a t e  i n  

t h e  de l  i b e r a t i v e  processes by which such s e t t i n g s  are  created. 

Curr icu lum developers can draw a  number of conclus ions 

from such community development experience. One se t  o f  conclus ions can 

be s t a t e d  i n  r e l a t i o n  t o  t h e  c r e a t i o n  o f  s e t t i n g s  i n  schools. A second 

s e t  of conclus ions can be s ta ted  i n  terms of t h e  s e t t i n g  as a  method f o r  

genera t ing  new ideas and f o r  sus ta in ing  t h e  commitment and v i s i o n  of 

cu r r i cu lum group. These conclus ions summarize t h e  community aspects o f  

c u r r i c u l u m  development descr ibed i n  t h i s  t hes i s .  

S e t t i n g - c r e a t i o n  post-secondary schools 

The c r e a t i o n  o f  s e t t i n g s  i s  no t  necessa r i l y  t h e  same as 

o rgan iza t i on  development even though t h e  two concepts are c l o s e l y  

re1  ated. The pr imary  concerns f o r  cu r r i cu lum developers are  t h e  

i n t e n t i o n a l i z i n g  o f  t h e  environmental, r e l a t i o n a l ,  and con tex tua l  aspects ,  

of t h e  s e t t i n g ,  fo rming t h e  cu r r i cu lum group o r  team, and addressing t h e  

tasks  and processes o f  t h e  cu r r i cu lum p r o j e c t .  Organ iza t iona l  i n t e n t s  

and c o n s t r a i n t s  w i l l  be r e f l e c t e d  by t h e  cu r r i cu lum s e t t i n g ,  t h e  

cu r r i cu lum group, and t h e  cu r r i cu lum task; however, ' o rgan iza t i on  

development' i n  schools w i l l  encompass many o the r  f ac to rs  i n  a d d i t i o n  t o  

c u r r i c u l u m  development. 

Kepner and Tregoe ( 1  982) descr ibe  f o u r  paradigmat ic  s h i f t s  

w i t h i n  t h e  f i e l d  o f  o rgan iza t i on  development. Over t h e  l a s t  twenty - f i ve  

years, t h e  emphasis has s h i f t e d  from: 

i )  a  concern w i t h  s l i c e s  of an o rgan iza t i on  
t o  concern f o r  t h e  e n t i r e  o rgan iza t i on  - 



i i) a concern for the development of the 
individual manager to concern for the development of an 
effective organizatior 

iii)-change from the outside - to change from 
inside 

iv) a concern for the current situation to 
being "clear on where the organization is going--its future 
strategy" (p. 133). 

Such shifts indicate a greater awareness of the importance of dealing 

comprehensively with the organization as a community and as a part of the 

larger societal community. Not suprisingly, these four shifts are quite 

similar to current descriptions of community development efforts. 

Yet, a recent study (Fullan et al, 1981) undertaken to 

explore and describe the "state of the art" of organization development 

(OD) in schools, explains the nature of change within the school, but 

does not provide an adequate explanation of how the external conditions 

in a changing community can affect change in the school. 

"Classical OD approaches seem to depend on fairly 
stable environmental conditions, and a certain level of 
favourable attitude and initial propensity for collective 
problem solving. Thus, this form of OD probably does not 
represent the most appropriate strategy for change in 
turbulent urban school districts" (Fullan et al, 1981, p. 31). 

School-based curriculum development, a major factor affecting the school 

organization, must be considered in terms of the community aspects of the 

development group as well as the community aspects of the wider community 

(or society) which impinge upon the curricul um development effort. This 

thesis implies that curriculum development, adoption, and implementation 

processes are processes by which an organization (i.e. a school) is 

developed. To say that a curriculum has been implemented is to say that 

the organization has been changed. , 



However, current curriculum development efforts may or may 

not have a significant impact on the form and operation of a school. 

"No matter how noble the intent or how well financed 
an instructional plan may be, a plan cannot bring about 
effective change if it attempts to impose new methods or new 
materials on the traditional school structure, the same 
routine, and the same personnel capabilities and attitudes" 
(Kemp, 1977, p. 6). 

Implementation is not simply the injection of a curriculum as if it were 

a drug or stimulant into the veins of a passive institution of 

school ing. Sarason (l97l), examining the concepts of culture and change, 

raises three questions for those who have responsibility for change in 

schools. The ways by which curriculum workers respond to such questions 

will determine the degree to which curriculum implementation efforts will 

be effective. 

"The - first question concerns the extent of their 
knowledge or experience about the actual functioning of 
schools and school systems. The second question was the 
extent to which the school was viewedas an organization 
possessing a unique culture . . . The third question, and one 
derived from the first two, was in two parts: What were the 
critic's or change agent's implicit or explicit conceptions 
about how one effectively introduces and maintains a change in 
the school culture? What knowledge did the critic have of the 
modal process by which a change is initiated and accomodated 
in the school culture?" (Sarason, 1971, p. 229). 

Considering curri culum development efforts as part of a 

greater organizational development process or as a community development 

process requires ways of thinking which involve new or different 

theoretical frameworks from which to examine curriculum problems. This 

concern for theory is a concern for the interpretation of information 

about curriculum tasks and processes rather than simply a concern for the 

gathering of information (Common, 1978). Curricul um workers are clear 



that certain development problems exist, particularly in relation to the 

implementation of curriculum innovations; however, there does not seem to 

be the same clarity with regard to why such problems recur, and with 

regard to the contextual frameworks which are necessary in order to begin 

to approach those problematic areas in curriculum development. 

Successful implementation of a curriculum innovation is contingent upon 

the methods chosen for thinking through curricular tasks and processes. 

This thesis has suggested that the creation of a contextual framework 

encompassing community and cultural aspects is a key method for enabling 

new ways of thinking. 

A concern for context and method, therefore, is a concern 

for such interrelationships and new paradigms--not just a concern for 

more information. The method of creating settings is not simply a 

concern for the relationships between curriculum development, 

organization development, faculty development, community development, and 

so on. The concern for creating settings is a concern for exploring 

those paradigms which contain all of these related elements. The concern 

for the method of creating common contexts is a concern for giving form 

and structure to the ways of thinking which emerge from such exploration. 

A setting is a method by which curriculum workers as a 

team, can participate, examine, and reflect upon all aspects of their 

curriculum development work. Such a setting can be a part of an 

organization and yet at the same time can be apart from that 

organization. Networks, and guilds, as previously described, are a way 

of giving f.orm to these notions of 'apart from' yet 'a part of '. By 

creating and engaging in a curriculum development setting,. curriculum 



workers begin to model in themselves the organizational ' newness ' they 

intend to offer to the larger school as well as simply developing a new 

curricul urn. 

Enabling new paradigms and sustaining a common mind 

[Many people] "subscribe to narrow perceptions of 
reality which are inadequate for dealing with the major 
problems of our time. These problems . . . are systematic 
problems, which means they are closely interconnected and 
interdependent. They cannot be understood within the 
fragmented methodology characteristic of our academic 
disciplines and government agencies. Such an approach will 
never resolve any of our difficulties but will merely shift 
them around in the complex web of social and ecological 
relations. A resolution can be found only if the structure of 
the web itself is changed, and this will involve profound 
transformations of our soci a1 institutions, values, and ideas. 
As we examine the sources of our cultural crisis it will become 
apparent that [they are in relation to the use of] outdated 
conceptual models and irrelevant variables" (Capra, 1983, pp. 
25-26). 

The 1 imitations and inadequacies of current approaches to 

thinking about and resolving curriculum development problems have been 

described in the first chapters of this thesis. While these limitations 

and inadequacies in traditional approaches are becoming increasingly 

apparent, there is often a resistance to the consideration and 

application of new paradigms for development which might address and 

overcome some of these problems. The positive and negative aspects of 

such resistance to change has been described (for example, by Klein, 

1966). Boulding (1956) has suggested that resistance to change is rooted 

in the "images" which individuals bring to situations (e.g settings for 

curricul um development) and that such resi stance i s  overcome only when 

some "revolutionary change" transforms these images. Such transformation 



can occur i n  t h e  mids t  o f  r e f  

1970). 

l e c t i o n  upon ' e v e n t f u l  ' a c t  i v i  t y  ( F r e i r e ,  

When such change occurs, i nnova t i ve  approaches t o  

development o f  t e n  seem utopian 
4 

or, a t  t h e  very  l eas t ,  

cont rovers ia l - -cons idered f i r s t  o f  a l l  by a  r e l a t i v e l y  small  percentage 

o f  " innovators"  and " e a r l y  adopters" (Rogers and Shoemaker, 1971). Even 

when i n n o v a t i  ve approaches t o  development are i n i t i a t e d ,  t he re  are o f t e n  

problems which sur face i f  the  developers have not  adequately considered 

how they w i l l  sus ta in  t h e  new images, ideas, and ac t i ons  o f  t h e  

i n d i v i d u a l s  invo lved i n  t h e  development process. One example of t h e  

c o n f l i c t s  which can occur as a  r e s u l t  of inadequate cons idera t ion  o f  t h e  

development a  s e t t i n g  has been descr ibed by King (1981) as " r o l e  

5 
shock" . Role shock occurs i n  i n d i v i d u a l s  who have "p rev ious l y  been 

con f iden t  i n  t h e i r  a b i l i t i e s  t o  mani fest  appropr ia te  behaviors" (p. 74). 

Such confidence i s  founded i n  t r a d i t i o n a l  o r  usual s e t t i n g s  which have 

not  p r e v i o u s l y  c a l l e d  i n t o  quest ion t h e  i n d i v i d u a l ' s  images o r  ways of 

t h i n k i n g  about and r e s o l v i n g  problems. 

The i n t e n t i o n  o f  t h i s  d iscuss ion i s  no t  t o  suggest t h a t  t h e  

d i s t i n c t i o n s  between t r a d i t i o n a l  and innova t i ve  approaches t o  cu r r i cu lum 

development are synonymous somehow w i t h  bad vs. good approaches o r  w i t h  

conservat ive  vs. l i b e r a l  approaches. Rather, drawing from Warren's 

d iscussion ( 1  970) o f  t h e  community development process, t he  i n t e n t i o n  i s  

t o  suggest t h a t  development o f  any k i n d  i s  - both a  " r a d i c a l "  and a  

6 
"conservat ive"  process (p. 5) . Development i s  conservat ive  i n  t h a t  i t  

must address t h e  r e a l  problems and c o n t r a d i c t i o n s  o f  a  g iven s i t u a t i o n .  

It i s  r a d i c a l  i n  t h a t  developers must f i n d  ways t o  i n t e n t i o n a l l y  c rea te  



development s e t t i n g s  which do no t  u n i n t e n t i o n a l l y  con ta in  t h e  seeds of 

those very problems which they  are t r y i n g  t o  so lve  (Sarason, 1974). 

Developers must c l e a r l y  and se l f - consc ious ly  a r t i c u l a t e  t h e  

opera t i ng  contex t  from which they w i l l  operate as they cannot afford t o  

r e l y  upon preconceptidns and assumptions about how they  perce ive  t h e  

problems and t h e  processes o f  development. The i n t e n t  o f  such an 

a r t i c u l a t i o n  i s  no t  a  ' r i g h t '  frame of mind, bu t  a  common (and 

mot i va t i ng )  frame o f  mind. Creat ing such a  common frame of mind invo lves  

t h e  t ransformat ion of t h e  developers'  values and ideas (Capra, 1983). 

The task  o f  c r e a t i n g  a  common contex t  i s  c e n t r a l  t o  

developers invo lved i n  t h e  c r e a t i o n  of a  se t t i ng .  Such a  common contex t  

r e f l e c t s  t h e  new paradigm which i s  requ i red  if a development s e t t i n g  i s  

t o  be success fu l l y  i n i t i a t e d  and implemented. The problems and methods 

of c r e a t i n g  such a  common contex t  have been most c l e a r l y  a r t i c u l a t e d  i n  

t h e  1  i t e r a t u r e  of cu r r i cu lum development. For  example, Macdonald (1975) 

descr ibes t h e  problems o f  communication between cu r r i cu lum development 

t h e o r i s t s :  

"We are o f t e n  . . . t a l k i n g  a t  d i f f e r e n t  value l e v e l s  
and thus miss t h e  whole p o i n t  o f  each o t h e r ' s  th ink ing .  But  
i t has not  c l e a r l y  been r e a l i z e d  t h a t  t h e  most fundamental 
l eve l ,  s t r u c t u r a l  perspect ive,  i s  a l so  grounded i n  a  value 
m a t r i x  of some so r t .  Thus, people have e i t h e r  assumed t h a t  we 
a l l  shared t h e  same basic perspect ive,  o r  t h a t  you s imply  
cou ld  not  communicate w i t h  c e r t a i n  o the r  persons" (p. 285). 

Paradoxical ly ,  wh i le  t h e  theo ry  r e l e v a n t  t o  t h e  

development of a  common contex t  i s  more s e l f  -consciously a r t i c u l a t e d  i n  

t h e  l i t e r a t u r e  o f  cu r r i cu lum than o f  community development, community 

developers have s t rugg led i n t e n t l y  w i t h  experiences o f  c r e a t i n g  new 

se t t i ngs .  Th is  would suggest t h a t  perhaps community developers, trapped 



i n  t r a d i t i o n a l  ways o f  t h i n k i n g  about t h e i r  a c t i v i t y ,  have no t  adequately 

7 
r e f l e c t e d  o r  theo r i zed  on t h e i r  experience . On t h e  o the r  hand, 

c u r r i c u l  um developers working from a t h e o r e t i c a l  perspect ive  have 

a r t i  c u l  ated t h e  conceptual f rameworks by which c u r r i c u l  urn development 

might  be undertaken, bu t  they  have no t  d i r e c t l y  addressed the  issues of 

what t h e  s e t t i n g  f o r  development might  look l i k e  o r  how i t  might be 

created'. 

To suggest t h a t  t he  problems associated w i t h  c r e a t i n g  a  

common contex t  are complex i s  an obvious understatement. Creat ing  a  

common contex t  does not  necessar i l y  mean t h a t  a l l  t h e  p a r t i c i p a n t s  agree 

w i t h  one another. It does not  necessar i l y  mean t h a t  t h e  experienced, 

conf ident,  se l f -conscious p a r t i c i p a n t s  (who may be t h e  "innovatorsi '  o r  

" e a r l y  adopters" --Rogers and Shoemaker, 1971) ensure t h a t  t h e  newcomers, 

t h e  wary, t h e  " e a r l y  m a j o r i t y "  (Rogers and Shoemaker, 1971), t h e  

u n i n i t i a t e d  o r  t h e  un-selfconscious p a r t i c i p a n t s  begin t o  t h i n k  l i k e  they  

do. Rather, t h e  c r e a t i o n  o f  a  common con tex t  i nvo lves  d i sce rn ing  those 

aspects which a l l  p a r t i c i p a n t s  see as t h e  common o r  consensed p o i n t s  of 

agreement and t h e  common p o i n t s  o f  departure towards issues needing 

f u r t h e r  c l a r i f i c a t i o n  and de l i be ra t i on .  B u i l d i n g  a  common contex t  a l so  

requ i res  i n d i v i d u a l s  t o  make a  commitment t o  these c o l  1  abora t ive  

processes. Paradoxical ly ,  t he  commitment requ i red  i n  b u i l d i n g  a  common 

.context  i s  a  commitment t o  the  community r a t h e r  than t o  t h e  personal.  It 

i s  t h e  commitment t o  r i s k  one's commitment--to be prepared t o  g i ve  and 

take i n  r e l a t i o n  t o  the  processes o f  consensus i n  order  t h a t  a  t r u l y  

rep resen ta t i ve  common contex t  emerges. 



To summarize, t h e  c r e a t i o n  o f  a  s e t t i n g  i s  a  method by which ' 

opers can commonly reconceptua l ize  t h e  ways by which they t h i n k  dev 

about t h e  tasks  and processes which they  are about. Th ink ing  about tasks  

and processes i n  such new ways can enable t h e  successful  implementat ion 

o f  i nnova t i ve  pro jec ts .  



NOTES 

1 "Training Access, or TRAC as it is called, is a new and 
innovative approach to technological and vocational training" 
(From the British Columbia Ministry of Education TRAC brochure, 
1982). 

For example: Someone may develop a series of well-written 
learning objectives for a particular program which reflect what 
needs to be learned for a particular trade. The problems which 
arise are often not with the curriculum document. For example 
the new curriculum (developed somewhere else) often calls for 
equipment and materials which a particular college cannot 
afford to purchase under the present economic contraints or the 
college is required to substantially change its student intake 
and admissions procedures in order to accommodate the new 
curriculum. 

Rist (1977), in his description of educational research 
paradigms, assesses the similarities and differences between 
qualitative and uantitative research. While Rist recognizes 
that ~ ~ u a n t i t a t i k  is - the dominant methodology in 
educational research" (p. 42), he asserts that "a situation of 
detente is rapidly evolving" (p. 42) between these two broad 
m i e s  as practitioners of each recognize that one can 
contribute something to the other. 

Rist's assessment of qualitative methodologies is based upon 
"the polarities of reliability vs. validity, objectivity vs. 
subjectivity, and holistic vs. component analysis" (p. 44). 

For example: "Modern man is so committed to the view that 
rational men must live in a highly structured society . . . in 
socially productive corporate organizations set up to operate 
efficient technical apparatus that alternative world views seem 
as unrealistic or as romantic utopias" (Oliver, 1976, p. 35). 

King (1981) descri.bes the problems which arose during a 
cormunity project related to local control of schooling by a 
B.C. Indian Band. King suggests that role shock was a major 
factor underlying these problems; using the term "'shock' 
rather than 'strain' because of the high levels of commitment 
and idealism with which each of the participants associated 
with the school (teachers, administrators, school board 
members) entered into the undertaking. Prior to the opening of 
the school, everyone concerned felt assured that these (usual) 
attitudes would produce the kind of school they all thought 
they wanted' (p. 72). 

Furthermore, the outside innovators (i .e. educators) who were 



brought in to assist with this project also experienced role 
shock. Whi le these innovators were experienced and 
knowledgeable in relation to their usual settings, they 
experienced their ways of thinking called into question in the 
bringing into being of a - new setting. 

King describes role shock in terms of the intensification of 
both the "schismatic tendencies within the community" and of 
"ambiguities for outsiders" (p. 74). 

6 As outlined in Chapter Two. 

Sarason et a1 (1971) suggest that "although settings are being 
created at a fantastic rate, there is very little in the way of 
theory and description to guide those who are faced with the 
task" (p. 89). 

Aoki's reference (1977) to "implementation-oriented 
mini-conferences" ( 1977, p. 53) and Schwab's description (1983) 
of the need for a school-based curriculum "group" or "office" 
are examples of exceptions to such a statement. 



APPENDIX I 

FOUR APPROACHES TO COMMUNITY DEVELOPMENT 

Four approaches to community development have been 

identified. (Knutsen, 1981); the trickle-down, bureaucratic, 

disestablishment, and bootstrap approaches. The trickle-down approach 

developed out of a recognition that 'outside' resources are needed for 

local development. In this approach, money and other resources are 

injected at the top of the national social structure (that is, the 

political and economic deci sion-makers) . These decision-makers, having 

an overview of the whole nation, inject resources at the local levels 

where they are most needed. The problem with this approach is that often, 

for a variety of reasons, very little resources actually -trickle down to 

the local level. 

"During the era of the 1950's and 1960's when the 
'trickle down' theory of economic growth was in vogue, 
comnunity development programs were not intended to, nor did 
they affect the basic structural barriers to equity and growth 
in rural communities. Rather, they accepted the local power 
structure as given . . . thus strengthening the economic and 
social position of the elites. There was little attention 
given to assuring that benefits from community development 
programs accrued to the rural poor" (Holdcroft, 1978, p. 20). 

The bureaucratic approach provides inclusive expertise to 

communities served by a bureaucratic structure through the creation and 

delivery of replicable schemes--that is, one model of development could 

serve all villages. The problem with this approach is that there is no 

place in the process for engaging the creativity and consent of the local 

people in determining what local village requires. The typical orienta- 

tion of the bureaucracy is toward sectoral and department operations, 



toward a m u l t i p l i c i t y  o f  departments and agencies (whose work o f ten  

over laps o r  i s  a t  cross-purposes) and toward top-down o r  t r i c k l e  - down 

approaches (Pur i ,  1977). The top-down bu reauc ra t i c  approach "was no t  

accepted by people, d i d  not reach t h e  poor, and . . . ignored 

a g r i c u l t u r a l  p roduct ion"  (Ho ldcro f t ,  1978, p. 24). 

The d isestabl ishment  approach grows out  of t h e  awareness 

t h a t  people l i v i n g  i n  l o c a l  communities know what t h e i r  developmental 

needs are. C i t i z e n s '  groups and a c t i v i s t s  make t h e  community aware of 

i t s  r e l a t i o n s h i p s  t o  the  l a r g e r  s o c i e t y  and f o r c e  t h e  government t o  

respond t o  community needs through p u b l i c  pressure and c o n f r o n t a t i o n  

t a c t i c s .  The problem w i t h  t h i s  approach i s  t h a t  a mindset of dependency 

i s  f os te red  w i t h i n  t h e  community--'the government owes us a l i v i n g '  

(Knutsen, 1981), o r  t h a t  " I n  extreme cases, c i t i z e n  a c t i v i s t s  have 

become a new genera t ion  o f  ' c o l o n i a l i s t s ' ,  accumulat ing much o f  t h e  power 

and t h e  p r e r o g r a t i v e s  t h a t  they opposed i n  those who p r e v i o u s l y  enjoyed 

t h i s  s ta tus "  ( G i l b e r t  and Eaton, 1976, p. 249). 

The boots t rap  approach a l s o  grows f rom t h e  r e c o g n i t i o n  

t h a t  l o c a l  i n i t i a t i v e  i s  requ i red  f o r  development. However, t h e  pr imary  

m o t i v a t i o n  o f  t h i s  approach i s  s imply t h e  e x h o r t a t i o n  t o  do b e t t e r .  The 

problem w i t h  t h i s  approach i s  t h a t  n e i t h e r  words o f  encouragement nor  

t h r e a t s  o f  d i r e  consequences are e f f e c t i v e  i n  moving people toward 

development i n  s e t t i n g s  where despa i r  and a l ack  o f  hope i n  t h e  f u t u r e  

are  t h e  pr imary  roadblocks t o  renewal (Knutsen, 1981). 



APPENDIX I 1  

FIVE CHARACTERISTICS OF CONTEMPORARY COMMUNITY DEVELOPMENT EFFORTS 

Community development w r i t e r s  have described 

c h a r a c t e r i s t i c s  o f  e f f e c t i v e  communi ty  development e f f o r t s  (Benni s -9 e t  a1 

1976; Blakely,  1979; Brokensha and Hodge, 1969; Cary, 1970; ICA,  1982; 

Knutsen, 1981 ; Schindler-Rainman, 1975). From these works and others, 

f i v e  c h a r a c t e r i s t i c s  of contemporary community development recur .  

1. A l l  t h e  people invo lved o r  affected must be invo lved o r  
l e g i t m a t e l y  represented i n  some wax. 

( B e l l ,  1978; Benne, 1976; Brokensha and Hodge, 1969; Cary, 
1970; Edwards and Jones, 1976; FAO, 1977; ICA, 1981; Mezirow, . 
1960; Roberts, 1979; Sanders, 1970; Schindler-Rainman, 1975; 
Sch ind ler  - Rainman and L i p p i t t ,  1980; Voth, 1979). 

C h a r a c t e r i s t i c s  o f  such p a r t i c i p a t i o n  i nc lude  t h e  
involvement o f  marginal  groups, t h e  development o f  models o f  
p a r t i c i p a t i o n  and " c o l l e c t i v e  i d e n t i t y " ,  and t h e  indigenous 
r e c o g n i t i o n  o f  community developers as rep resen ta t i ve  o f  t h e  
community (Cary, 1970, p. 141). I n  add i t ion ,  

"People are  capable of both pe rce iv ing  and judg ing t h e  
c o n d i t i o n  o f  t h e i r  l i v e s ;  they  have t h e  w i l l  and capac i t y  t o  
p l a n  together  i n  accordance w i t h  these judgements t o  change 
t h a t  c o n d i t i o n  f o r  t h e  b e t t e r ;  they  can a c t  together  i n  
accordance w i t h  these plans; and such a process can be seen i n  
terms o f  c e r t a i n  values" (Roberts, 1979, p. xv). 

P a r t i c i p a t i o n  i s  i n c r e a s i n g l y  o f  a vo lun ta ry  and 
non-professional nature. Benne descr ibes t h e  vo lun ta ry  
aspect, p a r t i c u l a r i l y  emergent i n  t h e  196O8s, as t h e  r e a c t i o n  
t o  t h e  ' p r o f e s s i o n a l i t a t i o n '  of serv ice,  such as h e a l t h  and 
welfare, which o r i g i n a l l y  were t h e  domain o f  ( vo lun ta ry )  
r e l i g i o u s  groups and p r i v a t e  s o c i e t i e s  (e.g. t h e  John Howard 
Soc ie ty ' s  work w i t h  p r i soners )  (Benne, 1976, p. 80). 



Cary describes or anizational models of the community 
development process" : i ) 9 he inclusive model which involves 
direct participation of all involved and is of necessity 
limited to use in neighbourhoods or villages; ii) the 
representative model which involves 'indirect' participation by 
residents who are represented by loc 1 interest 9 advocacy groups, and other activists; and, iyOu;;; 
non-representative model which involves 'top-down' or 'expert' 
or 'cl ient-consul tant' re1 ationships (Voth, 1979). 

While Cary refers to the non-representative model as 
the one which is "most currently used" (1970, p. 141), he 
describes three areas of emphasis for future work relating to 
citizen participation in participative processes: 

i) the legitimacy of 'representative' community 
development groups can be anticipated if there is indigenous 
recognition by the community that these organizations or groups 
are acting on behalf of the wider community. 

i i) the legitimacy of 'representative' community 
development groups can be anticipated if 'marginal' groups 
sense that they are authentically involved in or with such 
groups, and 

i i i) the legitimacy of 'representati ve' comnuni ty 
development groups can be anticipated if "new models of 
participation that take the collective identity concept of 
community . . . into account' are created (Cary, 1970, p. 141). 

In summary, "the dormant productivity of the people, 
who have been bypassed in the development process, needs to be 
optimally released" (FAO, 1977, p. 7). 

2. All issues and problems .of the local situation must be 
encompassed. 

(Blakely, 1979; Compton and McClusky, 1980; FAO, 1977, 
Holdcroft, 1978; Knutsen, 1981 ; Schindler-Rainman, 1975). 

"Village problems cannot be successfully attacked in 
isolation because a village is a highly integrated unit. A 
sound approach involves all of the community's various aspects; 
that is, the physical, social, and economic aspects of 
development must be taken into consideration simultaneously" 
(Holdcroft, 1978, p. 38). 



3. The process is marked by deliberation and collaboratibn. 

(Benne, 1976; Blakely, 1979; Cary, 1970; Compton and McClusky, 
1980; Edwards and Jones, 1976; ICA, 1982; Knutsen, 1981; Roberts, 
1979; Sanders, 1970; Weissman, 1976; World Bank, 1980). 

"To help make programs fully effective, administrators may 
need to use a variety of institutions--national bureaucracies, 
public enterprises, private businesses, voluntary agencies, local 
government and organizations of intended beneficiaries, and strike 
the right balance among them" (World Bank, 1980, p. 77). 

4. The problem-solving, decision-making, and planning aspects of the 
local cornunity development process are comprehensive, integrated, 
and systematic. 

(Bennis et al, 1976; Blakely, 1979; Brokensha and Hodge, 1960; 
Cary, l 9 m o m p t o n  and McClusky, 1980; FAO, 1977; ICA, 1982; 
Jamieson and Tannenbaum, 1982; Puri , 1977; Sanders, 1970; 
Schindler-Rainman, 1975; Schler, 1970; Weissman, 1976). 

Integrated rural development ( IRD) "adopts a total 'systems 
approach' to development, which is viewed as a single and unified 
process of which economic growth is a part. Its various aspects, 
viz., pol i tical, social, economic, and technical must be 
inter-related and mutually reinforcing" (FAO, 1977, p. 5). 

"It should be possible to take a hard-headed look at the 
resource situation in an IRD project area . . . and choose 
activities which are explicitly mutually reinforcing and which have 

/ substantial bearing on the . . . main objectives of IRD" (Puri, 
1977, p. 12). 

"These problems are all closely interlinked and no one can 
be solved in isolation from another. Thus the most effective 
strategies for solving problems in one area would be developed with 
the possible repercussions in other areas in mind" (UNESCO, 1978, 
p. 112). 

5. The motivating and empowering aspects of symbolic and 'envisioning' 
factors must be incorporated within the process. 

(Be1 1, 1978; Bennis, 1982; Brokensha and Hodge, 1969; Greenleaf, 
1977; ICA, 1981; Knutsen, 1981). 

"The distinctive qua1 i ty of Tagore's work was his emphasis 
upon traditional media and methods of communication, and the use of 
Indian dance, drama, music, and epic stories to enrich village 
life" (Brokensha and Hodge, 1969, p. 41). 



Rabindranath Tagore (1861 - 1941), a poet, was a p ioneer 
and c o l l a b o r a t o r  w i t h  M.K. Gandhi o f  v i l l a g e  development work i n  
e a r l y  20th century Ind ia .  I r o n i c a l l y ,  w h i l e  music and o the r  
art- forms have p layed c e n t r a l  r o l e s  i n  t h e  c u l t u r a l  l i f e  o f  
communities s ince p r e h i s t o r i c  times, t h e  20th century  emphasis i n  
t h e  West upon s c i e n t i f i c  r a t i o n a l i t y  has tended t o  downplay t h e  
impact o f  a r t  and symbol i n  community l i f e .  Only i n  t h e  l a s t  few 
years have such f a c t o r s  been i n t e n t i o n a l l y  re - in t roduced i n t o  
community and o rgan iza t i on  development process ( L i p p i t t ,  1982; ICA ,  
1981). 

F r e i r e  a l s o  discusses t h e  r o l e  o f  a r t s  i n  T h i r d  World 
development (1972, p. 39) c i t i n g  "The Role o f  Poetry i n  t h e  
Mozambican Rev01 u t i o n "  as an excel  l e n t  study. 

NOTES 

1 The problems invo lved i n  understanding and i d e n t i f y i n g  who 

represents who and what have been described by G i l b e r t  and Eaton 
(1976). 

2 The Role o f  Poetry i n  t h e  Mozambican Revolut ion.  A f r i c a  Today, 
A p r i l  - May, 1969, - 16 (2) .  



APPENDIX 111 

DEVELOPING A COMMON CONTEXT: ONE EXAMPLE FROM COMMUNITY DEVELOPMENT 
EXPERIENCE 

The work o f  t he  I n s t i t u t e  o f  C u l t u r a l  A f f a i r s  (ICA) 1  

prov ides  an example o f  how such a  comnon contex t  can be developed. I n  

J u l y  1971, approximately 1,000 people associated w i t h  t h e  work o f  t he  ICA 

met i n  Chicago i n  order  t o  c reate  a  model o f  t h e  s o c i a l  process. Th is  

model was drawn from p a r t i c i p a n t s '  experiences o f  renewal e f f o r t s  

happening a t  t h a t  t ime i n  l o c a l  church r e l i g i o u s  educat ion programming, 

p r i m a r i  1y i n  Nor th  America (bu t  a1 so i n c l u d i n g  rep resen ta t i ves  from 

d i f f e r e n t  p laces i n  t h e  wor ld) ,  and i n  t h e  work o f  groups which had been 

working f u l  1  - t ime i n  two community development pro jects--one on t h e  west 

s ide  o f  Chicago ( F i f t h  City Human Development P r o j e c t )  begun i n  t h e  e a r l y  

1960's and one a t  an abor ig ina l  community i n  northwestern A u s t r a l i a  

(Oombul g u r r i  Human Development P r o j e c t )  begun i n  1970. 

The r a t i o n a l e  f o r  c r e a t i n g  such a  model was t o  p rov ide  

groups of people working on c u r r i c u l  urn and community development p r o j e c t  S 

i n  w ide ly  d i f f e r i n g  s o c i a l  s i t u a t i o n s  w i t h  a  common ' s t r u c t u r e '  f o r  

t a l k i n g  through t h e i r  experiences and f o r  working and t a l k i n g  together  t o  

c reate  those new cu r r i cu lum and community p r o j e c t s  which were perceived 

t o  be necessary. 

"Such an a r t i c u l a t i o n  i s  t h e  f i r s t  s tep i n  r e c r e a t i n g  t h e  
s o c i a l  images t h a t  w i l l  a l l ow  people t o  operate i n  t h e  s i t u a t i o n  
they  have. And i f  such a  model i s  a u t h e n t i c a l l y  i n c l u s i v e  and 
f a i t h f u l  t o  s o c i a l  experience, i t  becomes poss ib le  once again f o r  
people t o  view t h e  t o t a l  s o c i e t a l  contex t  and t o  make respons ib le  
dec is ions  i n  t h e  m ids t  o f  t h e  s o c i a l  process" (ICA, 1971, p .  9). 



A model o f  t h e  s o c i a l  process was created: "a comprehensive 

model of t h e  dynamics o f  s o c i e t y  . . ; showing t h e  i n te r - re la tedness  of 

t h e  economic, p o l  i t i c a l ,  and c u l t u r a l  processes and t h e  complex dynamics 

w i t h i n  each. Th is  model w i l l  serve as a  foundat ion  f o r  a l l  f u r t h e r  

community development work" (ICA, 1971, p. 13). 

Such a  model would enable t h e  examinat ion of i )  t h e  

components, re la t i onsh ips ,  and imbalances o r  l i m i t a t i o n s  which could be 

sa id  t o  occur w i t h i n  forms o f  community, e.g. schools, and i i )  t h e  

components, re la t i onsh ips ,  and imbalances o f  these forms and s t r u c t u r e s  

i n  r e l a t i o n  t o  t h e  components, re la t i onsh ips ,  and imbalances o f  t h e  wider  

society.  Such an examinat ion would not  be s imply f o r  i n t e l l e c t u a l  o r  

r a t i o n a l  c l a r i t y ,  bu t  t o  p rov ide  a  screen o r  r a t i o n a l e  o r  contex t  f o r  

decision-making and problem-solving. 

"Such an a r t i c u l a t i o n  o r  model i s  t h e  f i r s t  s tep i n  
r e c r e a t i n g  the  s o c i a l  images t h a t  w i l l  a1 low people t o  operate i n  
t h e  s i t u a t i o n  they  have. And if such a  model i s  a u t h e n t i c a l l y  
i n c l u s i v e  and f a i t h f u l  t o  s o c i a l  experience, i t  becomes poss ib le  
once again f o r  people t o  view t h e  t o t a l  s o c i e t a l  contex t  and t o  
make respons ib le  dec is ions  i n  t h e  mids t  of t h e  s o c i a l  process". 

"This work on the  dynamic r e l a t i o n s h i p s  o f  t h e  s o c i a l  
process revealed a t  one l e v e l  s o c i e t y ' s  interdependence upon i t s  
i n c l u s i v e  categor ies,  and a t  another l e v e l  t h e  foundat ion  o f  
humanness . . . The grounding o f  t he  model and i t s  dynamics was an 
exerc ise  i n  recogn iz ing  t h a t  t h e  very dynamic t h a t  occurs i n  any 
s i n g l e  i n d i v i d u a l ' s  i n t e r i o r  occurs i n  s o c i e t y  as a  whole . . . The 
corpora te  e f f o r t  o f  w r i t i n g  t h i s  document was a  way f o r  t h e  
I n s t i t u t e  t o  begin t h e  j o b  o f  a r t i c u l a t i n g  t h e  givenness o f  t h e  
s o c i a l  process and i t s  dynamics i n  order  t o  d i sce rn  t h e  
c o n t r a d i c t i o n s  t h a t  now e x i s t  i n  s o c i e t y  [which b lock community 
development e f f o r t s ] "  (ICA, 1971, pp. 9  - 13). 

As a  r e s u l t  of t h i s  work, a  subsequent meeting was he ld  i n  

1972 t o  d i sce rn  which aspects o f  t h e  s o c i a l  process would become t h e  



focus  o f  t he  ICA1s development a c t i v i t i e s .  The 1972 meeting r e s u l t e d  i n  

t h e  i n i t i a t i o n  o f -  twenty - four  two t o  four -year  community development 

p r o j e c t s  du r ing  t h e  mid-1970's. One o f  these p ro jec ts ,  t h e  v i l l a g e  of 

Maliwada i n  t h e  s t a t e  o f  Maharashtra, Ind ia ,  was t h e  focus of wor ld  

a t t e n t i o n  as t h e  s i t e  o f  t h e  ten-day I n t e r n a t i o n a l  Expos i t i on  o f  Rural  

Development (IERD) h e l d  t h e r e  and i n  New D e l h i  i n  February 1984. (ICA, 

I n  J u l y  1980, a  fo l low-up and rev iew o f  t h i s  model and i t s  

use was made a t  a  g loba l  symposium i n  Chicago. S i x  hundred p a r t i c i p a n t s  

f rom f o r t y  na t i ons  p a r t i c i p a t e d :  

"Working i n  t ask  forces, p a r t i c i p a n t s  looked f o r  
i n d i c a t i o n s  o f  f u t u r e  t rends  i n  f i l m s ,  a r t i c l e s  and excerp ts  f rom 
contemporary w r i t i n g s ,  speeches and in te rv iews.  Each o f  t h e  
i n d i c a t o r s  was recorded, numbered, and 1  i s t e d  on t h e  s o c i a l  process 
t r i a n  l e s  [i.e. t h e  schematic rep resen ta t i on  of t h e  s o c i a l  process 
model ! . The p a r t i c i p a n t s  then l i s t e d  and p l o t t e d  t h e i r  own 
concerns about t h e  f u t u r e  . . . c l u s t e r s  o f  da ta  were i d e n t i f i e d  * 

[on t h e  t r i a n g l e s ]  . . . These c l u s t e r s  i n d i c a t e d  t h e  p o i n t s  of t he  
s o c i a l  process which are  i n  g reates t  t r a n s i t i o n "  (ICA, 1981, XI(1)  
8). 

- f 

The f i v e  c l u s t e r s  w i t h  t h e  most data were ( i n  o rder  o f  

g rea tes t  t o  l e a s t )  : Meaningful  Involvement, Formal Methods, Community 

Groupings, Human Wisdom, and Soc ia l  M o r a l i t y .  Three o f  these ( t h e  

second, four th,  and f i f t h )  f a l l  w i t h i n  t h e  Common Wisdom sec t i on  o f  t h e  

model. "The c l u s t e r s  as a  whole r e f l e c t  a  major  upheaval t a k i n g  p lace i n  

t h e  c u l t u r a l  po le  o f  t h e  s o c i a l  process: o f  t h e  over  2,500 p ieces of 

data, almost h a l f  fe1.l here" (ICA, 1981, XI ( I ) ,  8). 

The ICA approach appears t o  be t h e  most comprehensive model 

f o r  beginning t o  c rea te  common contexts. Compared t o  o t h e r  sources 

( A l c h i n  and Decharin, 1979; Boskoff, 1970; Edwards and Jones, 1976; 



Oliver, 1976), the ICA approach appears to have been the most helpful in 

terms of providinga focus for subsequent, development action. It 

encompasses many of the categories identified by the other approaches and 

in fact shows the interrelationships of categories in a more helpful way. 

[This process of examining the social processes] 
"allows participants to organize a massive amount 05 
information about social change. It enables people to view 
their everyday activities objectively and to see where the 
critical changes in society are occurring. Just as a timeline 
gives a historical perspective, the social process analysis 
gives a social orientation" (ICA, 1981, - XI (I), 8). 

Finally, the writer must confess his bias. The writer was 

a participant in both the 1971 and 1972 research assemblies in Chicago, 

and subsequently spent the next three years in India working with other 

international and Indian volunteers associated with the ICA laying the 

foundation for the initiation of the Ma1 iwada Human Development Project 

NOTES 

I The ICA is a world-wide research, training, and demonstration 
group concerned with the human factor in world development. 
It grew out of the Ecumenical Institute, an 
interdenominational organization originating in Illinois 
following the World Council of Churches General Assembly at 
Evanston in 1954. The objective of the ICA is to find and 
implement effective methods of comprehensive development at 
the community level, by motivating a local spirit of 
responsibility and cooperation. 

See also Note # 8, Chapter Three, p. 60. 
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