. CANADIAN THESES ON MICROFICHE

THESES CANADIEN'\JES SUR MICROFICHE

\

\

. R T~ T .
' ‘ .* ‘National . Lrbrary of Canada - . Bibliothéque nationale du Cénadé S ~
’ Collectrons Development Branch ~*"  Direction du développemenr des collectlons . - Y ,
o Canadian Theses on. .. 7 Service des thases canadrennes o TS S N
> s Microfiche, Service' : - sur mcrofrche . ‘ S o :
-~ Ottawa, Canada S . =
KIAONa "o L
St L \ o . - » ’

o . : ) . U S ) . o

. L ' A A 3 (}w‘;’

NOTICE T

The quality‘ this mrcroflche is heavrly dependent upon the
quality of thé original thesis submitted for microfilming. Every |
effort has been’ made tg ensure the highest quality of. reproduc-
tion posslble . L S ;

“
4

Ifapages*are mrssmg contacrthe unrversuty whrch granted the
degree ’ '

Some pages' may-have indistinct pri'nt especially if the Ongrnal
pages were typed with a poor typewriter ribbon or if the univer-
sity sent us an rnfenor photocopy

Prevnou&y copynghted mateuals (journal articles, pubhshe
tests, etc.) are not fimed. - , . (’/
. w ’ \

. Reproduction in full or in part of this frlm is governed by the)\ .
Canadian Copyright Act, R S.C. 1970, ¢. G-30. Piease read/' )
the authorization forms which accompany this thesis.

¢

N

~ THIS DISSERTATION-
HAS BEEN MICROFILMED
EXACTLY AS RECEIVED .

o

ML 339 (. 85/00)

- AVIS

.

_ La quahté dlé cette mlcroﬂche dépendxgrandement de la qualité

de la thése soumise au microfilmdge. Nous avons tout fait pour

assurer une qualité ‘supérieure de reproduction. )

wﬂu -

S |I manque des ‘pages, veuillez commumquer avec I'univer-
sité qui a conféré le grade. . . R

2
o

La qualité d'impression de certaines pages:pseut laisser a
désirer, surtout si les pages ongrnales ont été dactylographiées .
a 'aide d'un ruban usé ou si I’ umversuté nous. a fait parvenir

. une photocopue de quahté mféneure

.les documents qui font déja I'objet d'un droit d auteur (artlcles

-de revue, examens publrés etc.) ne sont pas mrcrofllmés

~La reproductlon meme partielle, de ce microfiim est soumise

a |a Loi canadienne sur le droit d'auteur, SRC 1970, ¢. C-30.
Veuillez prendre connaissance des forrnules dautorisation qur

~

accompagnent cette thése. =~ "'~ .

LA THESE A ETE N
MICROFILMEE TELLE QUE . -
NOUS L'/AVONS REQUE' =~

Canad"' -



AL AT o

‘ I* National Library Btbllotheque natlonale
: of Canada - du Canada ‘

3 . o . R ] ) . ' S
5 (JQ " Canadian Theses Division  Division des théses canadiennes

¥

Ottawa, Canada ‘ o ' R - . |

K1A ON4 67325 : S e '

PERMISSION TO MICROFILM — AUTORISATtION DE MICROFILMER

»® Please prmt or type — Ecrire en lettres moulees ou’ dactyiographler ' " .

"~ Full Name of Author — Nom complet de l'auteur

CFATRICA MARY T ReviEe - :
Date of Birth — Date de naissance . A T ~ Country of Birth — Lieu de naissance - -,,.- - .
' v . ’ \ A o
2 /V,O\/?M( g /qg‘z‘ o ENCLAND., : .
Permanent Address — ReSIdence flxe ’ _ o . o , _ g
L % o o g
,¢7>:2,- 2/7*‘* SE RANVGLEY. B C w34 2n07
. : . : : ‘
Title of Thesis — Tit're de'la these
CENEE . y N . " - N
PLANN m/é Fok THE rMPLEMEr\/ Tﬂ 7 (o/v o F ‘ , v
. »’] T ) . .
AR /HE ir\/rgk/v,qy.’orvAL /Q’Accﬂ,(m/ffcf“ Tf-' I .
,4 Si17uA TN AL STUDY EEE 1 ,
v . L AN . R
Unlversny - Umversﬂe - . , T :
ALBERTA ' B '
. Degree for which !hesrs was presented — Grade pour quuel cette these fut presentee '
Year this degree conferred — Année d' obtemlon de’ ce grade Name of Supervrsor —Nom du dTrecteur de these .
/933 | L S D"kC JACKNICKE
'P’errﬁission is hereby granted to the NATIONAL LIBRARY OF . autorlsatnon est par Ja presente accordee a la, BIBLIOTHE
CANADA to microfilm this theS|s and to lend or sell copies of ~ = QUE NATIONALE DU CANADA .de microfilmer cette thése et de
the film. , o préter ou de vendre des exemplarres -du film.
~The author reser\/e’sfboth'er publication righte and neither the ™ - L’ duteur se réserve les autr’es dr0|ts de publication; ni la these
thesis nor extensive extragts from. it may be printed or other- ni de Idngs extraits deé celle-ci ne doivent étre imprimés Gu;,
W|se repnoduced without the author s wrxtten perm|$sron ) autrement reproduits sans |‘autorisation écrite de I auteur
. ~ ) . — 0 \
Date . = -~ . _ : Signature ) o
. - 2 o . -
J\Jn‘f&‘ gflé ./7?_).;. ' S au(—wc,\-cg ogu_(/é/‘ y

NL-91(4/77) ' : . N . — .



. ; o '..\ ) . :
. - ) PATRICIA MARY ROWELL . j:L,

THE UNIVERSITY OF ALBERTA

4 . . A
. 3

N
a > N
.

»

-

. PLANNING FOR THE IMPLEMENTATION =
OF THE INTERNATIONAL BACCALAUREATE PROGRAM:

, '~ A SITUATIONAL STUDY

»

Lo !

/

Y

A THESIS . oL
SUBMITTED TO THE FACULTY OF GRADUATE STUDIES AND RFSEARCH
IN PARTIAL FULFILMENT OF THE REQUIREMENTS FOR THE DEGREE

OF DOCTOR OF PHILOSOPHY

DEPARTMENT OF SECONDARY EDUCATION

-

: D . L]
’ . ‘ *® * P -

EDMONTON, ALBERTA .

FALL, 1983 o .

AR



E. th:I.IVE'R.AS ['TVY‘ O F ALB-_ER.TA, 3
g L RELEASE FORM
OF AUTHOR:  PATRICIA MARY..ROWELL ] | .
TITLE OFFTHESIé{ PLANNING FOR‘IMPLEMEN;ATION OF FHE INTER&AEIOVAL g
“ | BACCALAUREA'I'E PROGRAM: * A SITUAI‘IONAL STUDY - Ca ‘
DEGREE FOR WHICH THESIS WAS' PRESENT‘ED DOCTOR. OF PHILDSOEHY : " .
.YEAR THIS DEGREE CRANTED: 01983, .,
| Pemiséibn 'is.hereby gra‘nted to THE:. UNI‘VERSITY OF \-‘TALéFgr'zf‘q :
LIBRARY to" reproduce single coples .of this th&sis and - to lend ort
,sell such ¢opies for . private, scholatly; orffscientific rése;;ch o
' ‘ ¢ & N
purposes pnly. ‘
fhé1aﬁthor.réserve§ other publicatién ri;Hté,'agd ﬁgithettthe: %;"?
the51s nor- extensive extracts from it may be pplnted or btherWLbé .
reproduted without the author' ; Qritten permlsSLOn ‘ I i | U. ?\ Tf-.;;“
e R O N Y S
' (Signed) e ! |
PVRMANENT ADDRESS'. | | .i

DATED:

. T S atd

s 4752 - 217 A Street .

- - Langley, Brltlsh Columbia'

viA M7,

' May 31, 1983 S



Y

(_ ‘Date: " May 3l; l983 I '»ff";.’i ; - <‘=‘ff "7j 5\;-:":

KR . 1 bt . s
el T ) o ‘ ;
S S R : RN AU .
S il . s N
. " ' SN
. o CAN
. . @

L
=
-
<4
=
o)
i
g
&
[~-)
1
3
»

FA(;HL'I'Y OF GRADUATE"STUD_IES AND RESEARCH L
) "* . B N .
Ty , . | .

. L . AR : - q.:_ | ) '_ n/ ;~ .
'andetSigned a certify -thét.v they 'uhayg_’-féad;f-.gﬁdﬁ-'

e : : pes L
% L

D . -1:'\4. b.:"o - C o . - ) )
. recommend = £o theA.Faéulty 'of Graﬁuate Studies and 'ReSearch, for

e

©a

. aéceptance a theeis entitled Planning for Implementation af“ the

,‘,.w

International Baccalaureate Program. o A Situational Study submitted.ﬂ}‘ '1

by Patricia Mary Rowell in partiaI fulfilment of the requirements for fl

Do

) the degree of Doctor of Philosophy dn Secondary Education.~

R
% o
ot B
/ . . 7 . :
C v . 4 ..
- : Q..
« oS _ 4 ‘.
‘ . v ! Ve Y ©
- . - » ..
o , “~
*
‘ -« -
PN
b . o f
. i <
, ( »
v 3 "
5 -
P2
. : -
a
: . P
., .
§
4. o
- vl e
DT



M
»

./ DEDICATION

s ~
-,

" To the memory of.my fat'hef",'
. CYRIL. B. BARDSLEY B

- ’g.‘ '» .



The intent of this study s to provide an interpretive description

¥ ’ of the preparatory activitiei contributing to ;he implementationwof a

v

specific program of studies ’ i.e. the International Baccalaureate

Program and - 1n sé’ doing,_ to illuminate the: concept of planning for
3

‘ program implementation o In an exploration of the perspectives from

which program developers and program planners view both ‘the: program and
lthe -act of ,program- planming, - p<rticipants beliefs and concerns . for

2

:their situatfon are disclosed,' S e
Conceptualization of the. practice 'of- prograﬁ implementation as
installation, interpretation . and as reflective action provides a

» ‘framework for ”an analysis of vthe intefests in- planniag held byc

participating teachers ~.. The prevalence 'of technical concerns. over

~ N ! < .

“vinterpretive or reflective ones 1is indicative oi orientation. td
' planning for implementation conceived as’ installation K ;;\\\J

: »

A

The construction of meanings by developers and plannersﬁ occurs
- within a situational gontext of soctial control the ability to mobilize
ﬁ're§QPFC§S in ordgr £0 achieve specified outcomes ;is differentially
'distributed. This ‘study attempts to ;situatelgthe interpretation of
K participants; interests in planning by portraying the interactions among
participants fas' a disc0urse characterized byi its language‘ and the
strategies of " consensus building, negotiation: pseudoparticipation,

communication control non—issues and resistances. ‘ -

e .
e b . P

. "Q.
It is suggested that these features of the discourse are indicative—

of ideological practice in which the activities and intérests of the
L 'practitioners are aligned with . the concealed interestsl'of dominant:

Y

,social groups upholding the educational institution
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{\J Following the decis’ion of ‘a. school s"ystem to- adopt a program of.,

.;social ‘interactions of the participants.-»

.o U cHAPTER.I Ce LT

-~ THE NATURE OF THE STUDY

Al . ) o
L L .

- o e Introdiction - - °

studies theryeﬁ[xe preparations for the implementation of the program

".“in the classrooms._ The opportunity to follow h'é," progt‘ess of such

-

P

preparations rarely otcurs, and is seldom documented.; In this study, I

set out to- explore ‘the meanings given to- the situation lfy ‘people who tn

their capacities ‘as’ administrators and teachers in the Edmonton Public'
) School district - are charged with the task ot‘ planning to introduce the

Internat.ional Ba.ccalaureate Program _‘ My . 1ntent is _to contribute to

acc_umulated. lore to experience of actions and their consequences

to action : and_’i' reaction ""at-‘ the» level o_f_ the concrete ', case :

-

(Schwab 1970 59), thereby ,illumin.ating, Lthe notion 'df planning for

implementation-_.. P e AT i a
‘Focus of: the-Study - © = ..
r . LT IS o !

The initial focus of this stud,y falls on an exploration of the

.

. perspectives from which the program developerS'and program planners’n‘
.~view both the: program and the processrof program deve10pment . Such"

,_,orien\tations ‘are assumed to both influence a.nd be influenced by‘ the



p N
I endeavor to- identify the dominant concerns of {he developers andﬂ
; planners as they are revealed in the preparatory activities contributing
, to implementation and’ reflect on - the ways 1In which such concerns are
related to ‘the participants ~views of the‘program-and the prOcess ‘of
program, development. It is recognized that developers iand prooram ;-
ivaplahners are members.of a much broader cultural and economic context.

-than that of the .public school district in Edmonton,. Alberta,:and thel“
’:manner ‘in' which__individuals ack -within Athisg'broaderv‘context.vis
,considered . \ ' | | ‘ |

\I then attempt to draw together these observations and reflections,
” on perspectiveS, interests and contextual constraints in an eXploration :
of . the social interactions of the planning actLVities. . The dynamic
1nterplay of these and other factors ’contribute‘ to what I call the
discourse‘aof planning,"the study of which‘ may contribute 'Eé our

understanding of what it means to plan for implementation

-7 . y

aﬁackgrOundltobthetStudy

* THE INTERNATIONAL® BACCALAUREATE. PROGRAM -

This program of ~ studies was developed in an attempt to deal with'
varying University entrance requirements "as; specified in terms of
specific national school. 1eaving examinations " Private schOOIs catering
to - an international clientele found. it-difficult to offer a coheslive
program while preparing theirustudents for the Baccalaureat ~frangais,
the Swiss maturite ‘ the British GCE Al level examinations and ‘' the

_United ‘States College Entrance Board examinations In addition ic: was\
r‘recognized that mobile students wduld benefit from the existence of a

common program of studies



- ~

. In 1963% a grant of $75,000 from Twentieth Century Fund to the

Inﬁernational,'Schools Association initiated»- he exploration of the

- t

possibilities for an'international university entrance examination. The

International Schools Examination ,Syndicate was set up in ‘Geneva to

'a‘coordlnate the work. by bringing together international committees _to

‘work out the s{ructure and syllabuses of diSCLpline—based courses in

: History, Geography, Modern Languages iology, Physics and Mathematics

A further grant from the Ford Foundation resulted in the establishment_A
of the International Baccalaureate Office (IBO) in Peneva in 1967 L with .
Mr A D.C. Peterson -as Director The IBO as an independent non—profit.

'institution, 'assumed responsibllity ‘for the .development ~and

. administration of a series 4f examinations to be known as the

International Baccalaureate.

R

Delegates from eleven countries, including the- directors -of three

large'national boards (Baccalaureat francais, the Oxford and Cambridge.

‘Board of ‘the .Ceneral Certificate of Education; and the»-Advanced

' Placementl Program of the. College Entrance Examination ,Board) and

observers from UNESCO and . the Cduncil_’of:‘EurOpe; attended “a Tpolfcy ‘

T

conference in Sevres; Erance, in 1967. _ During the next two years,

.trial. ekaminations were * held, and "negotiations for. provisional'

reCognition 'of the . International Baccalaureate by universities and

national education authorities proceeded satisfactorily

The first full International Baccalaureate (IB) examinations were
held in May, 1970 A number of universities arOund the world agreed to
grant 'provisional recognition of - the IB for an introductory period
"1976 76. ,-Since that time over 10, OOO students have taken the IB
examinations. uln l980. there were over 120 participant and affiliated

schools on five continents ~of which abOut forty were state—supported

~ -
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schools. 'Today, a large number of universitLes recognize the IB Diploma

\

as a dOCument of high academic standing, and many 0rant either one year

of credit to the successful candidate ‘or' grant'credit for higher' level-

passes. . - _ -

In order to accommodate diverse “student ‘interests withinw'thex
framework of a liberal education the International Baccalaureate -

Program (IBP) offers a wide range of study areas for examination - The

N

two year program requires that each student Secomes proficient in

',1anguage” (his native one plus another) and .’ mathematics and that' he

.-

become familiar with selected tOpics in the study of human behaVLOr as

well as others which exemplify theé process of sc1entific inquiry - The’ -

l Student is "also asked to engage. in some creative, aesthetic or social

service, and to, part1c1pate in a common’ course of study which refleats

upon the truth criteria, values and ,1nterrelations 'of »the subJecCs _

-being studied" (IBNA 1981 : 1). Students\ muSt also. cOmplete a

t
substantial piece of independent work and submit an extended essay on

fel ) ) . | e

Studénts attending IBO-affiliatedl schools = may opt ,to Cwrite

examinations in individual study ateas. However fn order to qualify'

for the IB Diploma candidates wmust offer six subjects for examination

three of these at the - candidate's option must be offered at higher
level, .and the other three at. subsidiary level . The general scheme forhf'
selection of courses by .a Diploma candidate in’ the IBP is- displayed in'
Table l Additional requirements are the Thedry of Knowledge course,
submission of an Extended Essay, and satisfaction of the creatlive,
._aesthetic or social service (CASS) requirements

~
S



. 7 TABLE 1 C : RN

Course Distributiof in the International Baccalaureate Program

1. Language A ) B | 2. . Language B

//L first_fanguage Of candidate _ — second language .

| e T . N e N

3. Study 6f Man &, Experimenial»Sciences" = '
- one d£ the follbWipgj’ ’ it .. =" one of the foilowing: .
History, Céogfaphy)f - . - Biolegy, Chemistry,
Economics, Philosophy, o PHysics, Scientific
-Psychology, Social : - Studieé
‘Anthropology NS : x -
5. ‘MathemafiCS' N Lo ‘ 6; One of the_Folléwidg:

’ - Art and Design, Music;
- o o Second Spience,'

" Second Language, .

- . o N E Classical Language,

‘ " ~ * Furthér Mathematics

THE AﬁBER&A HIGH scuooL-DIprfm AND-MATRIchAroN

‘Ceﬁeraily;, th€‘ éOm§i¢Cfoﬂ‘”0% an AlBe%éa High' School Diploma
"réduifeéyxthree lyearS of fstﬁdy; ' 82udeﬁt% must ;acéﬁmuléte -one hundred -
‘breditsfifgrv coursey comPleted éaﬁisfactofily.‘(>402 Qtaﬁdﬁng). : fﬁese f
\iﬁéidde_ nandatory coursésv iﬁ Englishfw(fhréé full couréeg); Socfélt-
'Studiés (two full Coﬁrsgs),- PhYsicai. Edﬁcation . {one \fﬁfl 'course),{
Matheidtics, (one fqll Cogrse),’ S;iedce' (oné“fuil éou;se);' and two.

~ other Grade XII c0urse§\.J



P

o university,-

s

1 RN : - ‘

; ‘Mat?tcdlation qualifies
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 Soclal Studies, Art, . )
.Music,, Language, Drama . ' ) .
) T ‘ A F . ; -
5." Mathematics © 6. Science ‘
. .- one of the following: -.
) ‘Phisfcs; Biology
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EDMONTON HIGH SCHOOL PROGRAMS FOR THE 'ACADEMIC' STUDENT.

When Grade 9 students.select a. program of studies for the first of -
three years in Senior high school they are counselled into one .of .two
general patterns (academic or’ vocational) depending on their achieve;'
vAment level in junior high school. It is. anticipated .that' students.

assigned to the academic pattern will matriCUlate in. Grade Xll and be
¥

'b.eligible to enter university These students exhibit a vast array of -

i
~interests~and abilities ~and the traditional debate abOut whether to

"stream students in homogeneous groups has been resolved in™ some Edmonton:
. high schools by discrete student selection of available courses, . 55-7
recommended by-. the school counsellors For example students who show
- special aptitude j.n‘~ mathematics may , select a higher level- course .1In
‘Crade Xll. V'Students who have benefited Wfrom French Ainstruction‘ in

"Junior high. school may choose to follow a higher level program of French

".»1nstructiOn throughout senior high school And for s udents who show_

~particular interest. in the sciences some high. schools have developed
"enriched courses, known locally as “S" or "B"_courses " The nature of
the enrichment appears to have rested on the teachers discretion, as a

supplement tovthe provincially prescribed curricdlng{ t

- 4

Over the years, the Edmonton public school district ‘has 30ught to
"satisfy the needs of children who did not appear to be challenged by the

regular’ classroom ‘activities. . At . the_ elementary level, students

’-

'identiﬁied as gifted' by . the classroom teacher were offered the

opportunity to attend special enrichment classes for one day or one half

A

day per week " Several - junior high schools 1introduced _an enriched

_academic program in which time spent studying ‘core subjects .was

extended, and the time Adevoted to electiVe_ subjects (fine arts and”

vocational areas) was . reduced. - These . programs were received



enthusiasticaliy.by the clientele: of the schools, to the extent -that

there were .daiting lists of students applying to register for these

clagses. L 3 ' o S

For students wishing to sustain an enriched ;cademic program, én
small senior high school was opened in 1976, with"the. intention of
‘presenting an enrlched matriculation progranm. As i the cdse. of ' the "S"
and - "B" science courses in other ~senior high schools, enrlchment wasd
perceived by the instructional staff as con51sting of a more extenSLVe

treatnent of ‘the provincially prescribed course contents NN

N . . - . .

4.

Methodological Approach to the Study

. THE SITUATTONAL STUDY ~ . - -,

" The situaeional study relates to'its audience an account of,the
unique* interactions of a particular sequence of events  in nrder~that
.they may be better understood Tn experimental studies the uniqueness
of- indLv1dual .cases is either ignored or: considered in terms of 'error
variance" » but in. the situational study, the features of ‘the particular
situation 4contribute towards™ a better understanding iof ‘what _Lsu:
. happening.< : | R

.
t

Stake (1978 E c30) describes the case study as having character ,

gtotality and boundaries- ‘ It is not- just an instance represented by a. '’

scqre; it is nOt only an entity which could be represented by an endless

‘array of scores It is- .a- complex dynamic system .something \to be-

>



thought of as  an “existing entity, - even when simple descriptions ‘are

being, made of‘ it.”  However, as sugéested by Yin (1981 : 59), 'the?

boundanies which separate the phenomenon being studied from the. context

<

3

~of that phenomenon are’ indistinct. 5 . And 0 this study is concerned not’
. [ . . I

. just with the' interactions of a reéogniaed 'group Of‘:teachErs"and

administrators working within three specific schools in. the Edmonton ‘

,public -school district but dlso with the . contextual features of  thelr

situation Thig is to recognize that although the study focuSes on the

belief systems,ishared values, and - social exchange (house, 1979 ;- 10;

Shaw, 1978 : 4) of a particular group of people, these ' cannot be-

divorced from what hassgone~before them, or"fromﬂthat'which surrounds

L . - - ‘ b

) them_.' . , .,

VALIDITY AND', RELTABILITY

N . 1

This expPoratory study could ‘not .be ‘contemplated in an approach‘

‘served by a. detailed uninvolved recording of -events Apd yet in’

focusing on the partiCipants constituted meaning of events and the

representation ‘of‘ these meanings 1in thlS‘ account, . the  reader may
question the reported interpretations ,in ‘terms of “"How do I know that
what is offered in this account 1s. as it was?”

: -

InA.addressing this‘ problem Psathas (1973. : 12) suggestsw.three

tests of the validity of the investigations First_ do -the participants

‘in the actlvitles recognize the' descriptions or interpretations as being

true? Second vwould a non—participant with experience' of similar

. activitiés be- abie ‘to“ understahd what was happening “if his’ “only"

‘knoWledge prior to. witnessing the activities was reading the account

constructed by the reSearcher? - That is, would he recognize the

phenomenon' from the report he had read? Psathas. likens the third test

e
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L : M -
Al . .
-
N

to the reading of the rules of a new - game does the report provide a\

» -

set . -of instructions for partic1pating Ain" the samé kind of activities’

Could- the reader of the- report imagine himsel#gﬁin the shoes of the .

participants7 These tests suggest ,that the, investigator must be

prepared to, present his report to both participants and non-participants

ﬂin order to validate his- representations of meanings

‘déséription .to the reader fis of considerable signfficance - TF a.;‘

* Thus the investigator in contributing to -the multiple perspectives of -

.respond to - the data (but: not necessarify the interpretations) as if they'

‘had nade the observations themselves

. by the researcher -werep‘prOVided by Homans (in Bruyn, 1966). The

;o

" Dawson "(1979) has exanined .the requirements for validity of -

° PR AN o . <

qualitative, ohservatiOns, -and suggests that ‘the. utility .of"the'

o

description cannot be used for the purpose fOr which it was compiled it

cannot be considered valid. Conceptualizing validity as the' adequacyﬁ

o4

of the description (interview data, field notes or final report) as'ar

representation of a social situation, Dawson’ ackndwledges that - Lt s not"

possible to provide a complete or perfect description of a complex ‘and

dynamic . phenomenon.p But in -viewing the situation from a number' of.

varying perspectives, a more complete understanding may be developed

the particular situation, potentially ’enhances the reader's wunder-

standing of his own experience (Schat7mann 1973_: 135).

Stake’ (1980 : 9) also calls for confirmation“of the interpretations

8

by others He,suggests that for a stated value perspective, the moT.e

relevant data should be included in the repdrt S0 that readers may

'

Practical guidelines éor_strengthening the'validity‘of a portrayal

researcher wmust consfder -the length of time wspent with argr0up;+thef

10,
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longer period- enhances ,theﬂ prospects ~o-f “a valid interpretation

‘Similarly, if the investigator w0rks in a location geographically close

_to his informants the . interpretation 1is 1ikely to be acceptable.,.These -

two. features of time and place are aiso noted by Wolcott (1975 :.122),

~ who stresses that the investigator is committed to being present on ther

;scene over 'an extended period ‘of time " Bmuyn elaborates further-in-

.:terms of soc1a1 circumstances language3‘intimacv and consensus, all of

‘which contribute to the acceptance of the - observations

A

i . A study of perspectives and 1nterpretations 1s an exploration’ whichf

.will not necessarily become complete. It offers'a contribution towardf

the understanding of, the interactions of a. group of people But since

-~ the meanings held by participants are constantly undergoing adlustments

N

the study can only hope to 1illuminate a fragment goff‘the' evolving

patternsd . Thus' replicability‘-and 'consistency of findings ‘are  nots

pertinent to this study, which seeks not to arrive at a conclusion about
the\nature of plannlng for program implementationr but rather o prepare

for further questioning of the t0pic

STANCE OF. THE RESEARCHER

\

In reflecting on ‘the nature 'of _the ‘relationships :betweenf the

o researcher and his . informants~ in a 'study such as the ohe’ proposed,

MacDonald (1980) writes 'that ."the outcome5 of'.such a. studyr is an -

expression not ‘just of the case, but of ‘the case and the .researcher

‘taken together " In general in‘the past' this“relationship has. heen

1

‘~researchers themselves A Among 1the features contributing to the -

researcher's stance, three merit considerable contern:

b

.considered non- problematic by many participating informants if‘not by

11



(a)

“(‘b_)h

@

'(.é>#

(b)

the intents and outcdmes*of the studf
the nature of .the relationship with the participants‘_ -

the role of theory in\the study

Lo : ) T i -

'When a researcher becomeS»involved with either an individual

or group of people for the purpgse of relating an- account of_

~

events and understandlngs it would seem :to be of critical-

v

signiﬁicance that he consider‘the questions For whom is the‘~

1

* study undertaken7 and "Who. will be identifled as the primary9

and secondary audience for the report of the study7 -After

all the function of the investigation is not just to generata

ﬂata, the information provided within the data .may be used in

different ways by ditferent groups of people ) The stance T

have taken 1n thig study is to view the exploration primarily

as a’ contribut10n<.to' the 'participants " understaanding of a

specific sequence of interactions (planning for i/plementation

s

“of the: IBP), and one which ‘may enable the individuals to

' realize their full potentialities ‘Qithin their situations.

&~

Secondarily, I view the- study 'as an endeavor - which

)

reconceptualizes .the. processas involved ™ in 'preparing for

ipplementation. 'By iuncovering"the’ meanings of the specific

'program of--studies _fo participants 1 ’hope to offer .an

"Opportunity for reflecting . on - these interpretations, and

contemplating possible alternatives IR “ o o

o

B

This study focuses on the interpretative procedures by which

teachers and administrators organize their program planning

'activities. AIn order’ forrlme_pto -begin to understand their

" framework. for acting‘in the world, I .must endeavor ‘to become.a

part of 1it, to the extent that .T. can share the . meanings

oo /‘
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‘(cf.' Cusick, 1973; -Shipman et al

1

implicit in the everyday situation For this redson, ‘it made
sense to select the work of -three Biology teachers for close -

observation of - the minutiae of. planning,v'since my. own

experience as a high ‘'school Biology teacher would assist'in

" the adoption“of an insider s’ or emic stance (Wilson, 1976°).

The extent of the researcher s participation in such prOJeCts‘

varies widely, as does the quality - of the relationship with~

informants. . The 'investigator may wish to ‘remain " as: an

unobtrusive observer, minimizing interruptions inuthevflow-of'

~

events so. that. his observations represent an account of events ’
“as they really are" This option of the -passive presencerg

(Schatzmann' and Strauss 1973 ¢ 59) is unlikely -to. be

maintained for very long periods of time, since the informants

in the case attempt to anOlve a stranger; preferring to. "be

observed by a partly known person not by a stranger.” Such

detached observations provide an outsider's" view of events;

the mednings of which _are not questioned The Observations

—~

and note taking in an elementary classroom by Jackson (1968)

provide an example of this acceptance of the daily experience

being as it is’ observed ‘ )

K

The advantage of becoming a;fulk participant In the.situation'

is that the researcher may gain insights into how it feels_to‘
! . L

be doing  the wq{% which would not be accessible to an outsider

., 1974; WOlcott, 1975).

Participation in the 'daily. interactlons ~of - individuals

comprising a working gYoup facilitates the researcher's

comprehension of the vocabulary and non-verbal ekpressions

used by group members, enabling him to reconstruct'with them

13



their meanings for events. However, the task of maintaining

an "anthropological strangeness” to the situation becomes a

problem when ¢lose links are formed ‘over a period of time. 1In

attempting to:- bring to 'light the. features of social

interactions, _ the researcher wust sustain a questioning

'Asensitivity to recurrent events. In this.study, the stance of

researcher involves a tension betwéen that of the committed.

insider and that of the critical.questioner While attempting

‘to ‘understand the partlclpants wgrlds‘*of planning, ¥

constantly query the taken—for—granted of thOSe worlds

During. the progress of this study; I att;nded administrative

meetings and public general meetings as an observer' The

observed proceedings were Erequently dlscussed in- subsequent’

conversations - with “individual partlcipating; planners.

Throughoutcthe extended. contact with the Biology committee,

-during ‘the acedemic year 1980-8l, my role was one of

observer-as-participant, perhaps‘better described as “{avolved

obs€rver” .(WOodS, 1979 . 261). .1 had no Arole to" play with -

respect to the Edmonton Pgblic School district; my 1nvolvement

was by virEue of a common background in high school biology

1nstruct10n in two Edmonton senior high schools, and 1in the

'social relationships which developed with the planning
participants. My interventlon in conmittee oiscussions— was
,étrictly limited, and I tended tp await {nvitation in the form
of questions directed to me. Such querles, witnout exception,
dealt with ‘my experience as a c¢lassroom Biology teacher.
Occasionally ‘I = sought clarification _of  the meanings
constructed during committee discussions, but generally I
waited for informal conversations to probe the participants'

perceptions.

14
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A key element Ln establishing X! worming relationship between"

"the co-interpreters in .a. study such as’ this is one of * trust

Schools -are particularly vulnerable when viewed ‘as obJects of,*

inquiry, as, - has been seen in the .study by Nash (1873),. whose.

'hostile commentary on: the teaching staff was not seen by them

A_until they read his book (WacDonald 1980) ‘In.another-study,

.gjjthe. attention giVen ’;t teacher—pupil inberactions _and

.v'teachers" consciousnesses and their social construction of

]

_ meaning was deliberately underplayed by the investioators, who

felt that to alert the teachers vattention-to these aspects

would radically influence their actions in unasscssable ways

(Sharp and Green 1975\j Appendlx) In contrast'to such a

study in which informants fagé viewed 5 objects;' other

“inquiries consider teachers as co- investigators who engage in

reflection-on their actions, frequently in dialogue with theﬂ

researcher,  and - sometimes in written' form,"such that the

[

&

study contributes ‘to thé participants .self—understanding

(Scheinfeld and MesserSChmidt 1979;;Eibaz, 1981).

My original introduction to  some of ‘the Edmonton participants

““in this” planning project for program implementation occurred‘

during an IBO workshOp in Denver Colorado, in geptember 1980,

at which some of the IB develogers and’ administrators spoke of
~thelir perceptions of. the program of studies At* this and
subsequent meetings,_I attempted to lay. out .oy interests in
following the progress of the project I also provided the
Edmonton participants with ‘a’ written statement of my intents

and interests in the »form of iy thesis proposal _In

—

.retrospect I recognize considerable dissatisfaction with the

outcome -of my- attempts %tojgconstruct aﬂ‘shared basis of -

7i&'v



understanding ’ It ‘was idealistic to hope'ifor ~ajispirit of

co—investigation with the teachers. As. will be seen in the_

—remainder of the report ) they had - been assigned a task to

T complete within a specific time. period ahd pausing to examine'

of the task as: they. percelved it.

l am indebted .to the Biology teachers for accepting ‘me as‘an

involved observer in their committee work ‘as' well as - for

engaging in many hours of informal interv1ew and conversation
I was. not perceived as a potential threat to their autonomy,
although it. was known- that I was in touch with administrators_

in Central Office One menber of another sc1ence committee.

apparently dld conSider the -presence of .an ohserver to be

threatening, and stated categorically that my. attendance at

their working Jseséions wduld" be dunwelcome""'Thus . despite

efforts ‘to explAin the intents of the study, cooperation was

ot necessarily forthcoming (Everhart 1975 212) and I 'was

hot” an observer,at those committee meetings. LT .
. N . N . ) ’ ) N :

v

(¢) . In . that fl"_am:'endeavoring to - disclose sthei'meanings. of

‘”ér particular program "held .by' those " planning for Sits

implementation I am engaged in an interpretative effort which

may be described as hermeneutical 1 My original concept of

the /problem presented by the project -of planning to melement

the IBP in Edmonton made sense from the perspectives T held at

Ky

that time Some of these, which will _be elaborated in the'.

followingdchapter, included the various facets of the notion

~

of perspective, as well’ as a number of varying conceptions,of-

the process of'implementation.‘ These formulations helped to

themselves in -action, would not have facilitated the completion

16



'Oive the study a sense of . direction,_although they were never
1mposed on the eXploration it was more a’ Case “of she

,'conceptual framework evolving as .I_ beoame a part of the

,."prOJect. And now that I have delved more’ deeply into the manyJ

aspeCts ,of;'the' project ) more questions arise and other
constructs ‘are’ contemplated.. For example what is. the nature

vof the relationship between partiC1pants prevailing COncerns

and the process of program planning’ ‘How‘is this relationshlp

o maintained and” 'why_.isi.it_ sustained in. this partiCUlar

situation?-

Thus T~ am engaged 1n a dialogue with the research prOJeCt

itself, one whlch . results in constant modlflcation of the

meanings attrlbuted toruevents and interactions,. In this

manner, - the “theory""ofg’the prOJeCt becomes the sets - of
.meaningS',vhich yield inSight and understandlng (G reenfield,

' 1980, : l):‘lv Such ~'theory" “'is grounded in:‘the, actions .of

'aparticipanrs in their specific context (Glaser and Strauss,_

11967 32), although an 1nherent difflculty in . déallng with

theory as meanings constructed in such concrete actions ‘is the

. 'tendency to Lgnore the broader considerations of‘ How the .

“soclal order is organized and” controlled (Apple, 1979 : 62).

DATA GATHERING -~ . -

The relevance and meaning‘ of events and 1nteractions are not
observable phenomena, and the researcher seeking to’ reveal them must

'learn to use a variety of techniques collectively grouped under the term

-

ethnographic (Denzin, 1970 = 365;" Rothe ‘and. Wérner, 1980);;}‘; S T

17



_The.ﬂtruStees fof ‘fdmontoh puhlic~—schools gave tormal' apprdval
forA‘thevtimplementation‘ of thev IBP - {n three Senior high schools in
Geptember'l981 at its régular Board'meetinglbniway 13 11980 In the
follow1ng September, 1 was given permission to study the planning for
Aimplementation of the IBP and for a twelve month - period l maintained

-contact 'with = district administrators)ﬂ sdhool administrators and
: teachers assoctated with the prOJect In an atteéempt to situate the

s_planning quite specifically, I requested and was given permission to

follow all the events.associated with ‘the LBP 1mplementation 1n one of

1

.the involved high schools Thesé ranged from a publlc general meeting
‘to - sell the program, a luncheon meeting for the principals of - feeder

Junior high schools, to an "IB" staff meeting. A complete( list of
~meetings attended is 'pfovidedv in Appendix A. - At many meetings. it

appearedf‘either. impractical or inappropriate, or both, to record the

proceedings. Under these circumstantes, I- made a written commentary of--

interactions.

During the sustained committee work of the Biology teachers, the
dally proceedings were taped,” -and subsequently_.transcribed. _These
committee sessions extended over three lsolated schoolfweeks (a total of

15 days);=one in November, 1980, the second in December,_i980, and the

third in"March , 1981 An air of urieasiness pervaded the dnitial

‘commlittee sessions and exchanges Qere. stilted and disjoiated. [

wondered, . also uneasily, whether my " preserce - (and that of the‘»tape

" recorder) was contributlng to the "unnatural” atmosphere. After the lce

had_ been’. broken in. these first sessions' my sense of intruding
’ . ’ s

diminished'to a négligible level. I felt that two of the three teachers
'completely disregarded‘the tape recorder and the third teacher revealed

some apprehension about 1ts presence only when the discussion centred on

o what might be called non—professional topics.

18



At the conclusion of. what the Biology teachers viewed as the first

phase of the implementation planning in .June 1981, I taped informal
individual interviewsz_ with the Biology teachers. Following tran-
scription of these tapes, I .drew up summary statements of what‘ll
‘perceived to be their views on the task of planning for implementation

-

the nature of the IBP, the nature of school science, etc. T returned to

-

the teachers with these statements, and together we reflected on their

validity, making modifications wherever necessary.

I held similar, informal interviews with four other subject area

teachers in the selected school, as well as with several.schooi and
-district administrators - All these . conversations were taped,

transcribed, and a summary statement . returned to all but two of the

part1c1pants for validation (these two left town) A complete list of -

part1c1pants interviewed is provided in Appendiw B»

N : : A
My personal .contact with members of the IBO is limited to those who
attended the Denver (September, 1980) workshop for new schools. At‘this

workshop, T 'participated in small group discussion with the Biology

" examliner for International Baccalaureate Vorth America (IBNA) and the 1B

Biology teacher from the United "Nations School in New York.

Presentations were made by the chief coordinator of IB examinations in
Southampton, England, and. by the instructor of the Theory of Knowledge
course at the U.N. School, New York. I have relied on the substantialn

documentation available5 from the IBO- for my interpretation of = the

developers' view of the program.

-

I have also gathered much of the documentation resulting from'the

Edmonton planning project, which culminated in a set of  course content - -

guides approved for use in the schools by the provincial Minister of
. ! R ' '
Education. I

19
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FOOTNOTES TO CHAPTER I.

. Hermeneutics’ denotes the sclence of interpretation Tn the social

sciences, the focus of hermeneutics is the interpretive methods,

used by man to reach the meaning . behind myths and symbols (Palmer,

1969) For Heidegger (1959 :‘29),‘ the essence_ of man's -being—_-

in-the- world is a process of questioning in which that which is

hidden is drawn~out. "into a concrete, historical occurrence”

(Palmer, 1969 : 150). Ghdamer (1975 : 333) has elaboratéd on the.

importance of questioning to »understanding: “thus a person who

seeks to understaad must question what. lies behind what ' is” said.

"He must understand it as an answer to a ‘question.” In additi~on

“such understandlng is, characterized tby the- circular.relationships

betyeen the whole and its parts, such that any interpretive inquiry

Wthh begins with a preliminary questioning of meaning,' underooes

imodification and elaboration as the elements of the. investlgation

are exposed and related to the contextual whole. - " .-

A

By 'informal interView I have in mind a'conversational txchange'

between two people who are prepared to share the meanings of thelr
experiences. The direction of the interyiew is guided by those
experiences which the participants' recognize as Arelevant to the
inquir‘y.‘ The interviewer does not select questions designed to

elicit the specifics of a situation‘,'but rather, questions which,

in revealing his “not-knowing™ of the experience " {avite the.

. partic1pant to disclose his interpretations\.

20
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| “THE_CONCEPTUAL FRAMEWORK FOR THE STUDY

I o .1Intr6dUCtiOn"

In'this chapter T outline the coneeptual framework within which
this exploration of planning for implementation has.. received directisn.
As 'mentioned earlier this framework 15 not rigid' but evolv1ng; not
1mposed on the research activities but reciprocally dependent on theg'
upractical inquiry . In disclosing these specific guiding interests for
my 1nvestigation,_I hoPe to illuminate for the reader any partiCular
biases which may be reflected An’ my acCOunt (cf Robinson, L974 : 2@3). L

A fundamental 'assumption in this ,inquiry bis.’that the individualy___
'participants in the. planning prOJect act with intentionality within any
particular situation ’ that 1s- to say, that each participant cognitively;
" constitutes For himself meanings in the situation ‘on, tne basis of which
he acts (Wagner 1970 : 318) T"ormation of these meanings is dependent
on the perspective’ of “the participant ‘Jand thus ’the. notion 'ofi
perspective is an important construct in my”~ conceptual framework
Building on’ the notion  of perspective, I, examine the poss1b11ities of
. meanings in the concept of program implementation. Recognizing that the:-
predominant view of this process has been that of placing a program -of -
"studies in a School L consider alternative ways of thinking about the'.

process. ' S ' K
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.

A third s1gnificant component of my conceptual framework which ‘has

grOWn with the inquiry, 1s the problem of the linkages between the micro,'

~contexts of participant planners and the macro conagh: of social order.

© For the individual planners do not- act in the isolation of a unique

school system, they have chosen to become a member of the- International

o Baccalaureate Organization (North> America)' they 'are) citizens of a’:

'Canadian province “and members 'of the - western« economic technocratic

community in the second half of the«twentieth century

*"The,Notion of Perspective

Planning ,for‘ impleméntation <involyes. both 'direct» and.vindirect. o

Lnteractions--among indiv1duals who, as 'developers" administrators<

teachers, and evaluators, prepare themselves to become participants in a
program of studies f-An-understanding of the manner in which meanings
'are_constituted by-these‘individuals, and of * the strateoies by which

these meanings' are fcommunicated among (and sometimes Imposed on)

‘“j“the participants :.may:,be. gained from-,the/.social, phenomenological

‘,descriptions of Alfred Schutz.

.« In his.analysis of.everyday'life,'Schutr-develops the thesis that

it 1is the wmeaning"Of our: ekperiences which ‘constitutés ‘our -social

: reality, which may be called our. everyday lifef; "wOrld of daily life",
©or the. common‘sense world. - If we wish to examine the "meanings or

interpretations"of this everyday life iwe’ must first recognize

~:_that unless something happens ‘to' disrupt “the ' flow of events, -we

take for- granted this reality which we have constructed. Consequently,

it s necessary for us to’ stand back, as\‘it' were, and disengage

. ourselves from these taken—for—granted events in order that wey may

-
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:focus ‘on’ them} " In other Awords meanings ate’ not dnherent in . the .-

"experiences themselVes, it is necessary for ‘us’ to cognitively constitute~

) .them (Greene 1971 B 264) o ' At—"i

~

The way - 1n which an individual orders 1nterprets and subsequently

" acts ‘in the SOCial world is guided by m‘viewpoint or perspective

This includes hlS beliefs A intents and motives . deveIOped within a-

_scheme ot reference which has been passed on to him as an historicalg

‘,accumulation of interpreted experiences by parents teachers and other

humans Slnce the biographical cxperience of each 1nd1:1dual ls unique,f

his perspective (or orientation) is his OWn,.even though there may be

:some degrees of overlapping. Indeed, it 1s the extent to which,these

d'individual orxentations- coincidef that' maPes possible 'the notlon-*of\"

-

"groupsﬁ 'of ~persons Thus in a. pIOJeCt ,of program unplementatlon,.

\'participants are Lnterpretlng and acting from their indivtdual andYor

¢
o~

"‘group stand points that is from multlple perspectlves

Of the’ several aSpects of everyday liEe considered by~ Schut7,\one”’
deals witq the manner 1in which the indlvidual orlents ‘himself '1n_order2A‘

.to make sensé of the world ln whlch he flnds himself From the vast:

e

'.complex of - his- swbjectively experienced plans, certain elements prevall

)

:at particular moments which direct the focus of his attention and whith~

" determine,'his selection of information from previous experiences

enabling him jto define his situation thinkingly, actingly, emotionally,

_to find his way in it and _come. to terms - with T (Schutz, 1966 : 123)
vOur choice of what We select to see at any particular point in time LS‘
Iguided by .a motivational focus (Wagner 1970 319y whlch‘welmay call'

l - N >
-the ! 1nterest -at- hand and we. .act towards .the realization f this

";interest. However, the interest—at hand is not an isolated element in'

i
-

:-Aour: everyday pIans ,.B. . part of a. network of interests»_in .whicn ‘

-
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, achieving the interest guided plans ‘

_priorities 'are' constantly changing '. These'vinterests determine _6ur

_System of relevances which at any particular instance consists. of zones

of prlmary and secondary relevances and of relatiVe irrelevance (Schutz

‘1970 33 wagner, 1970 : 321) In the‘primary zone ' of relevance, the
-individual is able to utilize his experientiaI knOwledge to reali7e his‘

1nterests at- hand whereas in secondary zones importance 1is ascribed to'

only those aspects of . the svtuation which relate to the conditions for
\

EEN

’Schdtz} 0197Q 126) makes thE‘ distinction between _1n~order to

“

-motives and‘"becauserof motives The former refer to the experience-

of the individual intent on. realizing pre conceived goals, tney gulde

. and underlie his actions planned to accomplish the chosen goals Cand.
_ they are _the dominant interests at hand. ~ @he: becauserof motives

reflect the past experiences of the individual as he looks backwards on,

his actions Program planders’ may embrace the assumptions and beliefs_

associated with ‘ in—orderfto , motives, -as' well,fas the "chCerns of

. <. e

because ef motivesg*"

The development of a program of studles by a. group of educatorsy
gathered in Geneva- was guided 'by the beliefs and' motives -of this
particular group of individuals, in -a partLCular time dnd- place.  -The

resulting program now known ‘as. the IBP, is a reflection. of'rthe\

perspectives of its developersf‘ Underlying the IBP are the developers
presuppositions about knowledge and education students and: 1earning;

teachers and teaching, and man in a social world ’

'hf:';: The ~administrators and teachers_.in _the Edmontonf\public school L

district are two grOups of; educators. tavolved “ln " the planning for

‘~implementation,'of IBP - into"new' situationsr. l'The' actionsr of " the

. 24



individuals COmpgising these‘ groups Aare"also guided by beliefs and:
.interests shaped by intents and experiences.. The degree to which theA

_ perspectives eof the planning groups -coincide_ with those ,of;’the»i

25

’ ’developers poses the problem of program implementation. " The extent to'”‘"

which such El plurality of perspectives is recognized may be the key to

‘creative planning. The perceived perspectives of the IBP developers and

'the Edmonton administrators and teachers are described in Chapter III

P }.;;‘: Concepts ofhPrOgram lmplementation”

P

The interpretation of a program of studies is dependent on the

recognition of our membership in a cultural heritage a tradition viewed

;'bv critical theorists as generating constraints, distortions and '

alienation- The framework provided by Habermasﬂ(l9?2) suggests a number

of orientations for examining the contemporary practice “of . curriculum;

v-yimplementation and contemplating the inplications of the—altérnativeg"

'conceptualizations

According to dabermas, man s 1nterests ‘fall into tnree cateoories,’
each’ of which determines the nature of activ1ties to be pursued and the
mode . of the knowledge to - be accepted \Jithin1 our .modern industrial

society, the dominant interests e in the efticient and predictive

contro} of the intellectual and technical world (Habermas, 1972 T 3015

> Y

Apple, 1975 :-127). - Such guiding interests tend to act as 4 filter,

which excludeés” consideration of alternative possibilities for {nter—

/

preting manfs actions. we allow ourselves to become trapped within the

4

5 confines of .one  set of ‘interests because of our‘ reluctance L to

-

contemplate other modes of consciousness such as that An- which interest

is focused on the cdnstituted .méanings of 1ived experience, stemming

N



from the basic ‘activity of .communicatingb in"a social world. -This

. orientation has beein . called the situational interpretative (Aoki, 1978)

7,

or hermeneutical stance in - contrast to the empirical~analytic “mode

;gOVernedrby 1nstrumental dnterests. 'A'third-interest'is'emancipatory~

"and gives'rise to reflective’ concern for;the human_condition,'with.a

WSubsequent'call'for active~involvement to improve it.’ Tt s from this

crltical stance that Paulo Freire (1972 1974 1978) has " engaged {n a_

ndialogical involvement with humans around - the world."- He ' concelves

- \

education as the practice of freedom in whiohkindividuals disCover how..

to particxpate in transforming the world The essence of -such a’

-

vpractice is the creative encounter called dialogue

i .v r

Tliere are many. orientations _for~ inquiring into program planniag |

rand 1mplementation "~ The _foLlowiﬁg- represent three possihilities'

an empirical analvtic stance , which conceives of‘ implementation

T as installation, a situational interpretative stance which ‘views

implementation-as Lnterpretation, and a,critical stance which conceives

~

of implementation as reflective action.

1
B . .

TMPLEMENTATION AS INSTALLATION

From the technical perspective \program of studies is considered )

to be a prescriptive package of means— ends brelationshlps, ‘-which

- o

methodologies ‘have been devised" ‘to jattain certain formulated ObjeCthEb.

' considered to be indicators of desired pupil achievement ' The program

_is” defined by the content 'of the courses and, the’ recommended

) 1nStructiona1 approach for achieving the specified objectives It‘isﬁ

'~assumed that developers planners teachers, students and parents view

: ithe.package in the same way,'as if from the same perspectlve The roles
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adoptedn,hy individuals- in thehltask—oriented"hierarchy iofl‘a public
school is assumed tO'icontribute ,to':this. unified ‘perspeetive;:.pThus
administratorS"control E he.‘managerial aspects of the package,‘ and
'teachers dlspense the—contents to students 3n the classroom EvaluatLon

of. the program implementation will be in terms of the goals set‘ for

the. program - ‘such as specified levels of achievement in,_objective»

‘examinations.

‘This ‘orientation to program implementation .is ”analogous t6 the

installatlon of (say) carpeting thrOughout ‘an lDStltuthn Once the
budgeting Afor‘ the idear has been, approved -hy _the‘ administrative
purse holders (adoption of the program) the Lnstitution (schpol svstem)
is appraised and the specifications noted so that the fitters (program

planners) may prepare for installation by trimming the carpet (program

: of studles) to the appropriate dlmensions In general the fitters do

not require assistance from the occupants of the institution (teachers
and students) w&o passively accept theAinstallation as ‘an addition to

¢

their everyday existence

o ihis installation view of program implementation has"lent,itself
readily to a systems approach for” anuiry In order ‘to predict and

control the transfer of the package, theorists ,attempt . to- derive modtls

which demonstrate the nature of the interrelationships between system'

‘components. Havelock (l97l) offered two models of change, both of which

passume a’ linear progression from Fesearch to development to diffusion:

and adoption of the program package, that is," a one-way transmission
from originator of the program to receivers of the' . prograu. Following

the scheme ‘conceived by Rogers (1962) the social interaction model is

( mostly concerned with the processes of adoption of the package,~ and

postulates 4. sequence of ‘awareness, 1nterest, evaluation and trial 4as

¥
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V
préceding adoption of a program. (In"mhe Research, Development and
Diffusion (RD & D). model, the activities of the disseminators of the
program are broken down into seven sub~stages, in all of which  the
“receivers” of the program remain essentially passive.

The investigator ~working within this brienCation to  program
-development and implementation tends té be . preoccupied with quanti-
fication;‘measurement;'and management of ' program factors which -affect
the extent to which a’progrém is used as Intended by the developer, that

' is, the fidelity.of the impléméntattdn.(Fullan and Pdmfret, 1977 : 360)1‘

Features of such fidelity studies are instruments designed to assess

behaViOral differences1among teachers (Naumann-Etienne, 1974; Gross et
gig; '1971)- or teacher éttitudeé (Wint, 1977; Hestand, 1973), and

attempts to correlate certain behaviors and attitudes with the extent of

implementation. (Bjork, '1970; Duet, 1972). These studies imply that

cause-and-effect relatiodshipslexist among the factors at’ play during
imﬁlemgntation;“and that if the relationships can be characterized in
sufficiént detail, tﬂe process will become apenable to efficient
‘direction and control. :

The RD & D model reached. its prime in the léte'1?60's, and since-
then its influence'has.declined consfderably. Guba and Clark (1975) who
were responsible for the RD & D ‘quel_ known as ‘the "Ciaﬁsification

Schema of Procésses,Related to and Necessary for Change in Education”

(1965)," have mow abandoned ' the approach, noting that the systems

petspecti&e_ﬁas tended to produce efforts which are “centralized, narro‘. :

and unimaginative." _-Théy add that such a vView does not take 1nto
“account the idiosync}atic goals of individuals, and has led to an‘
over—controlling and -over—centralfzing of programs. They have
. reconceptualized program deQelopment “and implementation in terms of

community relationships and interactions.

-
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Rogers (quoted in House 1979 4)”hés"alSo“modified»hisupOsitiQn'

'Qﬁ<p diffusion ”6%”' educational programs, . identifying ' three ’ major '

\‘3‘

h‘deficiencies. First he recognizes a- lack~of attention to the process

of innovation Second he SUggests that there has been bias in favor of

) .l

-’einnovations Third he considers ‘that ‘there has been an- OGEYnemphasis of

‘ﬂ:the individual as- the unit of analy51s due “to ¢ a psychological bias.

In spite of criticism and unsuccessful results 'the technical model

,w*’

~for implementation is not easily relinquished and fn many educational

systems the belief remains ‘that 1t is possible to transplant a program

"into’ a school or school system. S L ’

“IMPLEMENTATION AS. INTERPRETATION .

- If 'one presupposes that participants in an educational project are

“__uniqueJ purposeful individuals, which is the case : in this study, then 3

program’of studies may be considered In terms of the multiple meanings

f'pe;ceptions and ° assumptions held by the_ members.'_ For each involved
person, from his. particular'.vantage—point in space and time ‘a
particular seff of meanings for the program will emerge and evolve

Inevftably, the intents and meanings “of- the program for the deveIOpers

wiII"HTffer from those of the planners preparing to use it, because of

"7 the- variations in time, place and purpose of the indiv1duals, and the .
) perspectives ffrom which ‘they’ interpret their experlences ~If the

'”~‘fidelity of implementation is a priority, as, it night be in situations

’in which studentsv achievement s subject to external assessment the

program of studies requires interpretation because "it entapsulates,]

'the meanings (intents, motives, ‘plans and outlooks) one group

’

(the program developers) which ahnothef group (teachers, students,

&



T

_parents) attempts to grasp” (Werner, , 1976 :'205) The:interpretive act'
'isf'that of' endeavoring~ to.. imaginatively ngJect ‘the in—order to and.l

‘r:because of motng of the other person as 1t if were their own and Luse

the fancied carrying out of such an action as a scheme ’in which
interpret his lived experiences (Schutz,i1972 :_llS)1

¥

S . R [ N

The ’ﬁifﬁiculty with attemptlng to - prOJect‘ oneself into ‘the

"framework -of - the deweloper of -a- program of studies is that .as-a planner

\”teacher, or, student,veach,individual inevitably constructs his own frame,“‘

2

- of referente ;grounded in personal _motives ,actions," context, and

logic= in—use . Apd the qprogramkievolyes,‘vnot"as a ' consequerce . of

A}

. proJectinggnthe ;develOpers’. fntentions ‘ but |as a product of the

assumptions "and orientations 'embedded in the- practices; of_hthe

'*participants EXemplifying the {dea of currlculum as practice (Young,

1975F5 l33)« ¢ From this viewpoint, knOWledge is rperceived not: as a

commodity' ‘oc be distributed or transmitted .but . that which s j,

3

‘ accomplished in the collaborative work of teachersland pupils W This

"~goes far beyond!the concept of implementation as a process of . mutual
: adaptation (chaughlin 1976) although the basic premise for.both is
 the notion of mult{ple‘perspectiveS. '

‘ Fullan-and Pomfret (1977\' 361) suggest that ‘a curriculum change
involves'five’dimensions; zchanges In (a) subJeCt matter or materials,
(b)"organizationai structure, (c¢) role/behavior, (d) \knowledge and
.understanding,' and (e) value internali7ation T am suggesting that

- concerns falling within the first two dimensions are dealt with in the
technical orientation of the planners, whereas the concerns of the
remaining dimensions are encompassed by the view of implementation as an
'interpretative process. . As Fullan and Park (l98l :21) suggest,

lmplementation will occur  to the extent that “every teacher has the

opportunity to ‘work out the meaning of implementation in practice.'

30
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Ideally, implementation as interpretation would include the 'shared~
o understanding among participants of ‘the presuppositions valueg and

fassumptions which underlie a program (Werner 1979) .If developers,
"'administrators and -teachers 'examined their implicit beliefs about a
‘program'and‘its implementation, they would have a basis for interpreting

and coming to - understand any discrepancies which-. exist among the groups.

n,Such self examination w0uld be an essential task prior to, constructive

communication among participants involved in implementation . We tend to -

u:assume that our perspective of "4 program is interchangeable with the-
perSpectives, held by those with whom - we »communicate and hence we
generally believe that we ‘understand ‘one another.f It is not usual in
vimplementation planning to- make the matter of communication a problem.

However recognrtion Q{ the multiple perSpectives from whith a program

‘may -be view , l.e. éhQse of developers administrators, teachers;

students, invites those involved toA‘consider' the conditions necessary

- . a1

foriShared'understanding.

MPLEMENTATION AS' REFLECTIVE "ACTION T

Although curriculum implementation may be- understood as retognition
) of multiple realities “for participants there is no-related call‘to act
upon the explicated meanings with -the mpurpose of improving _the-
conditions of program members iYetH surely ‘an integral aspect of
educational research is f he critical evaluation. of the quality. and
direction of the course: of ilife provided in‘-schooling" (Popkewitz,
1980 HET Interpretive studies -within the purely phenomenological .
framework, while providing for the possibility of enhanced communication'
and understanding, have . been criticized on a- number ‘of grounds;‘

primarily that of failing to provide participants with strategies for



changing their situation, and secondarily, for ignoring the features of

A - I : )
the broader contextual framework (Egggeston & Gleeson, 1977.: 24; Fay,

1975 :-82; Sharp & Green 1975 24). -The interpretive orientation An

Vits.toncern ‘to portray teachers and pupils as theorists in their own -

right - has also become " abstracted from' the constraints of the

teachers' 11 ved experlence” (Young, 1975 : 135).

In the critical stance, a program of studies is viewed as a .set of

assumptions; beliefs, and values.t It Ais"shaped not only by the

interestsvof individual participants, but by the broader interests‘ofv

" societal .groups subject to diverse economic, political, or cultural

,attachments. . _Critical implementation ~requires_ that the implicit.

features of a program "be dlsclosed by the planners invorder that 1its

1mplications may~be studied.; Tt 1s necessary for planners to understand -

the relations among the values and 1nterests in the program during its
l‘

socio—historical develOpment in order _that 'they, the planners, might

transform the program..' = This view: of implementation,'as "practical
action™ or ‘“praxis"”. (Aoki, 1980) conceptualizes implementation as
critical -reflection and -transformativei”action. Competence 1in

_ . . . - L . .
lmplementation represents an endeavor to free the planning  teacher froam

hidden assumptiOns<and-intentions,.of_both himself and' the program.

ln'Qhapter v, I‘focus on the perceived dominant interests of some

- of the Edmonton teachers as they are reflected in their coencerns during

the planning period " Recognition of these lnterests will assist us. ina
better understanding ‘the orientations of involved participant groups to

~

‘ planning for IBP 1mplementation
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The Problem of Linkages Between Hicro and Macro Contexts‘

of Program.Impleméntation

" So far, I have diseussed the conceptualizations which deal nminly".“'

with the microcontext of program implementation In particular "I have

~been. concerned with .how -the perspectives of those involved individuals

give ‘rise to dominant interests1 and _how, in turn, those'-interest¥
N . ). 3

direct the nature of the activities of'the‘planners " The emphasis has

been on the individual participant and his sensermaking in a Specific

-'ituation at a particular time, However the view of implementatiOn as. -
. \ B

reflective action entails ‘the situating of - local . interactions into a

much  broader, macro _context., For as vwhittyl and  Young (1976).

comment, “the implication to teachers [that]y,tO"suSpend» their own :

taken-for-granted assnmptionsv‘and' to examine 'critically their ™ own

practices would produce a transformation in theirijactivities was

;ludicrously naive. oIt was - naive because"there’are limitsutocpeople 5.

‘possibilities for action - These limits_are_imposed on - the situation_

by interests not necessarily directly connected‘ with, those “of the

‘participant educators, but integral to the macro context of education in

soclety. For, 'suggested by Bérnsteln (197l : 47) "how a society

‘selects, classifies distributes,- ,transmits ~and evaluates the

educational knowledge it considers to be, pnblic, reflects both the
distribution of power: and the principles pf social control.

In: his endeavor ‘to elaborate a thedry of cultural transmission,
Bernstein (1975 : 2) comments - on the micro and macro levels of analysis

_acknowledging difficulty  {n moving to the macro analy51s "until I had

-

some grip upon. the local relationships at the micro aspect v I think

it is. possibly because I am sensitive to interactions and once these are

part of my experience I can begin to intuit what I take to be the -

-structural principles which they embody
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proceSSes contribute to the maintenance and reproduction of ‘the socialﬂ‘

hY

The difficulties associated with attempting to movento-the macrol "

PPN -, v

and Hargreaves (1982) Hammersley suggests that two maJor strategies

-t

- %>5:iimension in an empirical study have been noted by Hammersley (1979)....tn., =

: have been adopted for dealing with the problem when working from thelfilﬂ

. 2l . &

interactionist framework2 in .the first interactionism is replaced

N

_at the macro level with alternative approaches such as. critical theory,’

freproduction theories etc.[r The second strategy is to incorporate the.

interactionist analysis into *a macro framework _as exemplified by the"

" case studies of Sharp and Green (1975) and Willis (1977). 1In the former

study, the authqrs attempt to - 1llustrate the - meact of material reality;

power and control on the relationships constituted in the classrooms of

a progressive primary ’school. ln his‘ethnography of'working class boys

'proceeding through their last: [two. years at’ school Willis' follows uo -

~

'with an analysis which examines the ways in which the observed cultural

& 57 e Yon

.order Willis3.employs key analytical concepts to interpret the lived

"experlence of his- subjects and relate their liﬁestyles to the role of

‘ institutions in cultural and social reproduction Iheﬁstudy_illustrates'

S

" the necessary search for connections or linkages between the micro - °

and macro dimensions while avoiding “the onerway 'determinations. of

individuals existences)'and“thé ‘mechanistic :theorfes of economic | and

. cultural reproduction ;underpinning them_ (Applem l986’:w6l; ‘Sharpi

';l980;: 138) : However critics of this approach,,. such as Hammersley -
(l979‘:‘202) .argue that a single case study is not a sufficient data

" base forfan attempt to reconcile sociological approaches but also‘to-

document a. substantial chunk of the social world

Hargreaves (1982 -: 120) suggests that there has ‘been “an avoidance

‘of empirical research . or reluctance to develop and test theory through a



-dialpgue wirh carefully analYZed fempinieali'euidenceJ*»‘resulting”llnl"

u:unérounded distorted theories . Hargreaves is. partiCularly critical -of

”the commitment to social change upheld by‘many Warxist wribers providing=

"“”commentary in the macro, dimension He urges. researchers to- distancepf""“' ’

"fftheir pplitical involvements from the sociological analyses,,in order to:ﬁ;p'.‘,

; aVOid theoretical narrowness and analytic distort10n (pr lll)

: In addressing the problem of conceptual linkages between tne macroc.;

"and . micro dimensions of ociological analysis it may be useful

',permit a shiﬁt in attention from‘“the jspecific ginteractions . of"

individuals as .they occur in observed events; to the. pattern of these

N interactions. -One. such attempt to span " the micro—macro analytical

<

approaches is illustrated in the negotiated order perSpective elaborated

by Strauss (1978) Making tne assumption that negotiation is: an,[‘

Lntegral component of any social order, ‘the perspective-seeks ko link
micro analyses of negotiations among individuals in organizatLons with

1 RO
»

the features of the social settings in which the negotiations occur:

bUt in their critique of the approach'~Day'and Day (1977) argue that

v,

’”Utheoretical considerations have been largely submerged within a series

.'of fairly speciﬁic- grOunded case studies' (p.: 126) and that the

potential $fo, exploring the connections between the 'negotiative

v‘processes and macro—level issues of power and control has not yet. been

jexploited

l
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or knévledge of thought and action.

.- FOOTNOTES TO. CHAPTER II -

o

;iﬁ‘ Knowledge“.an Human. Interests, Habermas .usésv thef term-

. interests to refer to the interest—bound,character of different

forms of knowledge ° They are- the basic orientations of man,.rooted

i'in the activities of work and interaction; including learning and

: L
1nterests- is also used to indicate the motivational focus . of

‘

vindividuals or groups with particular obJectives It‘is in- this

sense that Schutz understands the term. In this report interests

designated as’ technical interpretive and reflective are understood

“to be related to activities ,ylelding. empirical knowledge meaning ‘

b

. The sovcalled’ Lnteract{onist framework is a loosely defined

_approach which draws upon the theoretical perspective .found 1n the

writings gt G~ H. Mead It is significant for this report tnat

.

'Alfred Schut7 was influenced in his thinking by Mead's description
: of social life as an active . accomplishment of purposive,

knowledgable actors. But 'social' in Mead's accOunts'is limited to

-

. familial figures and the generalized other and he dld not extend

his . descriptions to- society at large. It is this failure -to

elaborate ,5n'_ch§ conception of é differentiated society that.

presents a problem for those wishing. to consider social practices

from an interactionist standpoint.

‘arriving at* ‘mutual understanding - Itlfis,.unfortunate 'that‘-

N
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‘which they were bora. - * «- . = =

Willis (19770 useS'the notions of penetration and limitation to.
approach a deeper understanding of ¢he cultural forms observed inh

his ethnographic study By penetration,vhe means an . unrecognized_A

- 4 *

;assessment of the reality of séhool and work by the students-in‘

v s

. response to the conditions 'they have experienced 5 The students

‘

2

see through schdol work as mental iabor associated with obedience«.

-

.and conformdty., They learn to work the system, pursuing strategiesllff

._ of resistance which COunter 'the official activities' of ~ school

-

Howéver, these unconscions insights are prevented from resulting in

any social transformation by d1Vcrsions,» or - limitations 'which';'

frepress disorganiZe and prevent the c0unter culture from reaching

itS‘pOtedtial 'AIndeed the emergent cOunter culture works against

the’ students, returning the@:to the social division of labor to

‘.. RN ) R
-



CHAPTER IIT

'THE PERCEIVED -PERSPECTIVES OF PROGRAM DEVELOPERS.AND PLANNERS

I

B A *c.;;. _j."};';l'Introductiod.i"- l

‘As'Ihhave“suggested in the previous chapter the"acts‘ot progTamf‘
developing an ﬁlanning ﬁo . implementation  are guided by the ‘
perspectives ”of_pindlvidual 5participants \w.The 'maJority of;'these

*participants ‘are members\of distinct groups, identifiable by the: nature .

o of their assigned and accepted :esponsibilities in this eddcational R

project ' Membership ~in' such pa, group carries with it certain

expectations for the expression of interests by its members .such that a .’

'.shared outlook on the planning activities is projected by each group,

’even 'if the concerns of the individuals may not be entirely consistentd

“with it.

'I begin this chapter by characterizing the' percelved '"interestﬁ'

'~groups in this project of planning for. implementation I then'elaborate'

on the groups perceptions ‘of the need for the IBP and its wOrth' 'Any”'

':program of studies implies 'certain 'values' and assumptions about- the'
"_nature 174 knowing and learning, and of being a student and a teacher ..l('
examine the values and assumptions which appear to be; held by‘,the
planners and~ compare them with those implicit in the IBP:Iitself
3Finally, l contemplate whose interests are being served by the planning"

. to implement the IBP in the Edmonton public school district.

-

!
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‘The -"Interest” Groups
. . : T ",‘. I L

THE DEVELOPERS OF THE .IBP -

- . - K R S ; R

-y

Develogment lof"the-’program‘ of studies_'no known as  the -

International Baccalaureate Program (IBP) spanned the yearﬁ from 1962 to- -

’

,:1969 . Playing a major role in the sponsorship of the: development

social studies teachers in .the’ anlish language section of the.Geneva,

‘

International School prepared an experimental examination for use in

June 1963 The following fall ‘an International Schools Association

(ISA) Examinatlon Advisory Committee was formed in order that members of

'.the Craduate Institute of International Affairs in the University of -~

Geneya could assist with the planning of ‘the 1964 examinations . This

committee became the. ercutive Committee/ of-« the new International

JSchools Examination Syndicate '(ISES) ' the séparate legal..entity

'established to handle -the formation and -operation of the university"

: entrance examination program. Atlantic ollege in ‘Wales, was brought”~

:into the Executive Committee of IShS as a full participating partner‘

’with the Geneva School in l964 (Léach; 1969).

¢

.

During. these ‘early vyears, a éroup of ! sponsors composed of .

distinguished 'educators jand international civil /ﬁhrvants {n the

-

neighborhood of Geneva, was Invited to select a directorate which woulds'

>

‘ assume -responsibility for major policy- making of. the ISES. French

.jGerman and . American educators became associated with the Council of the
;ISES‘ Cin 1966 this “consisted of ‘twelve distinguished international
personalitiesh of whom three were British, two French and seven. from
other nations The first language for half the members was English,. and

‘for one. tbird of the Council, French. Professor A. D C. Peterson 'then

head of. the Department of Educational Studies at Oxford University, was

1
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' appointed Director of the organization, now known-as.the\International

- Baccalaureate Organization (IBO) ‘ He was tb be assisted by two

the ‘current Director) andADr. William Halls  of" the Oxford Department of

~Educational Studies. " Both had- been -active members of the old Executive"

tCommitteE.

Mr. Peterson, served as Director part -t ime until January 1967 and

' consultants, Gerard Renaud of the Geneva International School (and now,__ﬂ-:1

‘.full time (on his sabbatical 1eave) for six months thereafter. At the '”,

'conclusion of his sabbatical, R Peterson retained his part-time
directorship, aided by full-time resident, assistants Renaud, and

Sellars, an. educational administrator on two-year leave’ from the Inner
. \

o
uondon Educational Authority (Wayer 1968 :0229).

At the time of the formation of the IBO, Mr. Peterson'was also a

" nenber of the@Council of Atlantic College in dales which together with

the Geneva school (Ecolint) served as the site for the 1967 experimental:

examinationsg in .history, geography (Ecolint) Tatin aad physicsn.

(Atlantic) and modern foreign languages (botn) Mr. Peterson,travelled
Widelyl making personal contact with educators around the’ world. He
remained.~head of .the Oxford Department of TEducational Studies iuntil
‘_l973, and Director—General of ‘the IBO until his retirement .in 1977.
"There is no. question ‘that 'as a result of his writings' and ,personal
‘cbntacts, 'Mr..'Peterson ;exerted"a significant influence “in " the

: develogm?@tidf’;he I3P. ng;'Peterson was succeeded in the position of

. Director—-General by. his assistant, Férard Renaud, while accepting the

' Vice—Presideney“of‘the IBO Council. to maintain his personal link with’

"the organization to which he had devoted much time and energy for over a

decade.



courses {n the IBP was delegated to gr0ups of teachers (between five and
ted in number) known as subJect panels. Between the spring of l965'and
",the end ,of 1967, there were abOut thirty meetings to work on- the task of
preparing syllabuses and examinations. Nobody was-paid Eor’attendance

*

at these meetings or . relieved -of ‘duties to prepare for' thém. - Né

The preparation of content outlines and examinations for different

meeting lasted longer than three days (Wayer 1968 E 220) ln‘all, 148

educators were. involved 1n the production of .the eleven syllabuses,
108  of whom were’ teachers in international schools (or.. their
equivalent) 40 were University of Department of Education level; 36 of

the teachers were associated with the lnternational School of Geneva

(Leach 169 ¢ 113).

i - -

‘EDMONTON PUBLIC'SCHQOL ADMINISTRATORS -

o Two groups may be differentiated here on the grOunds that the
participants in Central Office make decisiops on behqlf of the whole

school system whereas the high school administrators (i.e. - the

principal and vice- principals) make decisions which affect the running

of one specific school

CENTRAL OFFICE ADMINLSTRATORS

) At the time of this study, the city school system was administered
by a hierarchical ~organizatlion headed by the appointed Superintendent
‘and eight ASSociate Superintendents,_-six of whom were directly
responsible: to the Superintendent' forA the overall management‘ of a

specific geographical zone within the city. Assistant Superintendents

N . . | ., s <
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©of major divisions such as Student Services, Personnel, Monitoring
Services . and “Curriculum, were assisted by Directors (eight) and

Supervisors. (sixteen) in specific curricular and instructional areas.

The administrators directly assoclated with the planning for
‘the iwmplementation _9f the IBP 1in Edmonton 1included the Associate
.Superintendent of Tnstructional Services, the Director of Curriculum

the Director of Program Development and the Art Supervisor.

' - The'Superintendent of Edmonton School District No. 7 is accountable

to an elected Board ‘of Trustees, which meets ueekly to consider policy’

for the school'system. At least'four of the Trustees at the time of
' S e - : .

this study were (or "had been) full-time educators. ‘

HIGH SCHOOL ADMINISTRATORS

Of the. ten. senior secondary .schools 1in the city public school
system, only four- of tne administrations submitted proposals requesting
approval for their participation in the International Baccalaureate of
North America (IBNA) For .reasans not entirely understood by anyone

with whom I enquired, only‘-three of these proposals received initial

appproval, . the founth being accepted by the IBNA 1{in the following

calendar year.  The official ‘reason given for this selection was

that IBNA was unwilling to expand too suddenly, and only ten schools

were to be accepted .into the organization in Canada each calendar-

© year. However, all four city scnools will introduce rthe program
simultaneously, although teachers from the fourth school were not

members .of the curriculum planning comm%}tees (with one exception).

e 1

p- >
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. "TEACHERS

R -

-,

It is the responsibility of theq prin$al$nd vice principals
e g

schools there may be open discussion of each proposal at a staff meeting‘

-

atténded by all members of the 'staff. In bther schools a proposal- may

be Considered first by the administrators and heads of department who

- o

will then relay to individual members the essence of the propﬂsal from

his standpoint There .- may, or may not be a general staff vote on

whether to accept a proposal for new programming

S
-

4
13

: -In recent years, the- administrative management of the ‘Senior high

schools has become .more or less autonomOus, particularly with respect

to financing. The Jselection of ‘courses thus\ becomes subject to the

. financial implications associated=with providing staff and resources for

a program.

s
»

. '.,' '!)
approve or reJect specific c0urses proposed for their .school. In s¢me -

The. June 9, 1980 Staff Bulletin of Edmonton Public bSchools B

“~ - EA

announced'to the system that three named high schools would offer the_

International Baccalaureate Program commencing September 1981. Teachers

' interested in becoming associated with the. program were invited to
.contact the_3upervisors of instructional staffing. The Director for
A,_Program Deve10pment 'suggested to vprineipals %& schools "considering

participation that the minimum standard for teachers volunteering to.

-

teach the higher—level courses be an honors degree in that subject. All

bzthe principals responding to .the invitation to participate 1in the

uprogram supported the teachers already in place in their schools. The

following comment characterizes the stance of the principals ‘involved:

- - = . . -



"We- already have arnucleus of wall—qualified"and excellent teachers who
undoubtedly could handle the program with no greatr~
in~service, etc.” Noting that natural attrition necessitates some staff’

appointments, the same’ principal allowed that. the . program would be an

attraction to those with ‘some rare expertise to become associated with

the -sehool. A second principal noted that hisu staff 'members were

selected ‘on the basis of his academic and professional qualifications,

demonstrated teaching ability, and firm belief i the importance of

'challenging the ‘gifted student to achieve excellence.” And a2 third

principal regardedl the essential requirements'.for a successful IB

teacher'to be "motivated ahdﬁcapable", attributes which characterized,

. current staff members. . Thus, with the exception of one English teacher,

who was recruited to F1Il a position' which became available due to

natural attrition, all the members of the group identified as teachers
in this study were alrBady . _the staff in the ‘schools opting to
“introduce the IBP.‘ Enthusiasm for'the implementation of the IBP could

not be described as unanimous or overwhelming. ' Some teachers indicatedA

that they had- been "volunteered";.and as one explained, Now that . the
school is 'in the program, T am the only person available to pnesent the

-

subsidiary~language course, "

Although a few of the participating teachers possess a Ph.D. inf
their subject area, some of. the incumbent teachers do not hold honors
degrees in their disciplinary field. The maJority of the teachers have

been employed by the Edmonton school system for ‘more than five years,

" and are regarded by the administrators as experienced and responsible

Many of the teachers carry some administrative responsibility within the -
school, such as.head of department - The teaching experience of the
three teachers who- made up the Biology Committee for the IBP planning

exceeded fifty years. _ One member was currently head of the science

“

need for upgradipg, -



Adepartment in his respective school, . and another became head of the
science department in his school 1in September 1981. The third memher'
d?’ the committee carried'_respbnsibilities (equijalent to that‘ of -
department head) as staff advisor to the Student'Union. -Tmo of the
Acommitteeimember held B ﬁd degrees, with one majoring in biological.
‘ sciences and the|other in physical education The‘thirdﬁmember of the
committee held a B.Sc., with'Zoology ma jor. Two of these teabhers had
completed Masters degrees in ﬁducation and all three teachers had heen,v
inVOlved in Biology curriculum ad hoc committees at the system and/or‘

provincial level

_ STUDENTS AND' PARENTS

This_ very important oropp :constitutes .vhat ~is frequently termed

the public - by teachers and ”administrators in the city educational
system. Wy contact with students and parents directly ‘concerned ‘with
Xthe planning for the IBP in ‘Edmonton was limited to attending the publicv
,/meetings organized by the Central Office and/or ‘school to "drum up
, latecest in the program, IhrOughout tne planningv‘year there was an’
-.underlying fearp hy‘ the. planners that insufficient students vould
register for the program .a rather surprising concern ‘in.view-of the
affirmed call for the program by the public E The administrative staff
of ‘the participating schools actively solicited support for the program

from junior high school prinCipals and Grade 9 Honors students

-

Announcement of the adOption of the IBP in- three (and later, four)-
city schools resulted in a series of letters to the editor of the local .
:newspaper, not from prospective students or their pareants, but other

members of the public , voicing criticism of elitist projects



Grade 9 students in city schools are required to pre~r register in

high school programs during the May and June prior to changing schools
In light of the decision by Edmonton admlnistrators to make Grade X a
“pre- IB year, Grade 9 students must therefore come to a decision at the

age of fourteen or- fifteen about the suitability of the lBP for their

senjor school years.

Perceived Need for the IBP

DEVELOPERS , . , - R
) : _ : ) . , .

Since its establishment in 1924 ‘the Lnteruationallschool,of’Geneya
(Ecolint) was confronted with - the problem ‘of‘ different natioﬂal
certificates which students completing their secondary education would

'have to acquire if they hoped to- be admittcd “to the universities in

their home countries. The_staff.at Ecolint dreamed’ of an international

university entrance examination, because "exiSting national examination

v'requirements crippled even the most imaginative efforts_.to .offer a

single secondary program" (Wayer 1968 lO) - And so, at these earliest

o

stages of 'planning, the intent was to create an examination program

”acceptable as addission. requirements by universities around the world,
'which would permit the students at Ecolint to pursue a common program of
studies:. It was not intended as’ an attempt to reconcile the academic

programs of different cultures (Mayer, 1968 : 9).

A’ consequence of the mobility of intergovernmental commercial and

Lndustrial personnel is that the children of . such families not only.,

attead school - outside their own ‘country, but they also make frequent

moves among countries. The IB proponents therefore perceived a need to~

)

provide' a program which 1f adopted by .a number of multinational

'schools, would minimize the educationaf disruptlon of family transfers

46



*

S

e During the last decade, in the -'mind of one .of the> lBP s most

forceful.proponents, the program has evolved 1nto one which could meet-.

"the .desire of young people anywhere, in whatever educational syStem

they may;be found, who @6 themselves increasingly as citizens both of .

theilr native country and of an independent world, and who therefore seek

.in their education a wider horizon and a wider range of choice than the'

purely national"” .(Peterson, 1977).

And so the International Baccalaureate Program,' conceived ‘as "a

'tommon school*leaving examination to'satisfy'the'needs of university—.

sbound students in multinational schools, has come to be thought of as.

’

an educational system whose Drincipal characteristic ... is to-be a

vehicle for‘ {nternational understanding‘vand. forf'ther“promotionv of

e

different,cultures;l (Renaud,’l982 : ll).

By

CENTRAL OFFICE ADMINISTRATORS

Aware ‘that a generation of academically'able students accustoméd to
‘an enriched "core" program was entering ”the city senilor high -schools’,

Central Office administrators considered the, ogtions available. They

‘,could maintain the locally enriched coursgeés in some (notably two: of theA’
participating I8 schools) but not all of .the senior high schools, they

could 'begin ‘a -project of curriculum deveIOpment with “the 1intent’ of>'l

Acreating an Edmontonvbrogram uniquély sulted .to the community; or they;

*

could search ﬁor an already existing program of studies. - The

disadvantage of the first optlon was that only ‘the. individual teachers

\

A
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may ‘have achiewed at a considerably higher academic level throughout the'

course when compared with the regular ‘Grade XII course received credits . -

for a course identified as .the regular course. . }

“The -second. . option offered seemingly ehdless "hurdles' to.

¥

"administrators; not only would ‘it entail a maJor project oE curriculum - .
;development the product of which would require approval from Alberta’:
f~Education, but it would require considerable time for’ develdbment'and

planning -.a natter of years ‘And since the~students‘wh0~had recelved

\

enriched academic programs in, Junior hlgh schools ‘were - already in the

,senior high schools, a long per}pd of - development and planning hardly

. seemed appropriateﬂ Thus the third- alt=rnative that of finding o

4an Vexisting program,‘ rompatible, with. provincial 1c0urse ‘content
‘fequirements, - and:~prQViding‘ recognitionl’for-1the -students"'academic

. efforts{ seemed to'beithe preferred_course'of_action, o <f ",%
4 : L e : : : R

. Intthe”épring of‘l979‘jthe staff of. the academic high school ey

the school district undertook an analysis of “the. IBP with- a view ‘to

‘adopting it. They were primarily coneerned with the identification of

fields of§§9tudy which displayed ‘an’ extensive correlation with 'the

content of Alberta Education curricula ’ Their analy51s Of‘IBP:course"'

outlines and examination papers‘ suggested that the Edmonton schools

could offer at the higher level‘

" Languagé A - English o
Study ¢f ‘Man -~ History = .- S
Experimental Sciencé - Biology

and at the subsidiary‘level:” o '
Language B - French- - . ’;vyf , _
. Mathematics . oo T
' Second Science - Chemistry ’ .

5rea11y knew the dimensions of - the enrichment offered and'students’nho_'

g
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i This selection' of courses Qould fulfil th ' time and contentr
requirements of Alberta Education as well as the entrance requirements.

of “the universities o Alberta (Administrator © April "80) Thie

‘

tratiOnale for the selection of the six fielda of study was reiterated in

the submission to Trustees in’ May 1980 which identified the three

, schools ascepted for participation in the 1BP. It was noted that “all

: three schoolsthave’chOSen to offer oniy sub51diary level Mathematics

"because the IB expectations in Vathematics are. very much higher than our‘

present program, while Biology is being offered at higher 1eve1 bec1use.

i

in this area the difference is not'so marked (Report to,Trubtees,'p- 2,

lqay 16, 1980). .

SCHQOL ADMINISTRATORS . . N .

submitted.® propogais'_for the implementation_ of -the;:IHP: It 1is .

‘ interesting’to\noteithat thé-perceived“need-for IBP'yas delineated in
,,v‘oniy - two }of‘ the ‘proposalé." uBoth ~citedn exampiee ofp‘students fr.om
.famiiieé. who hare ‘internationallp“ and nationally mobile, and  deemed
that.>such étudents' would ~Find - the 1IBP: Jattracti;e because SE‘ its
.internatiOnal acceptability  One of the .ptoposals noted’ that students
_of the school had initiated enquiries about the Uaited WOrld Coliege:
A'whlch of fer the IBP and in addition, past Oraduates of’ the school had

gone on to study 1n the international community, at, for example,

—-Grenoble, Yale and-Harvard 'Thus, possession of an’ I% Diploma would bevf'
. of signichant benefit to this category of student . The IB Diploma is

perceived td be a desirable acqulsite for certain socioeconomic groups

of students by the administrators of these \schoolsv . One ptoposal
”éuggested fhat many' families 1in .Edmonton are “searching .for a

- . ) 1

" Of the ten senior ,high ‘schools 1in the schodl district, four’
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‘challenging, ;eWarding,iand prestigious ﬁrogrdm'of studies. This {s’

"indlcated by the number of potential students' who are enrolléd in

prlvate schools‘whlch offer programs such as &hé IB- For the man;'whose
‘ Opthnb are limited by financial considerations but’ who,.nonethelﬂss

are seeking Jthev opportunlties that ara inherent” ‘in-rthe IB; ;the
EdmonLon public high school will move o satisfy this. percelVEd need

i

At this point, {t 1is perhaps relevant to note - that the

administrators of one high school who didﬁ>n0c perceive a need. for,

6btaining an Internationally recqgnized crededtiél and thus did not

submit a propoéal for participation in thetIBP; were uurprised by phg

interest expressed 1in parents' concerned telephoﬁe inquirtes 0nce~it was

'anndunced that this was noﬁ ‘to be one of the - schools éfferlhg Ehe._

program;

f

Ih ‘summary, the Central Office was aware ‘of ‘the absence of a

_differentiated program for academiCally able students at the senior hlgh

school level A Trustee who has heen a member of the dlst{ict wtandards
Committee remarked that "What we have done . tnrough all these years 'in
Edmonton ‘is force people to waste talenc ...+ You're encouraged to work
“hard %n our . schdols {f you re just .kind of average, but {if you're

br‘ight,\ vou aren' L encouraged -to axcel . . . -

 The school administfators recognized that students from socially

and ec0nomically aSpiring families would be enCOuragEd to strive for the

highest credentLal available in the high school system. The number of

intepqationally mobile students in Edmonton- {s relatively small.

.
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'TEACHERS

Following the Opening of the small (200 ~300 students) acadediC"

-high school in the distrlct in 1976 the administration and teachers of ¢

A . -

‘this school came to feel that there -was a real need . to introduce_ a

cohesive—program of studies which would distinguish the activities Of \

the'school. In its first years, the school struggled with the dilemma' @
of offering a locally enriched core program With linited stafff
_resources and ‘no external recognition for its efforts to challenge the

. gifted student to achgeve excellence The teachers of this school'

L

.SOught a challenging and stimulating program with a\coherent frameWOrk

e,

not just a set og&isolated co Ses “An- different subgect areas, and . they
believed that the IBP offered the potential for such program.

/

The teachers in other hlgh §chd§§h revealed varied perceptlons of

© the need to” offer dlfferentiated programs ﬁgﬁ the brighter etudentsqu ) .:

~ '\ : - AR o

+* The arguments for- and against streaming Surfaced as t@ﬁ s1tuation wasfﬁ
viewed from the teacher s standp01nt ‘ The maJority of teacners inVOIVed
h in the planning for implementation acxnowledged tnat working -with the
;eore ~able students offered. them the possibility of considigable
‘challenge and Satisfaction." | %M 3
n , .
Thus the - perceived need for IBP 1in Edmonton derived largely from‘a.
group. of teachers located- in a differentiated academic' high"school; -
who sought a district prograh "of  studies er- th#lr ;institutiOﬂ
‘Teachers in other participating schools were generally ambivalent with
the regard to the need for the IBP; those teachers who volunteered to

become a part of the program did 'so for personal reasous (described in

Chapter IV)



Summary of Perceived Needs for the IBP

The original development Of the" IBP resulted from a perceived need

by international schools for a common unlversity entrance qualificatiOn :

"»

Since the end of its experimental perlod the‘IBP has been portrayed as

an educational Program- designed to satley the needs of those_ looklng

for "a ‘wider horizon and ca’ Wider _Tange of choice than >rhe‘ purely

national™ currlcula'(Peterson, 1977).

Trustees and’ administrators of the Edmonton public school dlstPLCt.

perceived a need o offer’ an. eﬂrichment progran for- aCademleally able

~ . 4

'vStudents at the senéor high school level AlthOugh -sofffe hlgh schools

’lntegraeed program-receiving appTropriate recognitlon.

offered locally developed, . enrlhhed courses . these did not constitute Aan.

¢

The adminlStrators and teachers in a small 11gh school establlshed

u. Specifically to \offer ‘an academie ' program iden(lfled thie IBP ‘as

fulfilllng that SChOOl s requirement for an 1ntelleccually challenging,

coheslve program of studies The administrators of'tWO (later'thgee)'

Other high schools recognized that the IB Dlploma would be a wvalued

«credential to certain families amOng thelr communltles, _and: proposed to

Offer the IBP RN

Wi&h the exaeption of some of the teachers ln thg academic hlgh
school most of the _teachers weTe uncommitted to the prospect of “a
SQhool within a Schoolﬂ, a closely knit IBP. within - the composite h1°h

’

school.
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DEVEJ.OPERS = S m" ST

>

- Concerned with 'the' "iéver?eonCe'ntratlon and - pb.rerznaturel! concentratl‘<>n '
on the deVelopment of the Hcademic talents\ of 'the {nt-e‘ll'ectual'l'y 'Oi-fted
(Peterson,' 1972 : ‘3“5);',, Pet:erson \env1saged A twor year r>re university
'program which would provide students w1th the opportunlty of learnLng-
‘to learn through eXpetienCe of- the main modes through whi(,h man improves
‘. hlS capaclty to understand to mOdify, ‘and - to- en_]ov his environment
(Peterson, l977a 37-) Hls commitment was flrst to the development of
those mental powerS and Capacities which c0ntr1bute hto sensitivity and -

humanenesS- ~and secondly to -intellectual excellenCe and ianovation.

Peterson assumed Qhat the studenfs who enrolled ~the' IBP Dlplomal
KZ.-

\‘2 program WOUId be’ ‘aeademiCally motivated and that the granting of a-

Dlploma was not theureason for undertaking the program. However, since
these gifted .students - were assumed to " be bound ' for . Jnlverblty_, the
Dlploma should ‘be recognized as a valid entrance quallftcatlon ) T;'IUS-
‘the standards deve10ped in the exqminatlons tended to be the‘hlgnest
common_v denominator f_betWeen and a’mong ‘nati’onal gystems "(-Ma;yer,

19’58-: 217).

<

.~ . . . s

. Peterson p.laced particular value on the Theory Of Knowledge course
(to be diScussed in detail 1n the next ‘section) ia which all Diploma
-SCUdents would -come -to 50me awareness of euriﬁpotentia-\l for differentl
modes of knowing- 'I‘he Theory of Knowledge eou“rseju}aé to be the
cornerstonei of -‘the p‘rogr.am providing the links bet‘ween' the wvarious
modes of COmmunication and analysis that is,'.the Conne,dtions between

e

lthe Stud,ieS pursued in 81X subject- areas.



kecognizing that the p;essufes“bf an e#terﬁalfékamination systgm
frequently result in- the. exclusion ofiall butfintellectpal>aétivity;
" Peterson buillt iM%o the program a rquirément fop each Studenﬁ to spend
~ some part/of his gchéoi time iﬁ creéti&e and'éesthetic aétifity or in
soqial sérvicé, or in poth.‘ | . -

’ . B : g '¢},;.'
In brief, Peterson designed a program which would-permit students

to engage 1In differéht‘ forms of thinking, with time "built in fgr~ -

WX

reflection on these:difféfent forms, while simultaneously satisfying the
requirements” for univeYsity. entrance qualification. His vision was the
déveLoper’s ‘ideal.

1)
CENTRAL OFFICE ABMINISTRATORS

.Iﬁfa sume§s;on:go thé Tfustees-(Decembef 9, 1979), Central foicei
‘administratofsuar' Lbuted the strength of the IBP to the Eacf that 1t
."enffggeé‘thé ¢ e, ::This feature was percelved to be. the key to. the
lack g?\ succes’s ‘ententaipéd by 'paéﬁ enrichment programs, viewed as
ﬁéribheralifo'the tpﬁel The éubmission‘glsd‘ﬁobea.the wide rﬁhge of
‘$ubjéct areas in wh;éh an 1B qanéidate could 'select .to bhe éxamined,
NSUggésting that fhe program- had £hé potential to “"broaden, deépen and

\;~j>retch the'dimensions-of the offerihgs of'our'ﬁfgh/schoolsfw Héwever,

this wide range of .study- areés}would not be available,immediatelg to

Edmonton students, since the implementation process. dbqld 'begin Cwith.

those f;élds of study which best articulated with -existing Alberta .

>

Education curricula, namely English, 1olbgy, History at‘higher'level;

"and Frénéh,'Mathématics, and Chémisgny at subsidiary level.

@



The justification of.. the ~selection of an externally produced andh

- assessed program, -rather than undertaxing-to create a local one,’was in

terns of he “more ‘tangible. rewards”, i.e. an IB Dlploma which' is
"acknowledgeﬂ throughdut the &orld-" The credlbility of the program, as
reflected by its wide acceptance by uanefSltleS, and by its prestige as
the currlculum of many multinational. scheols and private schools, was
important. for the' Trustees - who were not’ prepared to gamble on an
‘nknown program. Such views were echoed by the Director of uurrlculum

. of Alberta Educatlon , 3 : _i‘ : -J

"It's a known program :l'believe‘the program has figor, because of
fts acceptance by universitiesv around the world. There's no

question in 'my mind that the student who graduateés with an 1B

Diploma has had a more rigorous training' than the .stiadent in

Alberta who matriculates. Tt reflects the-’ higher Ievel

examinatipons."”

Tt ‘1s probably falr to say that the prime Eovers among Central

' Ofche adminlstrators and Trustees planning for. he melementation of -
the IBP in three ndmonton schools viewed~ the program as. theping
4pr1marily ‘an ‘intellectual challenge to the- academicallv motivated_

students 1in Seniot schools. The challenge would not be restrictive,

‘however, .but'.hroadenihg ‘the_ outlook on llfe, encompassing-,a;ts,
sciences, and >social services. . The tendency of their colleagues to

'»,focus on the terminal examlnations as being the culmfnatfon of the

_program dld give rlse to some concern, fears that creative activitles of .

students might be curtailed and ‘that the examination might "become

larger than the educatlon werp'expressed by one Trustee The Assoclate .

Superintendeﬂt.for~curriculum agreed:

"If it [the program] just has an agademic emphasis it-won't -be the
: exc1ting program I thOught it would’ be, '

He - indicated " as did others anxiOus for the Edmonton planning, that

he entertained an international dimggsion to, the program :

2,

m‘b ST

Jm, J@ \'
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This “international” orientation for IBP, consistently identified
‘as”a positive feature of the program by Edmonton administrators, remains

elusive. Certainly the experience of sharing the study of variqns

/

vdiSCiplinary fields with students from . different natlons, as 1g "the

_ United World Colleges, will not be the general pattern. I3 candi@ates
in Edmonton will write examinations that are administered frg—T Geneva
and London, and assessed by an intetnational feam of examiners. The IB
Diplona ‘and Certificates' are reeegnized as . credentials by most
universities around the werld But thig hardly oives an inte;national

‘orientation to the activitles in “which Edmonton teachers and students

are enpaged. As we will see in later sections, this aspect of the

- a

“program provides us with an explicit example of the problenm o%.,

" implementation. . The General Guide to the International Baccalaureate

(1977) éuggests'that a less tangible -+ Aasset will (hopefully) be an

'international-mindeﬁness evolving» from progrémmes that have been

created -by teachers from different national systems with the aim of

enéouraging 1n each pupil an awareness of cultures other than his own.”
Perceived as an asset by the Edmonton administrators, we can ask what
.does “international-mindedness” mean to those planning to instruct fn

. . . L%
tHe program?

SCHOOL ADMINISTRATORS

I conversed with ‘one SChoolladministrator who was OUtspoken.in his
views of the prograa ' InSOmuch as the program offers the potential to
'deve10p critical thinking and - the ability to conCeptualize ‘he thOught
it would be a valuable enrichment for the academically able students.
He did- not think it was the alternative which should have been adopted

by Central Office and the Trustees; he favored the development of a
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local prOgrag, “an .AdVancedEgPlacement for ié}bertazf in;‘which local
'reievances bould assume 3 - more significant role. From the
administrator s standpoint he (and others) expressed concern for the
accountability to which he would. be held, and the fact that his students
J»would also be assessed on thEir performance tn’ the Alberta Education
-examinations-; ‘Although™ the._ Worth of the IBP in "terms of offering an
additional intellectual chdlLenge for _the. ‘mote able students was not
| denied, = the difficulty of incorporating the creat’ and social
activities into "the already crammed timetable of a public high . school
‘certainly didifnot enhance the value- of the program from' an

administrative'standpoint.

- 3

TEACHERS L ) c
Edmonton teachers involved in the planning‘for implementation ‘of
the IBP viewed the program as an ideal designed to ‘stimulate and
~ challenge the intellect ‘within distinct’ disciplinary fields. . 'As:one
.teacher put 1t, IBP will provide the opportunity to "go as far as you
4 ’intellectUally in this field, with this level ofrstudenti ‘

N :
IB students in Edmonton will include addltional courses in Biology,

Ce Chemistry, English and History, over .and above those required for the

regular matriculation program. Some teachers aware of the " {nténded
distribution of courses in the IBP, expressed concern;

4

"the program is g@ing to be. so heavy that it doesm t allow for

v, SN

extnacurrlcnlar activities s

EIRN

-
: . . . .

and,. - - o . R B a

M > h - K

. ',,_,-.

Y1 It becomes ‘- a ‘purely academic,'kenriChed program, " maybe: these
kids will be deprived.- If: they'te IB, ‘they're channélled 1into
~this series of "courses, and there isn t room for drafting, or music

" . and so on. :

r
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The label  "this series of _courses” is indicative of the failure by-

teachers to see the IBP as a cohesive cluster of activities 1ntegrated

" by the Theory of KnOWIedge'course." None of" the teachers with whom I_

conversed was inclined to pr-ticipate 1in consideration of this key
\ ' : -

‘component of the program. lt was something- which "they" A(Central

Office) would have to work out.

\
i

One , teacher told me that he really - felt the philosophical
objectives of the- two programsl'nere fundamentally _inccmpatible:

However, he found this ‘revelation to be extremely threatening, ~and

»

consequently attempted to ‘cover it up. He satd:

“As far as obJectiveS, you' re going to end up with a citlzen of the

world inwone case, and a citizen of Alberta in the other. Both'

goad, moral, altruistic peOple able to cope with the Vicissitudes
of Iife, and so on. But-1if you look at what you actually do with
the student, and the kinds of instruction you give, and the kinds

-

of' feeling that comes over .in communications from IB?) and Alberta

Education, the rAlberta Education prdgram 1is much more pragmatic:

its life-skills,. its keeping a job, ‘belng able to speak to the
boss. "The IB product is a sort of Professor of English who at’ the
-same time is a world traveller, ‘whereas the Alberta Education

Aproduct i1s an ideal junior Chamber of commerce president:-

! \ t

VFor the majority of thewteachers the international OrLentation'

perceived as a characteristic--of the program by the central. Office

!

administrators,_ eluded “them.  With the exception of the previous

\

teacher, most could not see “how, it wbuld relate to their :pecific field

of study The few who were. trying to . find some: meaning {n' this aspect'r“

. of the program founa it elusive ,Remarked_pne of ‘the planning teachers: -

\ A
"Some of our students .are desperately trylng to fit into the North
American pattern, and they would be embarrassed about their own
peculiar cultural background Maybe the IB, if we really encourage
the internaticnal dimension, will free some "of these students

to feel good about their own ‘background.. ~They'll be. able to

1
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_communicate and “portray ‘thedir value system My experience here, so

far, 1s that they are very hesitant to share and on the whole,
apologetic.’ - : : : ’

.

§ummary of Perceptions of the Worth of_IBP
Concerned with the encyclopedic. tendéncies of European pre-
- university.programs the developers sought to offer ‘the opportunity forv
. students to experience »diverse modes of conSciousness ‘the emphasis
,'being on:learning "how - to learn"'rathér:than on what’tdllearn,l'lThe
IB was to oe considered as.a'total educational program offering5the
'student choice in fields of study, yet inteorated in the common goal ofse
interpretation and reflection in ways of knowing ) Acceptance of the IB\
! Diploma as an entrance qualification to- many univer51ties around the
-world permitted its. adoption, by‘,the»\larger international» private
- schools; . ’ ‘ ‘ ;. | |
o e , . AN

P

Examindtion of TIB syllabuses ‘by Edmonton Public School staff

suggested that it would ‘be possible to, of fer .the full diploma program if

six Specifip subjects ‘were selected . Edmonton administrators looked
l_ upon the IBP as a bonus offering “for more " able students: the TI3P
promised to provide enrichment for the core - subjects. In additron . $f=a,

-successful students w0uld acquire the prestigious IB Diploma,‘a symbol
of international education.

v I
. N

Teachers. viewed the program as an intellectual challenge, but with
a rather heavy emphasis on “what to learn. " As planning proceeded
teachers expressed concern that students wouldn t have time for extra—

curricular activities .or for the timetabled optional courses. T It also



]

‘_component,.as were the CASS requirements.

L

appeared that the Theory'Of'Knleedge\course was viewed as an unwanted

Views of Knowing and Learning

<7 - . . . A\

DEVELOPERS L

In l968‘ two years ‘after his appointment as Director of tne 1BO,,
Mr. Peterson published his book "The Future of Education “in which he
describes a pattern of formal-education which heAconsiders#appropriate

for a rapidly-changing; technologioal society. He‘expresses‘concern for

the tendency to neglect ways of knowihg which are..not strictly technical

" or vocational Making the assumption that the vast ma jority of men and

women find satisfaction in the capacity to partic1pate in meeting . the
needs of the society of- which they are members-(l968 : 4, he urges .us
to reflect on the modes’ in dthh we interpret our world and subscquentlv

‘act on it He adds,—somewhat nryptically, that this should possibly be

~-expressed “as followers of Marx or Dewey might say, to modify and so ‘to

interpret’it"l (1968 : 6). Peterson attempts to stress that learning

involve's an interaction between the mind and reality, and that it is the
S

task of formal cducation to provide for a series of encounters which~

stimulate intellectual growth Although Peterson adds his comment about

modifying and thus interpreting the world,  -he declines 2 expand on

the possibilities for reconstructing 'ours'reality following our

encounters‘in the world. _In a program of studies this Would involve a

.critical_appraisal .not only of the. intellectual processes directing our

actions, But also the soclal and political processes : He questions

- whether the development of what he calls a "moral’ sensitivity without

the acCompanying habit of moral action -is _desirable, or. whether the

«

60



, retining of moratl . sensitivity; inevitably leads to more ;moral action.

For Peterson, the relationship between awareness andlaction is a dilemma

in edpcation., Making the-distinction‘between formal education,~as the
controlled experience of; the student in the «classroom, dnd _total
'education, which 1s an individual's total ekperience; Petersonfsdggests
that formal education has> tradftionally given priority to awareness,
with very tenuous links to the world of actlion. Claiming that in the
classroom “"action matters more than awareness and is not necessarily
dependent upon - it in its most: conscious form; second that action nay

-sometlmes be a way of developing awareness (1968 : 7), Peterson‘urges a

much closer connection between ,formal andptotal education.

Resting. on the assumption that it 1is possible to tdevelop\ the

1

capacity to. think or" feel in certain podes. bys exercising the mind" 1in

some field of  study which specifically demands -that mode (1968 : 28);-

‘Peteraon”ehvisagesha‘formal edhcation as offering~the indlvidual the
opportunity to broaden” his capacity for participation 'for personal
jndgement, for choice,_and for enjoyment (p. 25). Ideally, he says, we
should - be thinking "in térms of a' liberating, rather‘ than a liberal
.édutationﬁ (p. .5)' so that .individuals may -act on their reconstructed

Teality.

. Although'-he acknowledges that _there are an infialte number of

interpretive modes, Peterson .suggests that from the point of wview of

practising ‘education,‘ five cateéories be identified - relational .

vthinking,' soclal-empirical thinking, scientific empirical .thinking,

,moral judgement and aesthetic appreciation These-categories contribute

to the pattern which structures the IBP. Rational or analytic thinking,‘

which involves making and manipulating connections among symbols, is

encouraged in_.the study of mathematics,' socialfempirical thinking

T
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entails the observation and interpretation of human events ' Peterson
distinguishes between social empirical and scientific empirical thinking’
‘on  the. basis of dlfferences in methodokogies ‘ Admitting that- the-

distinction is not entirely valid in terms of the disciplines themselves

(1972 : 39), . he claims that the methodological distinctiOn is

justifiable for the 1level at which .the disoiplines ‘are practisedz'at

school. Essentially, the experimental sciencesﬁ,are seen .to' be .

P

characterized by the technique of the controlled experiment,'resulting

in certainty and objectivity. On the other hand, Peterson associates a

certain subjective element which he calls "{ntuitive. sympathy"” with

Id

social-empirical thinking, an element which recurs in moral judgement

and aesthetic;appreciation.' . : <

- . 1

S x

The - pattern of  the 'IBP ensures that students will pursue some

v

Study"in the 'fields_ of mathematics, the social sclences, and . the

experimental sclences.. 1In addition the study of world literature will-

contribute to "the moral and aesthetic modes of interpretation Since
the original plan for the IBP was to provide a program*of studie&_for
international schools, the study' of a second language, as a means of
ekpressing tle culture. of ‘other eoplts, is an important -component;
Throughout the program ' é emphasis is on development of the powers of
-the mind,or ways of thinking, rather than the absorption aand regurgi—'
tation elither of facts or oﬁ.fptedigested interpretations, of~ facts

iPeterson,. 1972 : 40), what'\Freire terms the "banking” concept of

educating.

"A unique feature of the IBP is .the Theory' of ,Kndwledge. course,

which of fers the opportunity for students {and teachers) to reflect upon.
“the truth, criteria, values and interrelations of the 'subjects' being

studied” (IBNA 1981)
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It was never intended that the Theory of Knowledge course be T

course in phiIOSOphy Peterson was concerned that many pre university

'students had never: considered such things as the ditferences ‘between a

proof in- mathematics,‘in physics, -and in soclology. ‘He was concerned'
that students might spend two’ years studying history,'but not . come to

krow what it means to think historically about his own sitlation The }“

’

. original planning for IBP associated the study of nnowledge WltLln the

Study of Wan grOup, “in much the same way as World Literature is
‘associated with Language A the first language of the student Leach a

teacher who participated in the early planning of the IBP describes the

'Study of Knowledoe as’-”an' epistemological guide to the whole con-

figuration of he baccalaureate (1969 : 99). ‘The 'coacepts to be
discussed in the. early program with the hope of illuminating how we
_ come to knbw, included mathematical logic, sclentific measurement,

-historical theory, I-Thou arelationships 'ethics, resthetics, and

metaphysics. Those suggested in the current .program are detailed in -

-

Appendix C.
, -
Probably the current title for ‘this fundamental component pf the

" IBP is unfortunate in that 1t suggests specific limitations First, the

use of the word theory ‘may suggest abstract formulations removed Erom_

. the world of experience Second,  use of theory in the singular may
sugoest that there is a single formulation for explaining how we arrive
.at knowledge. And third, use of theory may suggest that knowledge is
an objective entity, external to ‘the gnower as postulated by Hirst  and

' hisvfollowers. For lest (1969) knowledge is acquired by learning many

,different concepts which function as tools for discriminating varying

aspects of our ’experience Understanding 1s a consequence of the’
efficient use of mind as a categorical and conceptual apparatus. There

is ~an uncanny resemblance d}Tst s .view of  knowledge 1in ‘the -

-
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\

" Guide (1977 :731):' Every effort should be made, relative to their

level of comprehension and experience ‘to train students' understanding

1

of these eoncepts,which~may ‘be used,as Intellectual tools.”

And yet one questions that this 1is the view of knowledge envisaged

by Peterson and his'colleagues. In the preface to the Teachers Guide

' to Theory of Knowiedge and Philosophy, Mme. Dreyfus (1972) Suggests that

mysteries of knowledge, students will reflect on the fundamental nature‘

’

students and teachers begin with their own -interests “and nappenings,

that 1is, their subjective experiences, 1in an  examination of the

-underlying ideas. . This examination may result, or it may‘not, in a

revision of .the way we "know" something.  The course was not coaceived

of- as a production ofAinteliectual'tools, bat as a study of the nature

of experience in social 'intellectual and aesthetic pursuits,'and in the

vact of making knowledge - problematic In seeking to delve into the

of history, mathematics, and,_experimental sciences with particular

‘reference to their own experiences in these fields. The success of the

course lies in the meanings which students construct for themselves, and

not on the dcquisition of Iimposed interpretatione.

\

In his expdsition of human existence ,as consisting of distinct

patterns of meaning,' Phenix Qoetulates that general‘ education 1s the

process‘of engendering eseentiai neanings" (1964 :" 5). Ho&ever, like"”

Hirst, Phenix regards‘ the task confronting all humans to be that of

comprehending experience in a detached obJective world. "The nature of

things {s given,. not chosen, ~and if man 1s. to gailn insight he must

J_ enploy‘the.right.conceots and methodsf_(Phenix,'1962 :°280) In similar

fashlon, Mme. Dreyfus sees the ,act of ~refle‘cting’bn thev»problem of

knowing_as‘providing the "only truerlinkf'between'the disciplines; in

déscription of thevTheory of Knowledge course provided by%the General
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that it leads from the subjective to. the objective, from the particulan

- to the universal from opinfon to knowledge"” (p. 2).-

~

~

And so it would Seem that the.developers of the Theory of Knowledge

course Cnot 'necessarily, Peterson) adopted- an essentially absolutist

stance towards'the’naturefof knowledge, soumetwhat in contradiction to the

concept of modifying and then interpreting the world: that is, "the

possxbility of tne act’ of knOWing thrOugh praxis by which man'transforms

'reality, (Freire 1970 206) Current. writing in the IBO has continued

to neglect more relativistic epistemological stances which would Hhave

supported Peterson s, Emancipatory hopes for education. .Such 'stances
would 'link rather' "than »separate knowledge 'from'>social action.? It
would-'be,‘necessary to:.consider"several alternative theories. of
'knowledge,":such as.,the,fsocial‘_basis' of . knomledge, and the modes of
;legitimation of knowledge (Young, 19715 1973). . |

A

Dreyfus '(1972) -suggests that students encounter rhe writings of

‘philosophers who tnink rlgorously,'and from whom they may learn how to’

v

approach a specific problem She goes on "It would be the same for a
‘doctor or physicist . He~ not only may, but -should coneern himself with
the moral and political implications of his profession He does this,

,nevertheLess from an objectively and scientifically considered basis:

Such exploration of the wider implications of a discipline must be based.

on rigorous thought .otherw1se subjectivity is sure to result, yhich in.

turn leads to intolerance " This, and other statements in the Teachers'
LGuide suggest that Freire s (1973 T213) nottontof “an g%dispensible
.unity between subjectivity and objectivity {n the act of knowing” 1is not

'entertained by the developers of the IB Theory of: Knowledge course.

o . . - ) . - . ‘i AN

1 have attempted tp‘illustrate'that although Peferson wrote about
.an "ideal education which would be liberating,~ﬂand‘ although ‘the 1IBP

adopted, as_a motto, the goal of "development of all'the'main pawers "

>
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of the mind through which man {nterprets, modifies, and enjovs
his environment”, the view of knowledge which -1s presented in

-documents, particularly ~ those dealing with the Theory of Knowledge,

is significantly limited.

" ADMINISTRATORS

Ceﬁtral Office adminigtraﬁors, with one or two notable exceptions,
rarely spoke of knowing or learning. They were much more concerned with
challenée, performance, and achlevenent. These administrators havé
accepted thé premises of the Board (Trustéé Sub~Committee, January 13,

1982), which define education as” 'synonymous with - the development, the

growth and the instiiling of a fleeling of self-worth on the part of the

student.” To this end, "all programs must focus on directing the -

student to attatn rationality, self-discipline and personal confidence
to takgychqrge of his 1ife." ‘The‘éssumption is that th;'studeht'has
certain’. psychologicalJ needs which mpust be satisfied. The ongoing
feafﬁzation of an individual's potential ‘is likely to result 1in
'sgstaining the motivation to continue the devg}opmental Process (Maslow,
1962). However,. the premises from which the FEdmonton Board draws
di;ecfion are not entirely focused on the indivtdgél, for it {s stated
that "the potsntial of each studenf must be cultivated for;thq‘coﬁmon
good of the studeng and society.“ ‘In addition, it is asSsumed that Jﬁhé
téék of education is to transmit knowledge. Withut 1t, no soclety can

maintain itself.” The assumption here 1s that a consensus exists as to

what the "common good" actually consists of- Likewise, that a consensus

exists which legitimates the maiétenance of soclety as it 1s, 1i.e. a

legitimation of the status quo. Programs provided in the schools will

have the stated goal of encouraging student'potential insofar as that
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potential contributes to the maintenanCe of the status quo. And in so

doing, the Edmonton Public School programs contribute to educational

expeTience, the aim of which, according to provinciél.statute is "to

develop the abilities of the individual in order that he may fulfill his

personal aspirations while making a positive Contribution to.” society"

f(Alberta Education, 1978).

TEACHERS
The dominant practice in many Edmonton high schools suggests that,

in accordance  with the premise of the Board, the task is to trtansmir

information- .Guides {ssued by Alberta Education ptovide a detailed’

description of the contents preserlbed for each course.’ Assessment of

the transmission process,occurs frequently throughout phe course, by way

of objective tests. Interpretive dssignments, -in which the student must

Araw upon his own experience are' rare, for these ara particularly

difficult to grade. Low priority,1is given to written communications,
and recognicibn of this has given rise to considerable concern among the

IBP teachers, who have {identified this Capacitj to communicate as being

- a top priority ian the TRBP.

‘The rationale for ‘frequent testing {n Zdmonton . schools 1is - that
¥ : .

student performance should not be evaluated on the basls of the'capaciQy'

to memorize, but-bh the capacity to recognize and apply the principles
involved. Therefore, the policy of evaluating student achievement at

the termipation of .the IBP also is a sourée of considerable alarm.

@
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" SUMMARY OF PERCEIVED VIEWS OF KNOWING AND LEARNING

" . Peterson suggested Cthat educanion be a liberating process, in which .

individuals are offered the oppdrtunity to extend their capacities for

'participation, judgement, choice aund enjoyment by developing their

.powers of.the mind. The eonception of a course in which students begln'

to make sense” of the ways 1in which they know - their world is a unique’

contrlbutlon to a secondary school program

However, the translation of Peterson's ideal into printed
curriculum guides which delineate the "content" of the IRP does not

appear to have assisted in an appreclation of how students may learn to

learn.

N

Some of the Teachers' Guides published by the 1RO indicate'jhat

Peterson's colleagues are reluctant to move heyond the emp{rical—

analytic knowledge of traditional curricula: - an example 1is in the
’ . - o T . A
Theory of Knowledge course, in which teachers are urged to make‘every

effort "to train students' understanding ‘of thode concepts” (IBO
1977 » 31). "The reflection to which the Theory of- KnowLedge ‘TouTSse

¢

glves rise will bring [the student] to 4 *consclous aWareness of

intellectual‘honesty «e.. He will realize that opinions and beliefs are
not the equivalent af knowledge and- ‘that judgements which are not besed
on facts are without value' (Renayd, 1974 : 36). In contrast, there are
only occasional indications that‘an interp:etive oc-gkitical stance may

be appropriate far the program, stemming from philosophies of knowledge

rooted in paradigms other than the dominant scientific one.

;

The Edmonton Trustees and admlnistrators‘attach high priority to

the efficiency and  effectiveness of  the educational - system.

Consequently, they  are: concerned yﬁth' the management of sPeclfied
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1méasur¢mént—bf learning.outcomes.‘ Within this framework knowledge is’

‘that students may be "held responsible for"

:DEVELOPERS

“transmitted from teacher to student, knowledge -é; ’banked aé an

"objective commodity: _thére is little room ‘for- interpretiVe or critical

\

actiVities.

- The taken~for;granted :necessity .for quantification of student

e

,achievemént has’ reSulted in frequent multiple-choice or short:answer

‘testing by teachers in the Edmonton schools. The’ accounting system of

marks -~ reduces - the contribution to. cqQurse orade of ‘a _course flnal

examination ‘to little wmore than that of d unit exam (unlike the -IRP

where the papers written in the final examination are the only source. of

assessment for subjeot grade). Teachers distinguish between information

, i.e. may be tested on, and

.information that {is offeréd "for interest’s—sake " Since teachers find

~

it ditficult to assess objectively ‘the more interpretive communications,f

of students,-either written.or spoken/, these qctivities are, frequently
reduced to a’minimum Since the’ activities suggested by a Theory of~

Knowledge course ‘fall within this latter cifegory, most of the planning

.

teachers were reluctant to become involved in 1t.

Views of Students and Teachers.

Peterson. identified five qualities which he expected ta be present'.

:and developing in the 1B students, and without which the pursuit‘ of

higher eduction "is a dreary Vaste of time"; (1972 34). Potentlal

scholars should, he suggests possess a capacity for conceptualization

and analysis, a memory good’ enough to enable a student to hold a number
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of facts or' concepts in the mind simultaneously; an unslaked curiosity,
-a capacity for recognizing, and 1in rare cases, formulating new Ca
E interpretations' of available information; and a commitment to \the\\\\\

'intellectual_ formulation and »solution of problems. Tt 1is probably

- significant, in the light of the previous discussion on the developers'

vieus fof knowledge, that all of the desirable characteristics 1listed *
above are those 'related to the acquisition of 1{intellectual tools
,Notably absent from the list are attributes associated with the capacity
for communication, or with the commitment to Improve the world.
‘Peterson and' his‘ colleagués .worked on the assf;ption that mast
' students would - have come to .a decision on the field . of stuav to be.
‘undertaken at University prior to. commencing the two year program. The
Selection "of thr_ee s_l}bJeCts~f0r study at the H.igher Level onuld
_therefore be guidedb by the §tudents interests .and/or; epeciali;ed'
requirements of wvarious unlversity faculties. It “was cettainly the
intent of the developers that candidates for the 1B Diploma would have

the Opportunity ta make a selection of courses within the prooram

‘Robert Leach was a teacher at the International School in Geneva,

.

and associated with-the IBP from its earliest days. ~'He has yritten.

e

about being a teacher in such.a program, and described resisting the
temptation tor instruct (1969 : 203) - the possibility .of dialogue
(1972 15) and the questioning of every accepted view (1972 : 16). At-
no time does he  suggest that the teacher be regarded as expert, but
rather as co-learner  in a joint venture. However, the developers of'the
-‘IBP' are confronted .by the dilemma of "attempting to offer a general
pfogram of studies which avoids encyclopedism while simultaneously
exercising-fcontr01‘ of the program by means of external assessment‘ of

student performance. The language used in both the general guide and



‘TeacherS‘ Guides. published by the IBO indicates .that students are

' regarded ‘as* objects of the program; they are- individuals who are "being

'Atrained being instilled with” being prepared for", or "being

.vinculcated with", and so on. The implication is that the program has

~

the capacity: to set Specified goals for these students'

' ADMINISTRATORS

. N |
A . N

"Since impleméntation of the 'IBP in the Edmonton public school
.éystem has been viewed primarily as providing additlonal intellectual
‘;challenge for those . students who . are‘ not stimulated to attain their
pqtential in " the . re;u‘ar fdgnrses of studies, .Central Offgce
administratdrs have recoumended that a selettion'.process of. Grade 9
‘students- bevrbased; on .high academicilachienement' in the junior high
school. -\ Grade 9 average of not_less than 75%, with no mark below 65%
.and\a recommendation from the'- teachers were suggested as criteria for

.- -

entrance‘into-the\prograq.

dne administrator told me- that he vieijthe<students entering IBP
as the 'potential leaders' of the community "They would be the bright,
‘diéhlyfmotivated, ambitious individuals .who enjoy achieving at a high

level. ‘ o , - ' ¢
: 3+

In .the"eyes dfd a ﬁajority._of° the administrators, both Central
Office and_-School, the teachers are -perceived as being the»'classroom
"eXpefts:" They ‘are ;the vpropagators of the ‘neans -whereby the stated
‘endsi'of the program, are . attained: they are 1in possession of the

A praCC1C&1.'knqwledge which ‘will enable them to guide students to

pré-specifiedn levels of performance. If, as suggested by a senior
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. administrator, student achievement is to be used as one criterfon of
successful implementation of the program, the .teachers become the.
primary mediators betweén a group of eXxternal, {international examiners,

and a group of senior high school students.

TEACHERS

-The parfic;pating teachers- in this'piénning for the IBP describe
the students whom they would select -as Candidatgsﬁgs those who excel in
the regular courses without efférc. ‘BeCauselthey view the IBP as a much
heaviernSCUdy\ioad, the teéchers are concerned that students who are
éiligEnt and studious in Grade 9 will enter cﬁe IBP and be swamped with
an information ovérload. The teachers anticipate ‘that successful'IB
students will beﬁhble to g beyond the mere acquisition of information,
to an organization and analysis of le. However, 1in view Sf_ the
.admihiStration's! view of examinatioh ;performance as a criteridn of
: sugcéés v ﬁany of the teachers felt' fhat the whole exaréise is A

"gamble”, primarily on the brilliance of the students-

There 1s no question that the IB stﬁdents in Edmonton will be
expected to make a commitment to an intenSive program of academic study
at a much. earlier age than has been the case in the maJorLty of the
international schools. In Eur0pe,'students in the last two years Of
secondary education are fréquently.sevehteen or eighteEnbyears of age-
Canaaian scholarship students entering thé IBP offered by the‘United'
World Coliegeé' do” so 1n Gfade XII. . HoweQer, because the: Edmonton
administratorS'consider the4ﬁrifing skills.of a tmjority of EdmontOA
students to be somewhat deficient for . Successful performance in the IB

examinations lmplementation of the two~year program is to be Stretched



to three ‘years. The additional yeal will allow for accommodation of.

additional COurses, and presumably, imprOVement of the required
commUnication skills. This extension .of a two-year pregram'cells for
the decision to enter the IBP to be made by Grade 9 students,emany of
whom hav% nelthef the maturity nor the experience to kn0w.wﬁether~they

are Suited to such a program. ke

On a @umber of Occésioqs, ft was apparent that the teachers felt
-coﬁs}deraSle, doubt‘ ab0ur their capaéicie§“ to :deyelép ae adequate
framework for exéminatiqn suCcese with the first group of studenes In
the program. As one teacher remarked, "It will be'nearly four years
before we get any feedback on Whether what we're doing now~is the right

direction.’

Following the Denver workshop for newly affiliated 1B schools,

attended by all the participating Edmonton teachers (See Appendix D), a .

v

History - teacher wrote, “We were unable to obtain any direction on

: references or materials from tnose preSent, It is going to be essential

/

to visit one Of the core schools ‘to find out what is golng on ....  The

attempted here.  The theory of ¢xaminarions has been carried to a-

perfection we would find extremely fine .... As the system now stands,
with Our best efforts. "inbluding eneroug time and financial support -
we can expect only moderate student success.

Ky

A second teacher Voiced concerps aboyt the likelihood of success

with relatively large clasgses 1in a prgram which has been conducted on a

tutorial basis in many private Schoox "I am ‘going to have Lo cope

with tw0 classés (forty students in ail) of whom maybe fifteen are of
the calibre or -temperament to be succeséﬁul."

\
\\
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- SUMMARY OF PERCEIVED, VIEWS OF STUDENTS AND TEACHERS

'

The developers and planners’ for the {mplementation .of the IBP in .

Fdnonton are unanimous "in thelr view of full Diploma program being

aporopriate for the intellectually gifted and academically motivated ..

mi-ority” (Peterson, 1977 : 39). 7 - Edmonton teachers expreSSed the

op.aion that an ideal TB student would be one who succeeds without

st-iving in the proviacial program. They anticipate 'that; many

hard-working iana conscientious ‘students will® be misplaced in the

program' and some teachers have predicted a drop- out rate of 50/ after

the first year of the program.

Publications by the IBO reVeal an inconsistent approach to- being a .
‘teacher in the IBP. On’ he one hand, teachers are perceived as
providing the student with a conceptual framework within Which,}roli
.ooerate‘.(Petetson 1972 :.44) . and- transnitting a specified bod}( of‘
iactual information which may be used within the framework. \'Qn'the,

‘other hand, the teachers' task in the IBP is seen as that of enCOuraging

interaction Such that students ‘come to shape their knOwledge within a

self constructed conceptual framework. o

'

The Edmonton administrators identify the classroom teachers as the

.“interpreters of the developers' curricula. They assume that the

teachers will be able to recognize the conceptual frameworks emPloyed by

7 :
the external ‘examiners, transmit to students the essential factual

'iinformation,/and practise with studentgggﬁbﬂgigﬁls oﬁ‘Written and oral

communicatiq so that students may attain satisfactory levels ' of -

examination performance. In other words, the, expectation -of - the
administrators is fhat the teachers W(%;‘vaUire a perspectivé of the

1BP which is véfy similar to that of- the jprogram developers-'v -
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The ' teachers , perspectiVe .of f‘the ‘IBP'. includes ) Pfagmatic'

‘ )
consideration Of the quality of the interactiQns considered essential

" for examination success- limited preparatiOn time and 1arger—than—ideal

‘classes contribute to a congiderable measure OF anxiety, Which ts not

diminished by Ehe uncerthinties of external gssessment procedufes The
impact Of this anxiety -on the Planning activities and” their perertionS

of teaching in the IBP: is considered in detail in the next chapter

T

'

- The ‘Interegts Sérvedey Tﬁe_Planning

DEVELOPERS

~

Prlor to Peterson s appointment as-Directol of the IBO 'in 1966, the

organizatLon had staggered Lhrough a ‘b&ries of - Personnel nrises, .

questionable financial allocations’ and unsatisfactory panel meetings,' '

while the Council resisted any expansion of tts’ memberShip which would
diminish the influence of - GeneVa (Mayer, 1968 S.225). The Problems
which confronted Peterson on: his appointment as Director are Clogely

[ . ) ‘
associated with the social 1nterests be{ng setved. He tabulated the

problems as (1972 13): - - A

. (a) Could programmes be .worked out which would suit the teaching
- ‘needs and 1deals of iﬂternational schoolg and at the‘Same time
_ be acceptable tQ universities in many different Countfiesf .
. A , . e
(b)~'Cou1d agteed methodsv of .eXamininé these programmes‘.and

i“ternationally acceptable examiners be found7 K
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. 3
) ’ .

(cjl Supposing that these first two . conditions were met, how - cou1d~

negotiations best " be carried out to secure' a guarantee of

'iAternational recognition. for the ‘International Baccalaureate?

(d)- Could enough schools of high: standing be persuaded to abandon

national examinations for the IB, in view of the known anxiety
- of parents about their childrens' chances of Auniversity
entrance and their reluctance to see ‘'them 1involved : in

experiments?
(&) How was an International Baccalaureate to be.financed? .-
‘For the next decade " Mr. peterson became “a professional dmateur

-, at the construction of a worldwide pattern of syllabuses and - finding the

necessary financing to see it through (Leach 1969 : 123) A grant of

$300, 000 from éhe Ford - Foundation 'in 1967 enabled Peterson to begin.

making arrangements for a policy "conference at ‘Sévres{ -attended by
representatives - from ten invited-'natlons ‘ rebresentatives “of fmajor
funding founddtions, the directors of .ma jor national examination boards,
and representatives from sevégzl universities | |

c

i'tnfluenéEd.-bf two Ford foundation 'consu]tants,'-prank Bowles and
Ralph Tyler, who stressed that the IBO project -be seen not merely as an
attempt to meet the problems of the international schools, but as "an
opportunity for research in curriculum and examinations' (Reterson,
1?72': 14), Peterson presenspdito“the Sévres conference a proposal for
a six-year -experiment running from 1970-76. During this period,
A universities‘ and national .authdrities would be requested to grant

4 _ v R _
provisional recognition} of the IB as -an entry qualification - to

universities.. Oxford representatives undertook to supervise a follow—up'

D
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~study which wouid show,how the graduates.of international schools fared

’

at university on the basis of the IBO program ) Thus hegan the lengthy

task of _ negotiating ’withl, individual institutions and  hational
educational authorities forlprovisionar recognition. The outcome was
- cruciailbto the continued‘ existence of the 1IB after 1976 rland Mr.

Peterson and his colleagues relied on their personal contacts inithe
- educational field to secure the neceSsary approval Wr. Peterson'spent

the summer . of 1967 teaching at .the University of California at Berkelev

cwhlch provided” him with the contacts he needed to persuade the American

CoIleges to consider the IBO Diploma as the equivaltnt of three passes

at Advanced Placement

The .thrust to secure {nternational recognition during the:'years g

1970-76. was to be accompanied'-by a cluster of five 'ind%stigations

"conducted Dby members of an Oxford IBO Research Centre (see Appendix. V)‘
The proposed inquiries dealt 1argely with cause and effect ltype of
\assessments witnin ‘the unquestioned framework of existing educational

institutions : The_ value Judgements of IB contained within the -

‘proposals, such as "designed' to ensure a general education” and “the
best of national systems” reveal the biases of .the researchers' which

have been desciiéed by Mayer (1969 : 231) as."a disheartening lack of
-seif-education.

Many of the more ambitiOus parts of the research ‘proposals never

¢

b
-came to fruition because the funds required to finance them were not
( .

forthcoming (Remillard, 1978 11)-and‘the Research Unit in'Oxford was

disbanded. The former ‘director did compile statistical information

published by the IBO each. year in its Annual Bulletin from 1970, showing

trends in the number of candidates, participating schools :and subjects,

diSpersibn of grades received in subjects, and the universlty acceptance
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of IB graduates (Warjoribanks, l976) . Another member of the unit,

funded by a grant from the Gulbenkian F0undation investigated whether

'the IB programs did develop a wider-interest and involvement in creative‘

and aesthetic ~activity ~ More than 200 diploma candidates were~

interviewed in an' attempt to reveal psychological characteristics, as

well as gather biographical data (Hampton, 1976).

‘

At this point, we now come to consider the iantricate telations

. among the stakeholders in the IBP development Beginning «as an

experimental effort to provide a common program of study in.a limited
number of international schools, the lBP now claims to be Restoring a
"Challedge to Secondary Education” (IBO, .l977). From fulfilling the
- needs of famflies and teachers in a few International schools, the' IBP
. now claims to offer a unique global perspective for senior secondary

education. The reasons for this evolution are complex, and rooted

in "the social structures of the predominantly capitalist natioans.’

Remillard (1978) has presented a forceful argument that 1in providing a’

program for the intellectual elite", .the IBP functions “as an ageat 1ia

the 1institutionalization of autnoritative frames of reference in an

international setting” (p 214). . "The ‘presentatinon of the TBP as a
program of intellectual rigor which offers the opportunity of credential
"and. selection by .way of a "controlled standard .of assessment L1s
both dependent on, and supportivev of the hierarchical organizations
characteristic of Western nations. It is dependent on these centrally
controlled organizations for recognition of- the credcntial it provides
as a passport for social mobility, and for the financial support which
egsures its continued existence ' ) : ) A C T g
' ‘ - A .-
Since' its inception, the IBO has received grants from a number of

philanthropic foundations and multinational .corporations, as well as
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national governments and international organizations. In .early l§76; a

provisional plan was drawn up in which the purely independens foundation

.in Geneva would evolve into an intergovernmentally .supported

organlzation in close association with UNESCO (IBO L§7S 1-7),— Howeﬁer,

~ despite meetings with UNESCO representatives the allocation of furds

for IBO was not made in the UNESCO budget for the biennium 197 —78 The

IBO thus faced a financial. crisis at the meeting - of its ‘ten most
committed school§' respresentatives in 1916 31t was apparent that a

new system of financing the IBO was necessary Any- relationship between

&
the financial crisis of the IBO ifi 1976 and the decision of IBO to go

“"public” cap only be inferred. In 1976 ~there were 1600 candidatesA

entered in the IB- examimations, of whom all but 122 were enrolled in
Aprivate schools. And of the 122 public school students, 112 attended
scheol ia England, and 10 in the'eastern U.S.A.. (1BO, 1276 : 22). One
can speculate that wben the funds from UNESCO .were not fdrthcoming;'the
organizers of 1IBO shifted attention from the needs of developing
countries> to{ the neéds of alternative supporters - ‘the ambitious,
intellectual elite in the public sector (Remillard 1978 : 100) Tne
initial grants from Twentieth Century Fund and the Ford Foundation were,
to a certain' extent, raised on the'vargument that an international
syllabus rand ekamination’ywould be particularly useful to developing
natidns.~ An unanticipated resistance by the educational leadcrs in such
countrles to a selection system which would enable ‘their able students
‘to . leave for European and American universities resulted in a singular
lack of adoption of the IB in Third World c0untries (excepting private
titutions) (Mayer, 1?68 : 231). | The characteristics of " the. IB
appeal to the ambitious.‘intellectuals in the_ public sector

(excl siveness. of 1TIBO affiliatton, 'and' the: controlled examination

system) are the same elements - of the: program which UNESCO found

unacceptable\(-kﬂﬁ’ﬁard, 1978 : 107). . ' _‘\
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" At an intergovetnmental conference on the IB in 1978 attendea by
representatiues/ﬁtom thirty—-two c0untries including Canada, a resolution
.designed to.ensure that the IBO would have appropriate structure and

financial backing for 1ts activ@sies was passed unanlmously ‘ Two' years
later, at the 6th IBO Cénsultative Conference held,Ln Prlnceton, Mr.

Peterson announced in his opening remarks that, "IBO Vas’ now at a

crucial stage.fp its development .... One-third of the IBO's funds were

P

obtained from governmentai soorCes, but 1IBO .Qas notA a political
otganisation".(IBO, 1980 : 1). Throughout the development of the JABO,
Mr; Peterson has taken pains to dissociate the organization froh at he
refers to as "political"‘ affiliationa, although it ie neve quite
clear whether this is intendedvto signify merely nattonal.atfiliation,
or possibly, attachment‘to broadettinterests sucﬁ aa those embraced‘by
the Westera capitalist nations. Ahpen‘an organizationois extensivcly
PR
supported by donations from multt national corporations, many of whose
employeeS'are,patents of IB students in 1nternational»éch0015 atouad ‘the

world (IBO,p}980A: 5),‘its political \{ndependence is questionable.3

The developers of the IBO have generated a set of examinations
‘which ,satiefies »a> ma jority of university admissions. committees,  and

whidh may advance the students' standing at certaln institutions. Tn

so. .doing, the IBO has ‘contributed to. Iegitimating ‘the control of

]

unlversities over the selectton of knowledge in secondary schools. “Not

‘until ten years after the recognitton of the . IB DPiploma as a university .

entrance qualification did the IBO appoint-a'Director of - Programmes,
whose - specific responsihility \Qas 'to’ oversee the ‘development -of
syllabuses within the IBP (IBO, 1980 : 4).



CENTRAL OFFICE ADMINISTRATORS-
C P

In 1977, the Minister's Advisory Committee on: Student Achievement,

.on examining the Alberta Grade 17 examinations reported that the study

‘ provides‘vevidence‘ of a loss of puoiic confidence in the educationai‘
system over‘the:past ten }ears" (p. 397). Senlor administrators in the -
Edmonton school_district were undoubtedly,conSCiousrot the provincial‘
authorities' sympathies ‘toward greater prescrigtivenesa of content and

control of evaluation procedures; i.e., a standardization of educational

activities.

~ The. selection of a ti°ht1y controlled program such as the IBP, in
which all of the activities are assessed, either directly or indirectly,

by external examiners who establish an internationally "high” standard

for performance, made sense to administrators wﬁgse task - it is to secure ;

-proyincial _accreditation for the additional courses which will be

" incorporated into the Edmonton IBP.

, speeific timeline ‘waé established r completion of these tasks (see
. Appendix F). Noteworthy is t ey Eosition occupied by the development

If "success or failure [of sohooling] is Jjudged  on how well the
graduates of scnool,Ainstitutes-of technologies or universities do in
the world of direct employment" (Harder, 1977), it made sense to system

administrators to offer their more able students an opportunfty to

obtain bonus credentials.‘ Thetr assumption is that\the "addition" of

the IBP to the Alberta matriCUlation progﬂ?m is in the best interests of

-

the gifted minority

Thi%h adminiatratorsﬂ . interests igh ‘planning for successful
n

implemenfation were predominantly those of manageméht and control. A

system-plan mapped out the discrete tasks of various personnel, and a -

v

of ‘the Curriculum Guides upon which approval from Alberta Education and

|
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© the wuniversities of Alberta depend. This important function of .the
Curriculum Guides was not made explicit to the teachers, aj&will be

discussed in a 1ater'sectionf

L The system plan represents an attempt to ensure that a program of
[

Studies, the IBP, is installed efficiently It is a linear one-way

process encompassing the means to achieve specified ends.

SCHOOL-ADMINISFRAToﬁs
“ . . /

Since .the .1970's, - the Edmonton public' school district has
maintained a policy of open boundary attendance .at 1its seanlor high
schoels, Students are free to attend’ any high school: offering  an
appropriate and attractive program. At a time of falling enrollments
and financial ‘restraint,“the. high school administratcrs who were
reluctant to‘risk the loss sf their_facademic" students to the IBP in
other schoolsg applied to offer the program themselves. Identification
of the three schools approved to implement the IBP triggered a round of
public relations {in which the program .was “sold" to its potential

clientele. These activities included public meetings attended by the

Director and students from Pearson College, Fress relgases, television’

coyerage, and recruiting sesstons 1in ZGrade 9. classes. - .Anxi0us to

.preregister the minimum eighteen students in order to receive the
go—ahead for impleQEntation each. of ‘the three schools mounted an
2xtensive advertizing- campaign This vwas very successful in that a,
sufficient number of Grade 9 students pre registered for the IBP to make
possible the timetabling of two IBP classes in each school. Given that
in 1980, the total number - of examination candidates in North America in
higher level English was 154 if all the Edmonton IBP students write the
higher 1level English examination in 1984, ;the fleld will he almost
doubled. ) .

IS
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Summary of Interests Served by Planning for IBP
L:" - . . . ) v . . . f »
The propagation of an educational system professing to be a vehicle

for international education required both personnel and funding ‘During

his term’ as Director of the IBO Peterson relied on an extensive network

e

of personal contacts for both as well as for obtaining recognition of.'

the program by universities IBO received initial- grants> ﬁrom

foundations supporting the concept of an "experiment” 1in International:

“education, while UNESCO funded the organization for. SLmilar reasons,f

looking for development of "a program that could be offered to Third

World countries. dhrrently, the focus appears to have shifted from’

research and develo in countries to” the ublic sector, of ﬂwestern :
pilng p

-countries, with governments and multinational corporations supplementing

the affiliation fees paid by Iindividual member schools.

The charge that the IBP serves as an agent of social-COntrol has
not gone unheard by‘the'IBQ, whose Director-Generalhnoted' . Je must.

also remember that the IB as a university entrance qualification

adapted to the requirements of western . countries, is perhaps not Quite

what is suitable -for other c0untries unless we restrict ourselves to

serving only an elite group' or th’ foreign ‘population of.,these
countrtes” (Renaud: 1BO .Ann; Bull. ,No. 18, Geneva, Dec. 1982 ).

Edmonton trustees and administrators Eind 'themselves attempting 'to
placate a vocal ~minority which calls for alternative programs caterino

to the academically able students. The concern which 1is articulated ‘in

terms of allowing all students to develop to theilr fullest potential may °

very well, when translated into implementation of the IB, contribute to

the mainggnance of a meritocratic ideology. ' -
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FOOTNOTES TO CHAPTER III

Fo}'Marx; the dialectical relationship between humanity and nature

is one ia which humané, because they are not able to merely adapt
to the material world, must creatively {nteract with thelr’

surroundings; they must change themselves through changing . the

world around them in a continual and'reciprocal process (Giddens,* -

1976 : 1090).

A3

For Dewey, knowing involved an active manipulation of the
. : - I -

enyironment. His emphasié oﬁ the role of actioh in éhaping

ledge ‘ach;eged' }n éciéntiftc and moral\ inqyiyy‘ became a
cha¥acteristic of the progréssive movement in education. ‘ jHe
belie that "the self' is. not . ready-made, but something ~{ﬁ

continuous formatian thf0ugh choice "of action” (}916 : 408).

c-
’

Ways okanowing are ultimétely dependent on ways of viewing the
relationships between man -and the world. An orlentation. which
separates man (as subject) from the wdrld (as object) accepts

reality as an objective -entity, which may be known through

acquisition of facts, laws, -generallzations, - and theotries. When

-

man (as subject) is viewed as interacting reﬁiﬁxécally with ‘the
. :,’ L. N ., By .. " . : ‘

world (as subject), reality is saci"ﬁwﬁf*?ﬂ e ted (Berger and

eg}kﬁo&q ébrough' the sharing of

\‘I

N

¥,

social ’ exchanges. When: man (as %

[y Y
fraction, knowinQNES‘a critical engagement -
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»Lthe support “of educational progr\ms\ by Ford

uFoundations (among others). Berman suggests\th t. the foundations

\
wn

In 1976, the ten most cqmmitted schools (IBO, 197§*; 22) were:
\ ““ ¥ ) . N ’ .‘_ .:':‘{\ - | | N
‘International School of.Geneva : ..\3 R : ‘
'United Nations International School New York
United World College of the Atlantic N
‘ LLester B.. Pearson College of- the Pacific C R ’ -
' : Frankfurt International School »;”§§7 h )
“ iIrantanian, Tehran International School
' ‘Lycee International de Saint Germain
' ;'." 'Ibadan International School B - s
h\ Q_‘- 1The British Schools, Montevideo
\ ;Copenhagen,International School T ‘15§;~
4,. PetET&\\"(l977 4?)‘ descfibes- tne Isyllabus panels “as bein§ |
"not bOu\d\by diplomatic protocol' :and thus their mgmbership Was “w‘- ,]\
- _.'free of political\considerations J;f B ) A
_— TN
‘S&' In this respect an‘article.h;\\\ an (1982) ralseZ questions about:

and Rockefeller,‘

"

\

o delegated many tasks to outside agencies to avo d\anx semblance of'

vinvolvement ‘but essentially their programs wer

" creation i of:l wenl—educated indigenous

__revolutionary change.

designed\t\\serve'

the interests of the United States . The. educat on3l" programs wo}i\
contribute to controlled development in Third orld nations by the Tl

elites who"mopp0sed.



CHAPTER IV .

. v ’ ~
THE TEACHERS' INTERESTS IN PLANNING FOR THE IBP

\1

Introduction

"‘. . ‘ C R ’ /'_ . "‘\.
S . / ) . . - .
| ’ This chapter \provides an.sanalysis of the: teachers} perceived"
interests in planning for the implementatio;? of "the IBP in Edmonton
schools. ln the 'previodsﬁ chapter, l examined - the perspectives
O from whidh .the teachers' interestsA emerge, and - now I turn to ' the‘

manifestation of these interests in the planning of a program for their

schools

planhina are

~guidLng the activitieSJof the planners

as that of preparlng

characterized

v

I suggested in ohapter II that certain orientations to program
Y

in  part . nature of the interests '

by the

: Thus a view of program planningﬂ

for installation of a program in a school U1ls

— -

characterized by technical interests, -whereas a view of proaram planning

as an interpretative act reflects ‘interests in the sharing of meanings-

and understandings by participants in the specific situation

possible orientation

uncover the underlying aSSumptions of a program

of these to the broader context of the social world - oo

The observations

< . \ .
and communications .of
otherwige. . .

. N

T

to

A third

SN

program planning involves ?' commitment ro

and the relationships

/

/
made 1in this chapter refer to the activities
the Biology teachers, unless reference is ‘made
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. CURRICULUM; AS CONTENT

RN

v

*provinclal . dssessment.”

-
'outlines and that suggested in .the syllabus of the IB Biolpgy. Also at

A

R - The fechnical Interests of Plagning

v . . e T

- . . I
- /

The Biology teachers told me that they did not consider their task

. 7. X :
to be one of developing a curriculum, rather,'they saw their task to
be that of amalgamating the CurriCula of two established programs in

Biology Viewing the curricula primarily inv_terms of_‘content, the

short- td‘m goal of ' the planning - was the produotionb-of documents

delineating the scope and“sequencevof-topics to be: presented in the

classroom.‘ The ‘ma jor - problem was that o Eitt ng all the pieces

together into the time'allocated for "the courses. he long range g.:

for tne planning #ctivities is the presentation to students of a seri

courges in Biology which will enable . the students ﬁto. perform

>

87

successfully in both the IB and Alberta Education examinations. 'Withoutfi .

exception, teachers ’in, other subJect *areas .identified - similar

viewpoints. As one teacher remarked, "We have a vague notion. that ,we
- . e . - N .

should*startﬁwith,objectives but our instinct'is to look at the "end-

prodﬁctﬁ{ o to speak;" the student who will be able to pass the Diploma*

-~ -

_examiﬁations_in‘three years time, and also acquit himself well in the

oL

“ ”

\& o ) A

v

+ The teachers began the 1rst of their fifteen daily sessiOns with A4

: b d
comparison of the content prescribed in the Alberta Education course

hand was' the Biology course 0utline taught at_ the United Vations Inter—

national School (UNIS) in New York .A process of dovetailing topics

identified in these three outlines thus began:
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What I did was go through their thing [IB syllabus] and try to .

i ' follow ours as wells You won't find things in exactly the same L
'N- *spot, so'I moved things around. . Do you want’ to write out. what 1 P
: l have, and then we can add to it or change it, and see if it's at ,

(all feasible?” ‘

Téﬁ ,Yes; we;might as well start from sofewhers.”

E - A
- B

T

At the. conclusion dfd'the first full week . of diSCUssions;; the

teachers had sketched out the sequence of topics to. be - presented in f0ur

L.

‘sequential Biology courses.' The addltlonal course was con@idered a

necessary inclusion for the IBP sincg - heg teachets judge&- that :the -
"higher level IB Biology course reduired a more extensive treatment ofzﬁ

;much of the content In their comparative analysis of Albe;ta and 9:
courses; the"teachers' identifiéd four features ‘of tne - IB~ coursesbi
requiring more information than that provided in provinciaL courses(

these were

e - . ! N . ' . |

(). inclusion of considerably more representation of the %‘. T

.phyla for direct classroom study o, _ fé_
(ii)_ .an increased depth of coverage for each phylum studied ¥
(i1i) inclusion of\a greater amount of historical material 1
, (iv) considerably more biochemistry. - ' B ) l: T{>
' WA PRI

When the teachers returned for their ~second week of discussio&s,'they_.
‘Vbrought with them an - array of university Biology textbooks, which:'
.served as’ the‘;rimary resource for packing the details"lof%%he;coursev -
- outlines. o ‘ "' o | ‘ 4

a In the following illustration the teachers . are considering answers

" to. the question ' What is life7" by referring to the textbooks at hand S‘b:
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o a;Tlff Now this one, she gives a bunch of - poigts, and this. guy doésn' t..'~
P W He just talks about growth reproduction, metabolism, amd ... L
(ﬁy_fﬂ T2f3 That s the Wilson text’" ) . _ ) . E i
‘ Tyh Which is different from this one, which gives a whole 1long list of
L =?1'iﬂ.items bf living things. She gives, eight living systems.' e oL .
' Which one is that7 cOh that s the Purtii book’ i
: R . : : e T
A -' . . b ’ .

Yes.: I can see.a guy using this one, and that~one, and ‘that” one,\
_all three of: those, and”coming up with a precty gooq_idea.“'?

v

.. °- CURRICULUM AS DOCUMENT -

) . 1 s - o o . ’ -~
‘r . . 4 ) . . . . N

€o

At the beginning of their planﬁhng sessions the Biology teachers:

&

" .(and teachers in other subJect areas) had not’ fully appreciated that

1their deliberations wereg not only to be directed toward preparing

e

,f‘themselves for participating in the IBP but also toward the preparation

e ofy document» which would inﬁorm provincial and university officials of* e

scope and depth of the program, as well as guiding other teachers

o entering the program., “As far’ as the teachers were: concerned these two i
A ~ L 3 . ,-‘:’ L

‘funotions were sufficiently disparate to call for two sets of documgnts~_

(" in the Bio}ogy and English committees, bne for them e and.'oge for ”"-

s
ourselves.' ) G
5 . . . Lo

- . - . . K e

In Biology, the official document produced by the Biology committee~

. consists of four course outlines d%lineating the topics td be included s

7

within major conceptual units ‘and presented in = style very similarr S

to that used invAlberta Educatﬁon documents. . The derivation of h :
-,i_ introductory paragraph for this dOCument reveals _the concern 'of 'tﬁe:ﬁ

-

teachers for the appearance of the product of their discussions andkthe
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_singular lack of concern for its process ~When the initial sequencing

of the content for the. four courses had been completed the following

discussion ensued: ‘ 4 het

" Tyt "We d¥n't want to put aims'down, do we?" ' . ‘ ?i
Ty: ’"No, I'd go with an introductory paragraph

T3: That should cover all three of them?" S

Ty: :"No one for each. " |

1T1= ‘ Do we '’ want to - mentlon what we're going to talk abOut°"
S

T>: “No, what you do 4s talk about the intent, not what you're going .
to do. I hesitate to call them aims and goals, or goal statements
THe only reason I even use those terms: is because it"s what the .
) people’ downtogp want. : o~ : . .

As the discussion continued, it became obviOus that two of ‘the o

teachers had come to regard the series gf ‘courses as a complete dnit

and~wis d to make a statement which would be applicable to the whole of -
-

IB Biology 7 L ' N ‘“‘_‘ i ——

3 R . ) : . i ’ ‘ .

"Lf we're not going to do Aims or Behavioral ObJectives, do we have
to do covering statements for each course? Or can we'make:a series
of ‘statements ‘Covering the whole IB Béoiogy7 Because our coacepts
of, historical deve10pment and social 1mp11cations are throughout
‘And , our -stress on biological fact, knowledge hypotheses, and -
statements on scientific method are throughout. . - ’

And so the documentation of the IB . Bi gy program in- Edmonton is sg

headed by a paragraph stating that Higher Level . Biology is one of, the

%

experimentalssciences of the International Baccalaureate Program of fered ;
.by the Edmonton Public School Board. ‘The. major topics, evo;ution,;
bdiversity, ecology and 'phys%ology, are approaChed by incorporaﬁgng‘ a
' Qariety, of methods including the Qscientific' methgd and discussion of

social implications and historical oevelopments.'r The IB coursesv meet

. ' i,
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ﬂBiology 1B curriculum.'n 3 <

Al

the requirements of tﬁe present Biology 10 Biology 20 and Biology 30

' programs and ; offer enrichment materials. to meet the. Higher Level

‘

. . N
R ¥ . 5
{ s ’ 4 N

S - -

P
-

The unofficial document is a compilation of the notes taken during

the planning sessions and includes specific‘ references to original
papersy textbooks, and magaiines. It offers a reminder tq the committee

L3 Hv

v

v partfgipants of their dis: ussions about tke details of depth and scope

of the topics to;be considered in thevxclassroom.2 '

¥

Y

S . N . u. \ | 4‘
CURRICULUM AS TIMB . ' | 2

. : oo IS . . :
A K ¥’ N '-. < R : ,

‘A dominant concern of ‘the teachers througHOut theif . plannirg™~

sessions was the, time they had - available for "covering" the content of

¥

-ﬂ"\/
JLthe courses. Again and again the d15cussioh returned ‘to” how. to fit the

content of the courses into a specified number of 1es§ons
b Vs
gl . : « ; I ) '} ‘ + .
L. . ) \ T ‘ . '. » o . . B ~ .
o "It would' help me if we could.start looking in’ terms of time; I'm -
- not sure what length of time we're looking at, how many lessons?”

and- ' v ' &

b

"You «really‘ can't squeeze in any .extra  topics because. it's
[Biology 10 curriculum] already a loaded course; “it's too long
already.” - : ’

\‘ . '

‘The offer of an additional Biology course within the Edmonton IBP

'

‘had . been made by Central Office administrators ‘on the premise ‘that .

studénts would need the time for additional written and experimental

work In February, 1981, the Director of Curriculum Development'asked'
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the teachers wmether it would be possible for them to proceed without
the additional course.' " After two weeks™ of planﬁing sessions, the
teachérs were unanimous im their perceived need for the additional
course: they defended their position by citing specific aspects of. the

courses not detailed in the provincial program.

_ The section on Origih of Life demands an additional six hours; and
so dBes the section dealing with the histgrical deyelopments in
- classification. ~ And the bulk of Biology 15 [the additlonal course]

is taken up with detall of ‘the Biological Kingdoms - maybe an extra
30 hours.”

’

Y R S
q o - o.
. * ' ’
.Their technical interest in regulating the progress of* the program
in terms of the allocation of time for units of work makes possible the

conceptualization of the curriculum as the span of" time preceding the
w7 . ~r

terminal examination. For instance: - o S -

» ! A
Ty: . "If they [tHe students] have to remember all this from Grade X to
' the exam, they're.gobing te have to rememper three yeat's work."

v ) t R
Tp: "That's a characteristic of the program.™

Moreover, the curriculum is conceived as a span of - time which limits the
amount of information which may be diapensed and stored.
R
\ . . . ’ ' ' ‘

CURRICULUM AND CONTROL

r

Early in the first working session of the Biology committee, it

became apparent that. the teachers were not only taking for granted the -

.dimensions of control exerted in the institutional 'context of the

92

N



-

»

\

but they were interested 1in iadding an i§\erﬁal measure of

/system,~
control in the form of én approach “common" to their ‘three "Biology

ﬁrograms} .This is illustrated in the following remarks: N

r

s »

"I don't know how you feel about it, but I would 1like to parallel
what's going on in our school 1B with 1IB in other _parts of the
city. From what I can gather, that would be unique. Any IB going
on in the States near somewhere .else doing IB- is doing something

different; using different texts, references, etc.’

and . T

T3: "Are we going to have common exams?"” “
Tp: "I wouldn't mind." . .

T3¢ "Then we'll have to have common -examples won't we?"

Ty: "I don't think it makes' that®much difference." -

The desire to spell out, at least for the three participants, the
detaid of depth and time, for each sgction of the content, may be a
reflection of the implicit wish to “"possess” a common program. Thus the .

course outline was considered relatively useless insofar as guidance for

the classroom was concerned:
~
(3

T3: - "Personally, T think this is a'ﬁrétty poor course outline. If
you turned this loose on the province -of Alberta, thére'd be a

diversity of courses. What are you supposed to teach?"”

Ty: "We keep making the assumption that people out in the field are
' competent."” '

T3=’ “No; we're not assuming they're incompetent by spelling things
out for them."

Ty: "Surg we are.”
T3: ."I don't think 80; we're not telling them they don't know it by

spelling 1t out. We're telling them that this 1s what this course
stands for." : '



. The teacher who nants the course.fspelled out” 1is demonstraéing‘a
~technical interest 1in standardizing what to him " is the Biology
program. 'heIWOuld'like to be able to‘know, with certainty, the exact
limits of the program, both for himself and for’ others. That - these
fteachers would entertain furtheq restricvtions on’ their definition of  the
: program, in addition to those imposed by the necesslty to satisfy two

sets of external criteria suggests that for them, in a somewhat

thrcatening situation, there is reassurance that they will be attempting.

‘f

, to: follow similar patterns of activities in their classroom. EXplicitly

to safeguard his . position, one of the teachers described how he intended
to divide the content of the courses ingo_ lea;ning packages for the
students. These " will 1nclt objectives, learning activities, and
information supplementary td{gi; textbook, such that the student will be
able to “see \what he's got to learn, ang how. he's, going to learn?
it ... And at the end ,of his IBP, he'll have four sets of learning

packages spelling out all the objectives."

; ' . . . . ) y
In designing the sequence of the_four.courses; the Biology teachers

were very muchy e that' there would be an ‘institutional demand for

s tudent . moveh- kween IB and provincial courses. Tﬁés necessitated

adhering close" o the Alberta Education content of Biology 10, 20 and

30 courses, enriching with supplementary material where- appropriate, and,

presenting much .of the additional laboratory work in an additional
course. ' This then made it‘péssible to state that "the courses here have
been so designed to make it possible for studeats to leave the 1B

program without . Jeopardizing their standing in currently authorized

Alberta Education programs.

{

~

In summary, the discussions of - the Biology teachers revealed the

following technical interests in planning for program implementatioan;

(a) amalgamation of content from existing IB and Alberta Education

course outlines,

e
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(b) delineation of the’ Sc¢ope and sequence of the content of the
'curriculum to be identified as IB Biology, ’

-

(c) production of ‘a “"teacher gulde patkage for Central Office,

(d) 1internal control via a‘"common' program in Edmonton schools;

(e) facilitation of student transfer and course accreditation.

\
. €

All of the above suggest that planning may be viewed as an act of .

charactetizing a program of studies 1in sufficient detail that the .

process of implementation becomes amenable to efficient direction and

control. ‘ , » . :._ ‘ R

The Interpretive Interests of Planning

4
y »

In- planning for .program implementation . there are 'a number of
g .

possibilities for participant interpretation. 1f fidelity of

implementation 1s a priority, as it surely must be 1in situations.’n

-

which students' achievement is subJect to external assessment, the

program of studies requires  interpretation, because "it encapsulates the

meanings (intents, motives, plans and outlooks) of one group " (the -

program developers) whichvanother group (teachers, students, parents)
attempte to grasp” (Werner 1976 : 305). However, even in a group of
teachers actively engaged in a common task, it is necessary to explicate
the meanings which they have individually cqpstructed in order that

there may be'a sharing of views. So planning for prograam implementation
. 2
5 may require  not only interpretive exploration of the developers'

< R

meanings for the program, but also those of participant planners.

Another aspect of interpretive understanding 1s that which deals with
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the direct interaction between the program and an involved participant.

As the individual planner delves into the complexities of the program,
he becomes as it were, a part of the program. No longer is the planner

Yo

acting on anuobject, the program, but there is-a reciprocal interaction

) Y . .
between two subjects, the program and. the planner. Over a period of .

time, both program and planner are changing, and neither 1is ever

"complete. ‘ S )

Consistent with'" their  {identification of the teachers ‘as
interpreters' of the: developers" curriCula (see p. 68), Edmonton
administrators arranged for aL{ the teachers participating in. the I8

planning to-attend a workshop (Denver, October 1980) organized by IBNA

for staff of newly affiliated schools. This was the Eirst opportunity.

..

- for most of -the teachers to consider ‘the possible meaning of the IBP for

themselves 1in the classroom. - About a month later (November, 1980) ,~the '

Biology teachers met_Vith Central‘Office staff t;\discuss the planning
activities for’ the remainder of vthe school year ({i.e., _mp to June,
1981). L . | -
In order to focus my discussion...of. the teaehers'< interpretive
aCtivities I have selected three aspects of the Biology CUrriculum

which were recognized by. the committee members as being of considerable

significance to the IBP developers. These are:

~

(a) that Biology is one of the experimental sciences in the
International Baccalaureate,

(b) that Biology affords  the opportunity to develop an
appreciation of the nature of scientific knowledge; ‘and

(c¢) that Biology offers the opportunity to con er the
relationships between science and socfety.’

-
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BIOLOGY AS AN EXPERIMENTAL SCIENCE

The Characterization of Biology as an experimental science .did not .
. appear  to catch the’ imagination of . the - Edmonton plannersfvnor did the
difficultied of biological investigations, as compared to physical or,

'chemical inquiries, seelm to surface as a-problem.. The General Guide

to the. IB (3rd edition, p- 78) states that "the emphasis in all

- [experimental science] courses is on providing stud;ntf witnl ample

opportunities for _search and discovery, for it is. through personal

o . ;
experience in the scientific method that students best develop an
understanding of it." The teachers dealt with the laboratory exercises

for the Jgogram after they had worked through the detailed sequence of

content: for all four courses. Assembling an assorted variety of

laboratory manuals and textbooks .around - them, they compiled a list of

specimens to be observed under the microscope or dlssected and an

accompanying list of "references for teacherhguidance. However, there

was some uneasiness about_ these traditional exercises:  one teacher

commented that he wasﬁnot looktng forward . to teaching thed. Another

teacher responded that "students need practice observing, seeing

slgnificant differences on their own.” - What this teacher did  nat

explore was how students can be expected to "see on their own" when
they have -been"exposed .to a theoretical presentation .of what ‘they
“should"” see prior to the exercise. Degcribing‘shis approach to ‘the

-

ultrastructure of cells, another teacher stated: -

"I usually go through and list all the parts, mentioning in general

what they do. It's fixing everything in place ia the cell and what.

the functions .are. Then I go bick and look at them in detail - so

that when y6u start talking about a ribosome, students can say 'Oh .

yes, that's the thing that looked like buckshot inside the cell',
. and they've: got some kind of a generalized picture.”

vSignificantly, for teachers who must attempt to move. from the world_of

the electron microscope to that of the global biosphere in one program,

‘ -
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it is sometimes difficult to appreciate what and how students "see” the

objects of study. The ma jority of students will probably never "see
ribosomes with the aid of an electron microscope; and when they are o
provided with a textbook electron micrograph; it 'seems perfectly .

reasonable to relate what 'they .see as -solid scattered_ specks go

something in their own experience. An¥ when the students .focus on their

self*prepared wet mounts of cheek cells, qé it surpriSing “that the

oo

multitude'oﬁ'blacksspecksFWhich.they "see"” are identified as_ribosomes? =

-

Further uneasiness with' the practical exercises was voicedﬂ“with :

regard to the inquiries considered suitable for Crade XII students. The

following exchange illustrates the dissatisfaction felt by one of ‘the

teachers: . .
’wTii "I think the coagulation-type test ‘is useful."”
T3t "Sure, to communicate denaturation.”
T "Sure, to explain exactly.what happens. "
Tzf' Now what you ve got to do 1s ask yourself the question -~fwhy
- do the 1ab" What is. the lab supposed to do?” \
. TL: "Well, we. went over some of the . things it s' supposed to do. 1
: Demonstrate, for - example, coagulation Here I am ‘trying to tell
* them that proteins lose their shape, become fibres.
and
Tp: "0.K., so you put an eggwhite onto either acid, or heavy metal
' or you pass an electric curreat through it, and iy .goes white..
_ That doesn't show you how a protein molecule changes shape.'
Ty .‘It sure- gives ybu an idea.f
1,T2 I .disagree with that - I'm just thinking that all you're doing
is making an eggwhite turn white. ' There's nothing at the
molecular level. A kid wouldn't be: able to 'sit down and start_
o hypothesizing at the molecular level.” : :
- Tyt Well he's never seen a protein molecule and we're talking about

“shape to them. And we spend hours™ teaching them -about amimo acid

drrangemerits and bonding. Why even do. that7 ~And- it's all done

with diagrams."
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Much of contemporary biological ytudy occurs in the ultrastructure'\
of cells. It is not oniy difficult/ for students to envisage what is
happening‘in terms of their own experience, but even more difficult for .
teachers to provide an Opportunity for students to engage in activities

which relate directly to the’ concepts being taught What follows ii/ap/‘”

exchange- between the teachers dur'ng their second planning, week:

Tyt "Youjcan't do modern labs in |photosynthesis, they're too
sophisticated. Radioactive tiracers, and all that.”

+:T9: "Does it bother y0u that most of the labs you do in school are
: natural history?” ‘

Ty* "There's nOthing we can do about 1it, so 1t doesn't bother me.”

Tp: "It bothers me.”
Ty: '"But what‘aré you going to do abou fe?"

_Tzl p-What kinds of research labs can yQ do at the Grade X level when
they don't have any biological backgyound?” -

.T1+ "It doesn' t ‘bother me not to: do a lot of labs, because they're not
true labs. ' :

’ Perhaps this“last comment is the key to‘theilow priority assigned
to the laboratory exercises;, when the teachers pau;e to conslder what
they can accomplish in terms of inquiry into the unknown, the conceptbof
exper&mental science is highly unsatisfactory. Because 1f "a lab &:

‘me 1s when a kid is testing something-that is absolutely unknown" then

"we don't h:ve‘fany." . Part of ‘the difflculty in viewing Biology as

) . A ‘ .
illustrativé n experimental science 1s the distinction which tends

to. be drawn the categories of classroom activities identified as

"theoty" and As one\\ggﬁéher emphasized, fI go theory, lab,

and back up theory.” - For teachers accustomed to \regarding a course

primarily as a.body of information to be relayed to the students, it is
~_ \

N\
N
N
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inevitable that “priority is giVen to theory. One teacher contemplated
“an iﬁterpretivé ~appr6&gh to classroom "ekperi@enté", doing them and
asking "Why?" P;evioué\éxperience of .this had shown him that it ta@és
much more time, ﬁéééési&ating ;cutting It off" and “channelling " the
discdssion.f: Pu;suing the idea of’providing for student'exgerience,
ghé .téchnicgl interest 1in time intruded, yet revealing that some - of

the teachers' underlying inclinations were to encourage independent

thinking, although another was skeptical:

'Tp:, "We eould say, 'design a lab test for such and such'."”
T3: “There's only one thing wrong With’it, -
T{: "Time."”

Ty "That's the_way I handlea mf.project,in Grade XIL last year."

T3: "What will they do? They'll go to a book of recipes, and they'll
' hand back .to you what you don't want to hand to them. And all
‘youfve done 1is have them do the hunting instead of you. The end
result 1s .the same.”

Tp+ "But T think they feel a bit more in control of their activities;
I think.” ’

The concept of experimental, as involving students in the design of

experiments, présents a major problem for school science teachers whose

priority 1s to attend to a written theoretical examination at the end of’

-

the program.

BIOLOGY AND SCIENTIFIC METHOD

- That 'all IB candidates engage 1in some study 1in science is a’

étipulation proposed to ensure that students experience, and .come to-

appreciate, the significance of controlled experimentation as a means
. R ~ L .
of _gathering‘ data and, reaching conclusions. The intent of the 1IB

developers was that students would become familiar with the Scientific

'
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Method not. only in the sense of acquiring manipulative skills, but also‘
in the sense of ¢ritical ana1y51s of experiments designed. and® performed

by other investigators.‘ The IBO Syllabus Guide for ngher Level Biology

(Ed. Black, 1980) specifically states that experimental data supporting
key theoretical models should be studied. These studies would lend
themselves readily to reflection on the assumptions‘of the Scientific
Method, and the nature of soientific knowledge in the Tneory of

Knowledge course, thus strengthening ‘links with the entire IB program.

9

- One of the Biology teachers admitted concern for these aspects’ of
the program,'but his attempts to initiate debate were generally pushed

aside.

"I don't think we have to apptoach the whoﬁe thing from the
Scientific Method point of view. -Somewhere 1n the IB course we

“have to {introduce .the kids to the Sclientific Method. . That's
standard isn't 1t?"

ln'dlscussion of an optional unit on the Origin of Life, it was

remarked: -

"I think this section could really lend itself to developing the
concept . of the Scientific Method: the significance of the
observable in the phenomenon. Here we can't do that, and so we're
on very thin ground when we get into this area."”

Although there was no observable response to this  from his

colleagues, the unofficial descrlption of their gu1de states:

N

"+.. the 'Scientific Method' to be mentioned/stressed here: the
fact that no two sources list the same precursors for organic
molecules, thus some assumptions and imagination must be used.”
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The 1issues of experimental design and‘validation'bf'results were

readily submerged under the sea of" names known only as historical

: deve‘lopmy -

"Experimental support for .the theory. Ate we going to go into
that? . Arguments for and agafnst replication?”

"That's getting pretty heavy."
"Let's Jjust present the theory for how it works."
"That's the Watson-Crick theory, and.oﬁit-..(."

"Well, are we going to do that Meselsqhn-Stahl stuff, 1like they
have here, [textbpok]? Remember how the’strands went off ...?7"

"Well, we can mention'glterqatives, but not in any detail.”
' o
It is as 1f the teachers, not being familiar with experimental

details of these developments, are nofvable to pull out the issues.of

design, hypothesis, .énd test. Conseduently in their planning, the
blanket phase of historical development was .applied, but never defined.

And so, although the official document produced by the Committee
,(and ‘edited by Central Office) suggests that a key feature of .the IB
program is "an approach which is intended to promote an appreciation for
the develdpment of.Knowledge, preparing the student for a study of the
Theory of Knowledge (p..5), the plahning participants expressed definite

< ) 5
reservations about their preparedness for such activities.'

BIOLOGICAL SCTENCE AND SOCIETY . o ) . i . /

On many occasions, -it' seemed »Ehat for these teachers, the
incremental progress: of science termed "historical developmenﬁ" was
synonymous with the Scientific "Method.  Although they were anxious

to stress that this progress had been dependent .on the .advance of

3
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¢hnology, they,werefnot prepared toxanalyze the social or economic

acircumstances in. which or breakthroughs occurred. And here I use the

;)

word-"prepared' deliberately, because there were a number of indications

. that as individuals, these ‘teachers were’ interested in discussing the

By

'nature of the progress of scidkce but they felt inadequatepbecause of

acknowledged gaps in their personal knowledge - For example:

©

T+ gzhleiden and Schwann played such a small oart in the whole
' plcture.’

Tyt "I that right?” .
. . o ‘ iﬁg ‘:‘3};%';1
T "They just put it together.” o

T3: "So is there any significange in mentioning theag?@en?"
Tp: "I think so.” . .

e . . .
"Ty: "Oh yes. I mention Virchow,too, and point out that it was another
20 years before they came up with the preexisting ‘cells ‘bit.
Although when they lay out all three parts of the Cell Theory, it
looks as if it all happened at -once. Actually, it's kind of neat.”

ot

RS

Tyt " “It's only neat 1if you have the background to reflect on it.

&x‘f\"
e S

o«

."The sociaf“aspects of‘_human activities labelled _as sciedce were
similarly,aéglected. The'deriyation of.the double helical model of DNA .
by Watson and Crick in the l95q's of fers a splendid 'opportggity to
encounter ‘all the many aspect% of scientific' activities. Crick

,/reflected'on the "style” of the/discovery in an article publishedéﬁn‘
'Natnre in 1971, and Watson publighed a personal accbunt‘of the exchanges >
among the scientists working on/the problem. However, these references,”p,:
are not {ncluded in either the official or unofficial guides .to the

program, which suggests “historical development: Watson and Crick.”

The General Guide to”the/IB (1977' 150) states that "the study of
biology is becoming" increasi gly significant with regard to contemporary
issues which have hitherto belonged to the province of history,

politics, and economics.”/ For -the teachers in the ~biology planning
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committee, such issues are generally attended to in ‘the context of

"adding” interest to the theofeticel'concepts_under consideration. The"

 following remark typifies the approach:. "I'd mention it more as an

aside

than anything " else. I wouldn't go 1into it in depth.” The -

interactions of .man and world are not generally taken to be topics for

serious reflection ~in provincial fbiology‘ courses, unless a s$pecific -

project is devoted to them, in which case, they are distinctly set apart

from:the core of tﬁe course. The following exchange among the teachers

displays the d1ff1cult1es they encountered in attempting to move beyond

the traditional theoretical framework withlwhich they were familiar.

-

"Do we want to say anything here about socilal ecology?”

"I think we should. What do you mean by social? Do you mean
man, conservatiom, ...?"

"I'm thinking of growth problems, effects like in China. And
aging prpblems, - the population is getting older.”

"That would come into characteristics of a populakfon.” ‘
“Yes, but I would like to relate it to humans only. Do you

guys know what I'm saying? = Because we've been talking about
populations, but nowhere have we even mentioned about human

“growth.”

"Human ecology."

"Yeu don't want to deal just with human populations, do you?"
"Yes, T do. ‘Yes." ' - |

"Groyth'of technology, and allfthat?"

"Shall,we call it 'Human Impactf?"

"Impact on what?"

-

This discussion was not pursued any‘further and the unofficial

. gulde cites a few examples of man's interference 'in the natural patterns

of ecosystems.

3
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I;ROCRAM—'PL;XNNER' INTERACTION 4
An early.assessment of* the overlap in content of the IB and Alberta
_Blology curricula indicated that there was an 80% correspondence between
‘the two programs.n At ‘the Denver workshop, the message put across by the
UNIS Biology teacher and the IBNA Chief Examiner in Biology was thht the
IBP is a total program, not a collection of discrete courses, and that
the commitment by students.and teachers must.be to " the totality of the
IBP, ratherdthan to individual courses, such as Biology. This was a
"different plcture” of the program for the Edmonton teachers, and one

which was left behind ‘in Denver, for the most part. - This 1is not to

suggest that there was no program-planner interaction, but’ the initial'

stirrings vwere restricted to ,those ‘within the dlstinct' disciplinary

fields;: rather .than those within the program as a totality For

example, the Biology teachers ‘acknowledged ‘that - the provincial courses

tend to be treated as. "isolated collections of facts',~vand they

expressed the desire to .provide somne coherence to the IB material It

was evident in the planning sessions that the teachers Jere. searching
for themes which would serve as integrating links among the courses.
They were also aware that in the eyes of the ptrogram developers, the

Theory of~Know1edge occupied a cornerstone of the IBP. However,’these

fnterpretive exchanges did not progress during the planning year, due

largely to the dominating technical concerns previously outlined.

h In . summary; it 1s : probably fair to say that the preyailing
bl
_interests of an interpretive nature were thOSe in which, the teachers

'ﬁreconstructed for ‘their colleagues the classroom activities which they

judged to be successful in terms of student interest and achievement
As the committee members grew more at ease with one another, an

atmosphere of openness enc0uraged questioning in terms of “How ‘would
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you?”, "Why do you" and What do YOu mean?”, such that all’ were able to

engage in a sharing of interprétations, and in the elaboration of a

‘ perspective 'for program implementation. Such a questioning of the

developers' perspective was- not ursued, and the teachers were either-
P P P P , v

unaware or insensitive (or both) to the intent of the developers§
that students be provided with the  opportunifty to experience. the
characteristics of‘-experimental sclence, and to relate these to the
totality-of the program in -the sense that experimen;al science offers

one way of knowing the world. The reluctance of the teachers to

contemplate participation in the Theory of -Knowledge, considered as an .

integrating feature of the IBP, is indicative of tHe gulf separating the

. plannmers' perspective and that of the developere.

The Reflective Interests of Planning

These are interests oriented towards: making explicit the tacit

assumptions built into a program, both by the developers and the-

planners. They are reflected in alcritical evaluation of the commi tment
4 ; .

made by éarﬁicipants to the program in an assessment of the iInterests

at stake, and in an assessment ‘ﬁ the coatrol of the program from within

and without the Edmonton school district.

COMMITMENT TO THE IBP

Beginning . at .the Denver worksﬁop, there emerged a tacit under-
etanding among the teachers that a fundamental difference existed
between the way the developers pereeiveQ'the IBP and the way in which it

was .perceived by the administrators in the Edmonton school district.

N
‘ ;
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The teachers noted that for the IBO detglopers and staft at the inter—
national schools, IBP is' an integrated, independent whole, whereas in
Edmonton 1t is something “added on" to an existing orogram.in order to
\\\\pfovide enrichment. In the United Wo}ld Colleges,ithe IBP is the only
curriculum for the students, wheéreas in Edmonton» the IBP is to be
offered as "a bonns" to academically able students, who must by law,
‘also satisfy the tequireSEnts for the Alberta high school diplomal

Since many teachers expressed mlsgivings about the ‘notion‘_of
qffering I3P as an "alternative" program, I enquired why they had agreed
to participate in the project. A-frequent reply was that it would ward
off boredom by offeriné a change. Some teachers honestly acknowledged'
that they enjoyed working with the academically bright students, and the
IBP would increase this opportunity. This pragmatic- assessment of the
day-to-day situation within a recnrring?semesteredlor‘anndal pattern of

A events/is dicative of the accommodations which teachers are'prepared »
¢55/m;::f;::§in the organizational context of the school. Accompanying
their percelived professional responsibility of translating curricula
into classroom activities are the tacitly acknowledged rewards of school
life such as enjoyable social interaction with students and staff, and
the stimulation of intellectual challenge. For most of these teachers,
partic1pation in the IBP did not represent a commitment to -the intents
of thé program developers, or even a commitment to anything broader than
enriched provincial courses but it d1d offer the opportunity to enhance

the rewards of social and 1nte11ectual interaction.

THE INTERESTS AT STAKE ' ' C

The teachers were puzzled by the decision of the Central: Office
administrators to locate the IBP in three schools. It was the opinion

-of a majority of the planning teachers that it- would have made better
. N * kd
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sense to them to - develop the program in a school which ¢ould be totally

committed staff  and . students, to - the success of the spirit of the

program; i.e.,. in,;tﬁei sméll 'academic' high school, with all the -

students entolled in the IBP.

The teachers disclosed thet, with ' the exception of staff at the
'dcademic' high‘schoel, they had not expressed particulat interest 1in
incorporating the'iﬁP into the school offerings. Announcement of the
selection of their schools as sites for IBP implementation was described

by various teachers

"We were told 'Take a look at this.' ; and handed the ngher Level
course  ,outline.. We were not given the- option to develop a
Subsidiary Level course as well."

"There's been a willingness to just dump‘things and let them fall
where they may." : '

There was general belief among the teachers that the decision to
implement the IBP 1in Edmonton schools was made ‘'in “response to the
crlticisms of a vocal minority who claimed that the provincial program
did not challenge the academic student. Here are some of the teachers'

viewpoints:

by

Y

"They're just shopping around for a high status enrichment program
"to quleten the parents, and show that we're offering alternative
programs. for the gifted as well .as the disadvantaged."

"It gets the Board off the hook. They can turn to the public and
say. that we do have a program for the gifted child.

“We won't be fulfilling the intents of the IB: {t's a political
way to.upgrade our S-program."

@
3
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Notnithstanding the underiying uneaeiness about the, motiVes of the
‘district administrators, many of the teachers felt that the IBP could be
of benefit to the academically able students, in that the students would
be able to pursue their studies to a greater depth during the high
school program. Curiously, thgre was little interest expressed in the
implicatione of the credential‘lhown as the IB Diploma ia a broader
social context, other than concern that the University of Alberta had

not yet granted advanced standing to IB Diploma holders.

e

CURRICULAR CONTROLS = ‘ ' : j-

The tendency for Edmonton planners to aécept'(without queqtioning)

the framework of the IBP reflects the willingnees to impart the kinds

o

of knowledge selected by the program develOpers Sinee. the 1B

has frequently been described by Peterson (1974, 1977) ~as a set of.

examinations, the Edmonton pldnners have accepted an external c¢ontrol

for the standardization of 'student‘ﬁéehievement. In contrast to fthe
pProvincial pattern, in which students accumulate orades towards credit
for individual courses throughout the three years of high school, 1B
candidates are- assessed on their performance In one set of examinations
at the conclusion of the program. Trustees and administrators have

repeatedly stated that whatever happens in the inplementation of the

. _ : . ' 7
IBP, students must not ben/gehalized if ctheir performance in the IB

examinations is not distingudished.

When planning for the implementation of the IBP- began in Edmonton,
many of the teachers were unaware of the necessity to galn official
approval for the additional courses befng added to the ' standard

matriculation pattern.’ As one English teacher wrote: "Our first
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assumption was that the Edmonton Public School Board and Alberta

vEducation had come to terms over the acceptability of the IB curricylum

and that all _the latter was concerned with was that the student in the

IB program would be at no disadvantage in the final Alberta assessment.

We have since been informed that the total IB 'package' of curricula for

each'subject must be a 'clean package' ({.e., meeting basic stipulations

for eXisting credit courses)." The significance of this stipulation

came to be appreciated by the planning teachers in all subject areas as

tHeir work proceeded essentially, " the primary commitment of the

Edmonton Board to the Alberta Education éiifses,'and secondarily to the

IB program. The essence of the issue

©

exchange,among'members of the Biology committee. - ¢

-~ T32 "The IB course is Sigger'than,the Alberta [program].”

Ty “No. The IB has no official recognition in Alberta [yet]."

T3: "But in terms of scope, the IB is a bigger course than ‘Alberta.”

Ti: "I'm 1ooking at the power play. The ‘Alberta course is the over—-
riding controlling mechanism '

T3: "You' re talking abOut administration and I'm talkfng about a
course.
Ty: "That's what I'm talking abouty I don't care what the course is.”

~And so, throughout thejglanning sessions, the dominant concern was

_to satisfy the requirements of Alberta Education

revealed 'in the following 4
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LEGITIMATION OF THE TEACHERS' PLANNING 'INTERESTS

e s

The justification for the predominance of .technical interests
displayed by the teachers in this study may be related to their notion

' of professionalism This appeared to be based on the assumption that

teachers, having progressed through a specific training program, are

prepared to assume specific responsibilities in the classroom, primarily
the transmission of information " and skills In a manner which will

facilitate their acquisition by students The professional is assumed

to know. what he is doing in his area of expertise ‘in the teachers'

case, the classroom The teachers anticipated that ﬁtudent success 1in

the 1IB examinations will become a criterion - f )their professional

standing, and consequently became distinctly apprehensive about the

uncertainty involved in the projection of the program. They, therefore,*®

attempted‘to‘optimize their working conditions (smaller classes, extra
) ‘ L - °

courses, - additional marking time) and standardize.  course contents.

Their. interests were directed towards facilitating student examination

success : ' i - "l
S o . - o ' . N \-

<

Insofar as the IBP as a program of studies seems "to work"”
it has received international recognition the teachers were prépared to
take 1t at face value. The percelved professional. status of teacher
within the educational hierarchy precludes participation in the critical
assessment of a, program of studies and the:dlsclosing of assumptions and

values embodied in 1it. The teachers would agree,_witn Ginsburgtgt al.

(1979 : 204) thdat they have "neither the time, the energy,. nor the

inclination for teacher colleague groups to engage 1in analytical
discussion of controversial, dissensus-inducing. topics. " The sustained
v'committee work by the planning teachers was a. rare occurrence 1inm the

.school district and one which_was,highly valued by those who chose to
o : ‘ . . -

, leeo, .
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work side by side.' These teachers expressed a strong desire to continue

their meetings on ‘a regular basis throughout the early years of the IBP

implementation ‘to offer mutual support and expertise. Given!\time.

'\

and/or an. appropriate stimulus,” these’ groups of teachers may begin to

contemplate a more critical stance, articulating comcerns . which reach
- beyond the horizon of'thexclassroom.
‘ ‘ , : T N I

The teachers' pragmatic acceptance OEJ‘ the . administrative
prescription of .the framework for planning the IBP implementation is
indicAtive again, of their perceived professional status in the district
hierarchy.’ They adopt the stance ‘that the teacher s place is in the
classroom; district administrators have been trained for managerial
) responsibilities. It is \notl that the teachers are unaware of.'the,
manipulations at play within the educational organization, but that they

do not view, the complexities of management as their responsibility 'And

so, 1n accepting what has been constituted in other contexts as the norm

:for implementation planning, the teachers abdicate their interest in the
definition of program planning, and in the meanings which underlie and
+ sustain it. (Taylor, 1979 :‘121). . The practice of planning for program

implementation - is considered as primarily a technical task of program

)

replication.

-
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FOOTNOTES TO CHAPTER IV -

v

v

1. There are three courses”in the provincial program: Biology 10, 20

and 30., ° o = : S, .

2. In the official document,‘che.topic"Immunology"ie listed under
"Blood and Circulation”, in the Biology 30 IB Unit TLI: Systems

Physiology - Human (45 hours). ) ‘ : )
In the unofFicial guide, the‘follouing appears:

"IMMUNOLOGY

3

. - define 'immune response’; identify the tissue and cells
involved ... thymus, spleen, lymphocytes, B-cells,
leucocytes, T lymphocytes, .memory cells, plasma cells.

= antigen*antibody specificity; immunoglobulins; primary
and secondary immune responses.,

- autolmmunity; clonal selection hypothesis (recognition of 3
self) : ]

Wallace. et al., n. 819
‘Keeton, p. 687 *=.
Arms & Camp, p. 457.

/ ’ . ™ ‘, » Co 4
3. "Human impact - interference of food webs/chains, mineral cycles
and succession, forestry, agriculture, monoculture, exotic specles

(tropical fish in Banff), Aswam Dam, Peace Delta.



"CHAPTER V
THE DISCOURSE OF PLANNING

‘Introduction : ’

In Chapter. III, I explored the ' perspectives _of thosei groups

involved in planning for the implementation of IBP in Ldmonton

I noted

that among the developers, administrators, and teachers tnere were

diverse values and interests underlying ‘the planning” 1nteractions

" 1In

>

Chapter IV, I gave particular attention to the interests expressed by

the teachers, and the rationalization of such interests.

the teachers interests were predominantly focused on the

I noted that

aspects of planning for 1installation of a curriculum as a body

technical

of

knowledge to be efficiently transmitted within a specified t1ine period.

As the teachers became ‘engaged by the program, some interpretive and

critical " interests were aroused, but rarely developed.r

In this chapter

I make the assumption that the consc1ousness of ‘the individuals involved

in planning is framed by the form of the discourse appropriated by the

system: that what individual" teachers do or do not,takenﬁor.granted

in their daily activities and in the activities ' of planning

for

implementation‘is structured by the quality of the soclal interactions

in which they are engaged, as also is their ability to articulate to

others what 1is, or 1is’ not ‘taken-for-granted. It therefore becomes

necessary.to examine ‘the features of these interactions within which



tﬁg meaning of what it is to plan a program of studies is constituted.
For it {is through these interactions of individuals, as members -of
barticular grOupé, that competing definitions of a program of studies

emerge as reality.

DISCOURSE OF PLANNING
—-\Although a discourse has come to signify the ekpression“of ideas,
frequently 1in thé form of a verbal interchange (Webster, 1968), the
early ‘Latin translation éuggests a course of events (Webster) or "a
running to and fro” (Klein, 1971). 1Tt is in these latter senses that I
inteﬁd fo eprO{s the interactions among those {ndividuals planning to
implement IBP in Edmonton, in the hope that I can convey not only the
" contextual settin&_of.thg exchange of ideas, but also the disjointed

character of ;hé:develbpméatal_Qrocéss._

Y

distrtqt may be viewed as a;eﬁasvin wh{ch‘fhg meanings constructed by

individuals as they‘ interact .s&éféiby) arex'juxtﬂposed with 'soclally-

distributed power. ' In what follows, I use power in the sense of being
the ability to mobilize resources to constitute the means to achieve

spéci%ied outcomes (Giddens, 1976 :'ilQ}&j Such resources will include

~.

A the'possession‘of "authority” by virtue of status in the organization,

the possession of specific, relevént"'technical' knowledge, and the
possessidn of persuasive verbal skills. Thus in this situational study,
it 1s ﬁeﬁessary “to consider who® has the cabability to employ

which resources required for_program:implementa;ion.

. B

The organizatLbnél'knan' as -the IBO and Edmonton public school.
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It is not satisfactory to simply label the discourse of planning as

ppliEEEal,_in the sense of 'attaining a resolution of the .conflict of

interests and:-values Inherent In the situation' (Kirst and Walker, 1971) -

> N 1 -~

- because this‘doesfnot help us to discern the interrelationships of the’

factors et olay. In the past, attention to the so-called political

problems of -currfculum implementation has tended to focus on the nature

of the “"conflicts and compromises among factional groups, such as
developers, teachers, administrators, parents, governments"” (House,

1979 : 4). These interactions have been identified as the "politics" of

implementation; “processes of discourse through which members seek to .

assert and ultimately reconcile their wishes"” (Kogan, 1978 : 15).

House (1979 : 6) suggests that  the political perspective of
curriculum studies came "into its own 1in the mid-seventies and now
contends with the technological perspective for dominance as an

Interpretive framework.” However, as mentioned above, ‘the assumption is

frequently made that "a measure of convergence can be achieved by normal

pracesses ofvconsultatton,'persuasion, bargaining and learning, so that
in the end only\a small recalcitrant rump must be over—rldden" (SHaw,
1978 : 10):  whatever 1is entailed in the recalcitrant rump, or the
process of being over-ridden is delegated to oblivion. TIf we entertain

the hope of situating educational institutions (such as the Edmonton

public school district) im a larger context, we must, as Sharp and Green ’

(1975 : 54) remind us, "see the actors in this situation not as free and
equal participants engaged in the .social interehangei which we call
education, together negotiating and buildlng up in an open_context some
mutually acceptable definition of reality, but in terms, frequently, “of
actors with varying degrees of power to define reality for others not
necessarily in terms which others accept as legitimate but which define

for others the limits of negotiability, and the conditions under which
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constraint  will or will  not be 'used.” It 1s as one teacher
pragmatically remarked, All the ideallsm goes by the board when you
star;'building a student-teacher’ timetable by way of wmoney and
resources. The priority here 1s to be Alberta Education,. with IBP

second.”

In the Edmonton discourse of planning, there seem to be a number.of
‘features which to greater or lesser extents "illustrate a dlfferentlal
d1str1bution of the %grticipating groups' abllities to influence the
actions of otheré: those are (1) consensus building, (2)/ﬁé§¢tiation;
(3) pseudoparticipation, (4) controlied informationl fld&;' (5)
non-issﬁes, (6)>resistances, and (7) lahguage. .
¢

y . .
(1) Consensus Building1

Although it 1{s apparedt from the - obsérvations reported in
previous chapters that discrepant views of the IBP were held by

developers,” administrators and - teachers, the "~ administrators

expended considerable effort estéblishing an official perspective

on the program. This was that IBP is a rigorously academic program
of studies designed to challenge the gifted senior student 1in
offering enrichment to the standard Alberta curricula for Grades XI
and ‘XII. Since the achievement» of candidates in the IBP 1is
,gxﬁernaiiy asséssed by their performance 1n a final set of

examinations at the conclusion of Grade XII, the administration

considered that the development of a perspective shared by the

external examiners to be a top priority. All the participating

teachers were flown to Deaver to meet, face~to-face, the subject
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-examiners and established (successful) teachers from intermational ™

'-A:-A B e e e Lmw
s SR A N VR

'schools.. In retrospect the timing of this- workshop was probably

-

premature for the Edmonton teachers "most of whom were distinctly

unfamiliar with ‘etther the rationale for the program or the’ details

ke

[

of the subject area courses.. »The teachers went ' to Denver

'13anticipating a detailed specification of the scope and sequence ‘of

.......

course- contents and .a perusal of marked examinations,_neither of

which was secured/;?>the case of the Biology committee. The Denver

a

workshop was not followed-up by further general discussaons in.

'Edmonton ‘of the perspective indicated by IBO and UNIS - personnel.

.

Teachers subsequently ‘met with administrators for the sole purpose

of organizing their .work schedules for development of curriculum

118

guides ] articulating "the “¢ontent .of Alberta Education and IBP“

_‘curricula..‘ U I I TP

‘.

: Significantly planning teachers were not invited ‘to mak
statements at'feither of-'thev publiclnmeetings planned to inform

students and parents about the program. The official point “of view

o\

.was presented by school and Central Office aﬂministratorS“* The“""
public display of the IB emphasized the 1ntellectual challenge of '

the(program its internatiOnal character and the prestige of~theﬂ‘:'

Diploma as;positive features enhancing the attractiveness of the

IBP. " At these meetings, and 1 the discussion of the IBP taped for

-television as well as in the brochures distributed from ' high

schools, 1t was as 1if the participants had agreed to a ’single

over-all definition of the situation, involving "not so much a real-

agreement as to what exists but rather a real agreement as to whose
claims concerning what 1{issues” wduld be temporarily honorad

(Goffman, 1959 : 9). The agreement presented by the administration

-was actually a "veneer of consensus” in which lip service was paid



“to the asserted values encompassed by IBP, and which served to

‘gloss- over the more fundamental assumptions ‘embodied in ;the‘

development of IBP. It was, as MacDonald and Walker - (1976 : 43)
suggest, a situation in which the rhetoric of consensus  helped to

foster the notion of progress. One administrator who would have

preferred to develop a locally -enriched program sustained the

'system' description of* the IBP at all public events. This
solitary, behind-the-scenes, expression of administrative dissent
was indicative of the absence.of interpretive or critical program
evaluation accompanyling- the ‘concept of planning for

implementation.

Such representation of a convergence of values attributed to
the IBP is a cover for the non—development of a shared perspective
for the program. Sharidg in the construction of the meanings of a
program for its participants does not demand a unity of values, but
a recognition of those values The development of intersubjective

meaning is not a matter of converging beliefs (Taylor, 1977 : 120)

»wabout°'a program but  of . undetstanding the essence of a school

119

-program of studies And the - deeper the understandings chefmdfe; o

f,f;hf;likely the possibility of differences among participants. Thus the

_likelihood of upholding identical values i% Edmonton high schools

rv”for a program of studies evolved in the United Vations School in

New York decreases as the fundamental nature of the program becomes
'better appreciated by Edmonton planners. It is; therefore, in the
interests of the program developers and Edmonton administrators,
who are concernedc primarily with the fidelity aspects of
implementation, to:develop‘a consensus on the .values of Iﬁ?; and
thus avoid an' interrogation. of .the assumptions wunderlying the

program. The Imposition of a working consensus also inhibits:the

S C

-



r-;managerial aspects of implementation are- considered to present a

(2)

vproblem.

the examination of individual opinions among participant planners,

and the disclosure of discrepant beliefs. It would not have served

the interests of those wishing to focus on the technical aspects of

planning to foster debate explicating the social issues at stake in'

the implementation of IBP (Apple, 1979 : llS)if The creation of a

false consensus 1is a man‘ageM_ technique which facilitates the

adoption of an institutional meaning for a programvof studies, but’
.which 1is a facade for the individual, personal meanings which
constitute the reality of a program in .the classrooms; The
institutional rhetoric of consensus helps to “deflect unvelcome o

- Interference and minimize unproductive conflict” (MacDonald and

Walker, 1976 : 43). Thus an organization such as the IBO or the

-Edmonton school ,district ~not only establishes and sustains a
consensus bn the values of the IBP but also sustains a'consensus
of “the concept of planning for program implementation in which the

v;framework ~of the program is taken—for—granted and. only. the

’

O S R U

ANegotiation

In _the previous section_‘I suégestéd "that nrganizationsl
administrators favored .a public display ‘of consensus for a number
of reasons. However, behind the scenes, and removed from
the public eye, may “be consdderable' activity -of a negotiative
character. This has been noted by other investigators: Shipman

> <

(1974 : 43) refers.to the process of bargaining, negotiating,,and

LN

horse-tradingi " 1n a curriculum project " and Wilsonv(l979;.720)>

claims . negotiation to be the process underlyingE'the‘ soclial"
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1;administrators for adequate -resources‘ for implementation ‘of the -

s

)

interaction of program implementation. He  suggests that

implementation offers an opportunLty “for hargaining joyer what

should be taught ~1In the hope of increasing control“over the
'knowledge considered legitimate in the CIassroom{ MacDonald_and

Walker (1976) contend that the ~trade-offs in meaning “which ares

negotiated between develOpers and teachers, and between developers
! . - ' .

"~ and academic critics3 re3u1t'in a gap between projectjintent and

classroom practice, . primarily. because developers negotiate an
idealized product 1mageiwith.academic critics.

PO

N ay

Negotiat}on ‘is, referred..to by many synonyms: bargaining,
compromising, making- deals; The “usual. conceptualization of

negotiation suggests a cooperative process of - conferring withi‘a

view to compromise or agreement Within this somewhat narrow view
14 . ) s . ,

of the means by' which some aspects vof. planning for program

‘implementation are accomplished I_am;interestei not.so,mnchrinmthe_

- . e e

'.m means,' but ~1n the ' discovery of -just what f8 negotiable by
specific 'parties. 16' this study.- Which 1ssues 1n program

'fmplementation‘ are seen- by’ the planners” a§’ best” “served by. |

compromise, andbwhy? And just as importantly, which issues are not

considered open to-negotiation? o ' o N

Negotiations between teachers and administrators:

o

,Edmonton planning teachers usnstained.rtheir _demands - to

- . * ’

-, IBP. They were particularly concerned with the following
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a)

b)

* other disciplines L e e b
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Time Allocations

Biology, English, Chemistry, and _History teachers
negotiated_ with system adménist ators ~for adJitional‘ single
courses in order to accommodate the increased content of the
IBP syllabus. "A" solitary’ Physics _teacher, invited by the
school administration to prepare for IB Physics, was not a -

member of a planning committee,_and therefore not party to

these negotiations Although he felt that it 'would _be

’_impossxble to meet all the requirements of IB Physics "in Jthe .
”standard time’ allotments, “he realized that the timetable for

IB students had been filled already with additional courses in-

The teachers negotiated ‘with their. respective school
' ) - 6}

administrators' for what  they considered to be appropriate

prepatation’ and marking.:time..” They ‘argued that. siace IBP.-- -~ "7

' - : Ao .
places considerably more emphasis ‘on written communication

than the standard provincial program, they would need

’ conSiderablyﬂmore‘time“forireading students' work.

Curriculum Devélopment Time

'Teachers, uéuafly ‘as’  committees, but sometimes -

individually, ‘neQOtiated“ with the. system -about the form of

.thelr- eurriculum'_development'”activities. . While . several

committees (Biology, English and French) chose to work as a

‘group together on the preparation of curriculum guides, others

_ (Chemistry, History, and Mathematics) _decided- yto -, work

independently.. Teachers were anxious to maintain the
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' funds among the various school departments was negqtia;ed.atf;if
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supportive reIationships established during the work of sthe

B

. N
committees; but, at the conclusion of this study, theé system

_administration had not "budgeted for maintenance of the/

committees after the year ofiplanning.- The teachers will have
to negotiate with the individual school administrators for
leave time in subsequent years.

A 4
\\) '

‘Class ‘Size - : . ‘ : I

a

Teachers were aware that the trustees™ had approved a

,finaqcial formula for IB funding based on class sizes of a
‘minimum of 18 students (see Appendix E). They argued that i

'ﬁ'élassés'Wqu permigtéqvggDincreqse;@eand 20, .their task. .of

3

 §reparing students for the IB ‘examinations would become

impossible. Coﬁversations with teachers from mainly private,

. but some U.S. public schools; had opened their eyes to the use

of tutorialé, and " the Edmonton planners were nopeful of

negotiating the establishment of these into the timetable.

i
The trustees approved a lump sum for acquisition of
daterfals - {n.’ the First ‘year, to be divided ~among "the

ffparﬁiéipating SChooIsi(see‘Appendix E).- ﬁistribution of these

\

h Ih staff budge; meetings- . ‘ ) ' R .
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Negotiations among teachers:

ln addition to negotiating with the administration their
‘claims for appropriate working conditions, the teachers ‘were
involved in neéotiating ~among = themselves. . The following
observations apply only'to the activities of the Biology committee

“unless stated otherwise.d .VV

When the teachers met for their first working session; they
arrived with distinct perspectives on the task to which they
were assigned. It was necessary for them to negotiate, either
.explicitly or implicitly, their working relationships, the order of
their work, and the limits of their work.

Two of the three teachers were long-time aSSOCiates, and well
acquainted with each other's style of social interaction. . Thelir
uninh&bited banter] had proved daunting to those who did not—
recognize the functions it served, such as the relief of tense, or !
awkward situations the boosting of morale and the establishment
of group solidarity (Woods, 1979 : 212). At the beginning of the
first working session, the third teacher was an outsider to these

\,fexchanges,'ahd sonewhatwcool to their occurence. By the second
bworking session, 'he accepted the Jokes and -the} stories, ;and‘ -
throughout the third session was an active contributor The growth
of these ;orking relationships over time  was accentuated by the
arrival of a teacher from a fourth school at-a meeting held,after

the working sessions were- concluded and who’found the stfle of one

of the participant s exchange "intolerable.” ) )

%
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‘In retrospect, the compromises made during the’ first session
‘established thed patteérn of - ~activities’ for ‘all the ;sessions.
Although one of the 'teachers expressed 4 desire to. begin b;
Dconsidering some of the philosophical aspects of an IB Biology
program the suggestion was ignored Idstead, a comparison.by_one'
teacher of the topics identified in Alberta andv‘IB' curriculum
guides was,used,to initiate a psttern of assigning and sequenoing
‘these to specified cdurses;' This was accomplished by the initiator
of the'eomparison reading from the curriculum guides, while his
colleagues tabulated topics on a large blackboard, and on paperw
The transcripts of ‘the working sessions reveal “a very reguier ’
pattern of the same teacher making suggestions and statements
{ sometimes dogmatic), which were accepted or modified by the other
two teachers. I enquired of these two teachers whether the pacing
of their sessions uas led.santaneOusly by the third-member of the
committee, and the responses indicated that the arrangement was . .

 Maccepted” - it was a compromise. As one teacher remarked,

-

"I knew what we had to cover, and the time limit we had, and I
knew what I was capable of doing, so it didn't bother me .
There were times when I was worried, and went in an hour early
several mornings, and got things written down. By one person
doing that, we saved three hours talk."” » . » ’

This last comment revealed”a view of the verbal exchaniis, or
negotiations . as ultimately leading to closure of debate, to
comprpmise; to e fixing of the appearance of _the curricular
documents. The exchanges were not considered to be opportunities
for opening up the possibilities of new meaning In 'a Biology
program. This view of committee.interactions was reinforced by a

- Chemistry teacher, commenting on the benefit% of his -committee's
h [
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decision 'to wwork ~independently onn;dif%erentr’sectidnsl 6f © the
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S Chemietry curriculum. T e NI
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"You could spend a whole morning, or a whole® day, back and ..i
forth on one* point.” ' -

st

. oW

The production of two sets- of-:dgcuments,‘ 0“3' Ebr "them"
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(Central Office) and one for “us", was, 1in part, thevresuitrof.a;.Q B

compromise among the members of the Biology committee. ‘One "of ' the ' -

teachers wanted speciiic details of the- Edﬁrse' contents'_to be’

&

elaborated 1n the Teacher Guide, but the other members rejected

' &
this as unnecessary.
: /

.
-~

" And so  the unofficiali document came 1into being with: the
~informal notes and- details of how to deal with various aspects of

the courses. The same division occéurred when. the rationale and

_objectives for the courses were discussed. Since two of the

committee viewed_the IB Biology courses as an adaptation of the

.Alberta fcurriculum, they saw no need for thinking through the

reasons for engaging in the IB Biology program.

The limits éﬁ negotiation:

i1

3

The, consequences of the negotiations between the- teachers and

‘ 3 ' .
administrators always involved the allocation of resources by the
L N : _ .

latter,. on the premise that such a distribution would 1likely

increase .the successful ‘application ‘of , the teachers' resources

(technical expertise) in the ‘elassroom. The framework within which,.
these resources. are to he employed, 1. e., the program of studies in.'

its'socialtcontext, was viewed by administrators as lying beyond

'-:the 1imit of negotiation. The authority of the administration to

idefine ‘the ' framework ,was challenged only once when the teachers
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successfully negotiated arrangements for two of them to accompany a
' iCentral Ofﬁice administrator on a visit to three American public
o schools. offeting “the IBP. - Also lying—‘beyond the',limits"ofiﬁA
"negotiation werer the primacy Tof “th ‘provincéial curriCUla,'ithe'”
attributed value of jthe\ iﬁ?,ﬁvandl;thed conceptualizationicofn
_ implementation as installation;»,'_'i l:..,' R _' /7 LE

: T S S

> wn T L R SV e =

.j~ R Negbtiations among: the teachers,‘on the - other hand dealt'notv-“
@;IWith thenﬂistribution‘ofﬂmaterial resources, but with,the pattern;
,of their interactions Within the administratively defined frameWork
for planning. Their negotiations established ‘a common ground for.
committee members, a set of rules which identified what could be

‘taken—for-granted and what was .open for debate. ' These rules

- facilitated completion of ‘the task assigned to the’ teachers.

a

(3 Psegdoparticipation"?- G T B e e e e

v A
i .
o

In the _last chapter, I attempted to 1illustrate that  the
articulated interests of the teachers involved in the. planning
discourse layv predominantly in the vtechnical domain, and‘ to a

ilesser extent in the interpretivejcone, but only rarely '1A ‘the
reflectine or critical orientationQ.-Why was this the case?

The teachers were agreed‘ on the definition ot their task’
within the planning project: their responsibility was to.
amalgamate_the content ot two sets of curricula, those of the IBP
and those of Alberta 'education.‘ 'It‘ was not a task which they‘
themselves ‘would label as . "curriculum4 deuelopmeht",l'hecause ‘the, ‘
content selection had already been made, the teachers felt a more

appropriate description was- that of curriculum adaptation. The
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'teachers. felt that because ‘Qf‘ their ~previous‘ experience - with -

Alberta Education courses, they were able ‘to assess the classroom'

'"needs for the presentation of additional B material such things

as additional c0urses additional texts and supplementary library

~materfals. =~ - ’ o R

" The. ‘teachers' claim to - authority within the educational

oroanization lies in their expertise in the’ practical knowledge of

‘the clasSroom (Elbaz, 1980) " Much'. of . this practical knowledge is - -

A;never articulated beyond the dimensions of administrative program
-needs, because its; expression is rarely‘ reqpired, -and because
teachers rarely »experience' the Opportunity to openly reflect on
their work ?hus the meaning of living in a particular program of

studies may not %g fully explicated by the teachers. If teachers

are called upon‘as\\DnSultants for program needs ratner than as Key

decision;makers;’they can hardly be considered as joint partners in

the planning‘project. The Edmonton teachers were not 1invited to

_make any key decisions about"the kinds of knowledge appropriate for

an alternative secondary program, they were “not invited to express-”:

vopinions .of the matter prior: to the planning.- The form of the
implementation planning project was established by those with
expertise in management,> and with the authority to allocate
‘resources. ° ‘ : |

i
i

W 5 :, ) .
Read (1980 : 330) has noted that there i1s a tendency "to think
of the teacher as a negotiator who has to . stand up for his

interests, 1in a political arena where others are likely to have

greater power, and who, if his negotiations are  successful, may -

become - a collahcrator ‘in,'externally,.inspired reform.” I am.

o

‘.suggesting that the teacher activities in Edmonton planning could



@

i

" Hscarcely be identified as- collaboration in' curriculum development

. _in the sense of creating a program of studies "The extent of:

'badministrative control of the

T

(4)

the collaboration is 1n the pubk demonstration of support to the
ta

nning provided by the- teachers

volunteering td ‘particlpate.. Their acceptance of the parameters of

. the program  of" studies, 'as laid down fbv the IBO and Alberta.

Education,_vis‘ an {illustration of their acceptance of control

percei{ved as coming from 1egitimate over-all structures. (Apple,

1982 .1 267). The instltutionalization of the parameters for choice

of . curriculum not only serves to limit the-actions of program

>p1anners, but also to’ legitimate the resultant decisions (Hunter

I

1919 * 129)

As the planning sessions progressed and teachers became more

familiar with the IBP, they voiced doubts: and ralsed questions

about the appropriateness of the program in Edmonton -The response

assumed that" the teachérs who volunteered shared the philosophy of
the IBP" which, translated from administrative 1anguage, may be
interpreted as -it was assumed that teachers who volunteered were

party to the consensus that IBP would ‘be good for the systemu'

"‘The rhetoricl of participation, Hunter (1979, 213) suggests, is
used as "a legitimating strategy for forms of social control by

securing the commitment of teachers to decisions they do not, 1in

fact, make.

-Control'of Communications

¢

‘It is in the interests of the 1BO to establish and maintain a

network of communications by means of which the perspectives of the

planners can be sustained in the far corners of the earth It is

-
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“of -one- administrator fo thesé rumblings was that : 1t *had - been‘”*‘



the planners' view of the program which has been legitimated, and

which 1s currently upheld, for the most part, by the external IR

examinations. In addition to these, however, the IBO has. extended

its contact with affiliated schools by fering workshops,
bulletins, and newsletters which transmit to a iated personnel
the intents and values considered inherent in the program. These

communications ‘derve to bolster commitment to a network of IB

participating schools in much the 'same way as scientists ‘are .

committed ' -to - thelr pafadigmatic" community (Kuhn 1970) ”f,3i

'committing themselves to a set - of rules and standards of practice,

educators may get on with the job of educating ratner than dealing

with alternative, competing definitions of the situation Such a

‘shared_ program perspective provides cohesiveness and sociali

control".(Werner, l97§ : 111) because the developers ‘have the power<:

L N AL

control was perceived by an Edmonton teacher as he explained:

o

"We were told that new schools could expect abnormally hiOhf

failure rates at first, until they get to know us and we get
to know them It appears that we will have to jJoin the old
‘boy network. : :

During the year of planning for IBP in Edmonton, the -teachers

grew critical of the manner in which information filtered "down™

the hierarchy to them. Theoretically, the teachers. had access to

tworlines of communication; ‘an IB coordinator had been appointed
in each of the participating 'high schools with the primary

résponsibility of ‘maintaining Iliaison’ between IB instructional

_zstaff, Central foice, and the IBO.  In addition, the subject area

consultants for -the system' had been directed to facilitate

arrangements for the work of the curriculum development committees

130

ktoicontrolfthe;yiewﬁqintnoE the”program The sfgnifiCancé of tHi§ Tt 7



T »
et

o

_sessions) and to- act -as: liaison between the committees and the,-
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§>§——~\ Director of Curriculum Development. . : .
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their respective schools was minimal during the planning year.» One .

teacher reported that he attended three meetings durlng the year o

"very brief, housekeeping meetings, in the lunch hour._- I was anf.

observer at oneé  such meeting during ‘the-nspring, when, the timef
tabling for the next - school year was being worked out. - The IB
Coordinator appeared surprised that 'the- teachers ~expressedl an

.urgent. need for discussions abOut program needs.

~ . -

",?';‘“ . . No—one seemed quite sure what role should have been aSsumed by

- the IB coordinators during "tﬁé“ planning year.; Observedf bdne -
teacher: "They've seen themselves as passing on published memos

from IBO." S S,

Many teachers noted <hat the consultants had beed extrémely

cooperative and supportive in thelr efforts.j Hovever,pthehteachers

commented that there'seemZd‘ to be a ‘comtunication gap somewhere

EION o~

p'(sgch’fal:'orgahiaing;fsubstitnte teachers during the workingﬁvéh‘”

Contact between the 1IB coordinators and the IB teachers rnpﬂ<'

"above” the consultants in the organization. The consulfants“hadiﬂ

difficulty identifying the specific requirements—for documentation-

"of the IB courses required for the submission to Alberta

v Fa

Education.

-

The teachers also commented that some of the consultants were

N
5’.')

not familiar with secondary programs of study,_nnor were they-i5=

specialists "1in curriculum ‘ development. Consequently the

consultants were not able to provideh'the teachers with any



’assistanceiuin:;thelr"task "iother than relaying'xrequests_ifor“'f

clarlfication to the administrators primarily responsible for IBP.'

ﬂ~4{~‘i.»l;- A committee member told me”that :J"ﬁ-"' S A’.:‘ ”@fﬂjl'

e o . DT R i s e e e w e me an e
- R

“

5 - - . P v - v

i : ~“"The . wguidance of how _to proceed has been minlmal and
. ~L{;{5it;jz;communication with various 1nterested -parties, Central Office,u_
7 the' fodr' schools, Alberta Education and " the other committees

'ﬂ’has ‘often been- confusing rand "’ sometimes contradictorya 5ﬂAs amfvl~§5”'»‘

. . "' Yesult, .we' have made ‘érroneous - assumptlons -and « consequent..- - -
e “:Jerrors which have ‘had .to-be-ccorrected.”.

. ,The teachers felt ’particularly frustrated by -the. diylsion,_ofl
-4/’ responsibility for IBP in Central OffiCEf. They felt that if one;"
. ' person was thoroughly familiar with all aspects of the program they
would be better able to obtain satisfactory responses to the;r
Caverfes.
. More signiffcantly for the dlscourse of planning, however ‘was. -
4that the fragmentation and 1solation of. the planning teachers ‘alded

e

1n the restriction of * their Lnterests to the locai, more technical ’

.

domain.: It affirmedv the notion that the more dispersed:
lndividuals with common work'experience are, the less likely they

. are to formulate a strongly held ‘common outlook and the less power
they have” (Collins, 1975 312) It 1s_not that the_teachers are)j
unaware' of _the realities‘.constrUCted‘ aroond them, but their .
inabllity to“engaée’in’an artlculation~df'intereSts which extend

beyond their immediate.dally ekoerfence.
House (l976':‘337) has commeﬁted that:

"One way to control innovation {is to control the flow of
" personal contact. = Who. knows whom and who talks to whom are
powerful indicatoers of whether "where, and when'anfinnovation
will be accepted." ’
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During the planning year the Edmonton public school distritt

- 'hosted a number of visitors related to the IBP. The Director of

’:ﬂ“ 'Lester B Pearson College, Jack Matthews, spent a day talking about

- his l'P . experiences with ,,the Central >Office_“ and",’SCh001“f”
administrators. ~‘Mr.’ Matthews also’ spoke 'atf?a public meeting-

?fintended to publicize the advent of IBP “in, the Edmonton system, but

i ;which actually seemed to generate more interest in the United World - '”ijff

d

d'College system! . .Ihe planning teacherS' were not inyited 1to»-meet ;Ai“t—A‘
with‘Mr.”Matthews. ' l
‘The school district invited six students from Pearson College
“'to visit the district for a week ‘In thé spring. These students
answered -questions at a general public meeting arranged by ’the
Central Office and school administrators ‘but they did not meet
.-with the teacher committees._ Considerable criticism of this visit
was directed at Central Office for organizing it  before: the
district had actually entered the IB program for there were “no’

'Edmonton students particularly interested in meeting the Pearson

o . Lo o
- - e e . - -

College students. 4

The teachers contacts with those instructing in the IBP in
other school systems had - been 1imited to the brief meetings at the
Denver workshop._ By the. Spring of 1981 when the planning sessions
‘were drawing to a conclusion, the Biology teachers expressed the
need to talk face-to-face with lB teachers and students 1in public
schools (and not private or international schools). Arrangements
were made for two of the teachers to accompany a Central Office
consultant to three American public schools, where they met with .
‘teachers, students and administrators - associated with the
implementation of the lﬁPi On their return, the teach%rs'submitted
a list of 22 recommendations to Edmonton administrators, most of

which were of a managerial nature.



recrulted ) commitment to a program without meaning .. An

Non-Issues

'undesirable’ issues.’

ML

I mentioned in a previous section that as the teachers became

. more_ familiar with then*intents -of ‘the IBP their doubts and

questions with regard to its appropriateness in Edmonton increased

they looked beyond the Eechnical concerns of planning, their

, attentlon was drawn . to lssues avoided by the dlsplay of . consensus

created following initial adoption of the ‘program, and by their

- . B o e e

administrative resource not always . recognized is. the~<control- of

agenda at large, general meetings, as well as in small, committee -

groups. Boyd (1978 : 14) describes it ag "power expressed covertly
through the ability of powerful interests to control the agenda of
decision—making and pprevent the discussion of 'unsafe' or

There seemed to be two notable features of IBP which deserve

°

the description of "non-issue.” The first is the elusive .character

Yo e

of "international"” education, and’ the' second is the eharge of

elitism. What i{s it about the IBP which enables it to be described

as af international program'7 Does the fact that the examinations

are set in Geneva and London and marked by examiners around the
world confer on the program a global perspective? Or should there
be particularAattention given to the beliefs of different'cultnres
when studying in the six disciplinary fields? How can the Theory

of Knowledge course facilitate albroader pérspective of humanity?

There were fo discussionS'of these questions at any of the general

gatherings during the planning projeét,;although committee members

voiced their concerns in private. The“"worldwide~cultnre" to which

Peterson-refers (1977 : 43) has yet to be elucidated. Remillard

134



© (1976 : 204541ﬁ his analeis'of ‘the knowledge code exemplified by

the‘IBP‘ ‘assesses the.program to lie within a traditional European‘

paradigm of educational nnowledge., -Possibly “this non—issue ;is

Al

"about to surface, since at uthe Denver (1980) workshop, it was

announced -that. the'appointmentpof7avDirectorvof.Curriculum in the

IBO was “"based ~on awareness - of - the ‘need to examine the

A'international dimension in a different way

public schools elicited a number of letters to the editor of the
Edmonton Journgl. Claims that "elitist notlons 1in. education are
offensive to démocratic sense” (October 27, 1981) were countered by
_retorts that “the right of each fndividual to develOp to its Full
potential whatever special talent God has gifted him with, for the
benefitiof society, 1s true.democracy” (November 4, 1981).

<

When charges of elitism were first levelled at the IBO,

‘Peterson defended his position 1n the 1972.1B0 Annual Bulletin He-

madé - cledar his assumption that a social hierarchHy is a necessity
~for the development of politicaliand intellectual -leadership, and
. he defended the concept of an elite of “talent and \ommitment as

fulfilling the prerequisite for rulerg of society (also Pettrson

1957) Z ge argued that status should be’ achieved on the basis of

competence, Iinterest and achievement_rather than. on the basis of
" soclal standing or birthright.‘ The fact that IB classes’ were a
little more middle to upper class than senior secondary classes 1in
national ‘public schools (Peterson, 1974 : 122) was seen to be a
consequence of - the types of schools - participatiné in the
experimental period (1970 76) .of the IBP, . 1;é:, prtvate' and

international schools.

-gnnouncement of the. plans to.. introduce the IBP into three city~
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At the. root of 'this controversy‘,is’ not whether - the

N

talented and committed students'should be Eballehgedf(although the

criterla for identification of 3uch students and the selection of

knowledge for such programs is .open to debate) but whether the

- introduction of a credential such as the IB Diploma perpetuates and;

legitimates social inequal;ties. ‘Administrators, teachers, parents

and students "imbibe ah explanation: of social hierarchies . as ..

1 functional, neceesary and inevitable, and of. thelr "and other's

location *within it as™ ‘being due"to, dlfferential competencies; - -

motivation and aptitudes upon which the school sets 1its .seal of

i approval or digapproval” (Sharp, 1980 : 126).

As a "means of access to. further tralning" (Renaud, 1974 : 42)
the IB DiplOma'ls attractive because of the international prestige
claimed for it by 1its developers and implemehters“ c. erght Mllls
(159v: 87) has described prestige as a sort of domination which
"paralyzes our critical faculty, and fills us with astonishment and
respeet", certalﬁly an apt'description for many IBP iwmplementers.
The IB Diploma, is presently considered a select credential i that
only .a few Canadians are holders of it. "As ‘the Director of
“Carriculum, Alberta éducatioa, noted, "When you say vyou are a

matriculant, you are one of hordes; when you say you're an IB

‘Diploma graduate, you're one of a handful.” The IB program is a

means to an end which is a'credential, a document."”

Boyd (1978 : 15) has commented_that “conflict avoidance tends
to be a salient orientation in the minds of scbool‘[and district]

administrators.” The designation of the elitist charge as a
non~issue, and 1its careful ‘non—appearance on the agendas of
committee and general meetings was deliberately orchestrated to

*

136



(6)

avoid debate and confrontation. District. and s¢hool administrators

“were highly sensitive to enquiries about the topic -~ Ona

administrator acknowledged that it would be easy for ill feeling”to

be generated during the implementation of a “"new program carrying.

with it an aura of elitism.” His concern was Ffor the reaction of'

students ‘and teachers not involved in the IBP. It was suggested to

me that the decision.to locate the IBP in three (and later, four)

"

sehools was "political wisdom” in that it avolded the creation of a

single "elite high school.” It was als9~thought that the chances

of ‘acceptance of the program would be increased bj “"integrating” ‘it

as widely 3s possible within the system.

»
The designation of controversial topics such %s international

education and elitism as non—issues illustrates the covert control

wielded by administrative staff in an educational hierarchy.

N

Resistances

The developers' power 'to control the perspective through

" which a program is constituted cannot be unconditionally imposed on

program participants who have the potential to reslst or alter the

messages trahsmitted to them. The administrative adoption of a V

progran claiming that its thrust is pne of learning "how” ‘to learn,

to be implemented within the confines of a provincial framework

which -emphasizes “"what" to learn, could be seen as.a fundamental

resistar€e to embracing the ‘“spirit™ of ~IBP. Throughout . the
planning prdjeet, the primary concern of administrators has been
that the IB candidates not be "penalize31 in terms of provinclally-

based credentlals. The underlying concern 1is that, in the event

-
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that Edﬁonton ;studQnts not perform' ‘successfully {in the 1IB
.ekamiﬁatioﬁs, ‘they .;h0u1d be In a position to achieve hoporg
standing in local or provincial examihagions. Thus, as noted in
another"Situatiod :byr Reynolds (1973), Vthefe- is a_ tendency to
incorporate the elements of the progrém which are identified as

most compatible with the ekiéting program. The original selection

"of six .subject Aareas showing the greatest compatibility with

respect to provincially prescribed content 1illustrates this point.
In Edmonton, ' 1B candidates will bhe: restricted (initially) to a
three year. B program devoted almost entirely to these six fields of

study: a table of courses for the IB Diploma. candidate shows three

courses open for optlonal courses, in which would be included the -

-Fine Arts options which may constitute a CASS component of ;he

IBP, and Physical Education courses at the senior Llevels.-* This

extremely limited flexibility for the Edmonton IB student stands in

stark contrast to'the wide choice of interests of fered in the ideal

portrayed by IBP brochures.
+

“The plaﬁning " for implementation of IBP in Edmonton.  has

followed a patterh» of fitting the program 1into an established

social and political system by a process of “assimilation to the
familiar™ (Reynolds, 1973). With attention focuséd on,méshing\the
content of the ﬁew and the old programs, there has been little
cqncerpk with instructional approach: . The . .general assumption
appears to be t%aticlassroom interactions will not be significantly
different from those of the standard ‘program. One . geacher
concluded that _the IBP offered “the Justification for what he had
always been teaching.ﬁ It was apparent that the teachers prbceedéd
to define their .situation within the new program 1in terms

conslstent with thelr past experiences, values, and norms. It
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should be emphasized here that the latter ~are not necessarily

congruent with the teachers' perceptions of the Alberta Education

program for senlor high school, as the following remarks indicate:

’

"I tend to 1ignore bits of the Alberta philosophy. It
demands' a certain self-confidence on the part of the teacher
- who has the guts to continue doing what he or she is doing
without being worried by Alberta Education people coming 1in

" and saying 'Are you doing this or that?'."
"It was quite easy to do [pick out areas of emphasis] because
that was the way the three of .us weré teaching it anyway. The

decisions we made In the Alberta Education curriculum were.

made ten or fifteen years ago, and are very much in line with
the IBP. Regé?%i:ss of what has been mandated by the IB,"
maintain a program that- fits very well with it.”

"Wejlre going to be ;eaehing ~all those sections which were
thrown out in the last curriculum revision.” !

"When I start running out of time in a course, those are
always the first topics that I throw out.”

If I use the term "resistance” in tbe‘sense of an 1ipdividual

distancing himself from oppressive tasks (Giddens, 1979 : 148),
then it may be seen as exemplifying the reciprocatton of control by

those who work within an hierarchical organization such as a eity

.education system. The quotations suggest that teachers actively -

defend their classroom'-autonomy, and in connection with this, are
implementatioﬁt Although specitically requested to. provide course
outlines In terms of goals and behavioral objectives, the Biology

teachers rejected outright such a plan, providing these at the

conclusion of their working seasion. AnvEnglish teacher who had

recently attended a University curricdlum course observed "I was

the only one on our committee “who thought about objectives.”™ And
. ' ) il . " \" ] o,
as mentioned in ah'earlia? ehapter, at least two of the “teacher
.  ~.”’°: ~ . . .

o - '-4.‘ Je '(«/
R “'

prepared. to .consﬁruct indeperdent strategies for planning for
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committees used'tbeir, '@oliabora’e‘*ssions to produce tw,

.documents, "one compiled and cosmetically arranged to s tisfy ‘the
. P
official eye; another realisth and practical to meet the needs af
e g
the students and teachers.f ‘

. 8 : . (2R

Teachers also rejected requests to swbmit ekdmples of student

-achievement' tests fon’ the grOunds 'that these could only be
developed as an ongoing process durlng program implementation.
. » :

N a
o,

The promises of additional marking time For participating 1B

teachers fell by the wayside- hhen',the' staff  of ‘one 'of the high‘

_schools voted that no additional preparatory‘tlme.be scheduled for
any relson. ’Whether:this'Was the beginning of an anti—IBAmovement
among non-participating IB- staff‘was nof’ascertained 'bgrtalhly
there ware grounds for resentment ind other areas ?3. well . (for

example; Physical Education teachers were Erequentl; allowedﬁan

additional preparation period to_'make—up for their after~school

coaching time). In an IB staff mweting, the‘cancerns.of all the

teachers; and especially, those of the, Hlstory and English teachers,
were expressed to.the IB Coordinator One teacher stated,. flatly

'that he would not participate in the instruction of the IBP in the

'oschool unless. the requested marking ttmep was scheduled in the‘t

timetable,. It was:
%

-Fullan. (1982 : 256)apoints out that "a  teacher who is pre-

'occupied with the demands involved‘,in_'maintaining an, existing'

program cannot- bhe expected to change readily when the change “does

bse;s of

not seem needed 1s unclear or unrealistic in timeline or résource o

Support 18 ‘not. understood by the prlncipal may seem to be

politically motivated and is likely to be reversed or altered in

=
R -
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the  near future'-based on new political pressures.' o The

—
'implementation of the IBP in three :Edmonton high schools has not

entailled planning for change, rather it has involved a plan“forv-.

extension of the existing program Many of the teachers do viéw
the adoption of IBP as a political exercise to elevate the status
of eiistingis—courses,'and are_concerned for the future: “"There's

2

©no guarantee that when -the person who's given 'the btg push to this

kind of thing goes, that .the next person will be interested in’

maintaining the program.” The teachers .also anticipate serious
probléms with the timelines of the program, particularly those
related to-the final examinations of the IB which are held-in May,

- a month earlier than the local examinations.

Most of  the teachers suggested to me that they had volunteered
to participateiin»the program for‘one‘or other, or both, of the

.following reasons: ® a) because they are stimulated when working

- with the - academically gifted, tand b) because it of fers a change'

Nand some relief from the monotony of repeating the same courses
year after year.. Ironically, this last rationalization for opting
,into the program stands in contradiction-of the ohserved oattern_of
extending the current program, whilst retainling its current
emphases. The activities of the planners suggested that, 1ian fact,
they sought to retain what was familiar, and neglect the unknown,
in a'process similar to thatvdescribed by Olson (1980 : 6) in his
observations of the implementation of the British Schools Council

Integrated Science Project. The Theory of Knowledge and CASS

components of the IBP unique features of the ptogram, were set on

one side as ‘planners OCCUpied themselves with the organization of

known aspects of -the program.
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’AThe incorporation of ‘teachers' perspectives into educational

programs and’ the change over time of these perspectives ‘has been

acknowledged. in various ways Iby a - number of researchers.

Connelly's (1972, 1980) view of the teacher . as 1adapting' and

-

developing materials appropriate to his situation portrays the

teacher in the process of accommodating to . his environment . The

teacher's interpretation of the curricular materials is .shaped by -

his~individual situation and past experiences. This>view does not,
however, contemplate a reciprocal relationship between curriculum
and situation 1in which .the teacher might attempt ‘to modify or
improve his situation through curriculum .
‘McLaughlin (1976) uses the term “mutual adaptation" to signify

a process of interaction between program goals and methods, and the

participants in the program implementation. Change in both program *

goals ~and methods, and participants views results from the
interactions.' He suggests that resistance to. change may result in
the modification of the.program features so that it conforms to the
traditional‘practices. He does rot, however, consider the reasons
for such»resistance. It has Eeen characteristic of most research
into the‘ fidelity of implementation\ and the process of

implementation, to take the . underlying soclal wvalues of the

“programs for granted, in much the same way as the position of

teachers as ‘users, 1is taken for granted.

The Language of Discourse

o

Language is " an intrinsic part of any social situation. With

the aid of 1anguage, we not only describe dur reality, but create'

~1it. It 1s through the medium of language that social relationships

are established. Thus the language of the discourse of planning
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structures the planners’ ‘perceptions of program and program -

"implementation,' and.rprogides--coherence t0v'the features so»vfar

’described dn this chapter.. 1 draw upon - the work of Edelman (1977),

- Apple (1979) and POpkewitz (1982), in  -the ‘discussion which;

‘follows.

N :
The IBO advertizes its program by means of a booklet entitled

Restoring a Challenge to Secondary Education " The use of these

words evokes the notion of ~deficit or slipping -standards in -

secondary schools, and’ endorses the publicly aired‘opinion that our

educational institutions are not EUlfilling ~thelr responsi*

e
bilities} The . title of the .booklet provides the words through

which Edmonton trustees and administrators can justify the adoption

and planning for implementation of the IBP ' The title~9atisfies".

the minority gr0up which claims that the academically gifted

secondary students in the district nave been neglected..

A number of phrases have become associated with the IBP during
the discourse of planning, such as academically able, intellectual
challenge,” enrichment) international education, and prestigious
program. ‘Sueh phrases hold the promise_‘of something speciai,

creating an “image of . success for those entering the program,

although they don't describe what actually will happen in the.

classrooms of the program: Indeed,-as has already been mentioned,
the meaning of these phrases is in some cases elusive (enrichment,
international education)v. and in others quite arbitrary
(intellectual challenge, aeademically able). 'And, as 1in the
example above; * the “description 'of the program in these terms
legitimates 1ts adoption within the ' Edmonton public school

'distriot.

»
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The tendency of the. Edmonton administrators to'radopt the

language of Systems management imposes on the planningvdiscourse an
intetesb in manipulating the ObJeCt of implementation Systems
language prdgides a seemingly neutral' ﬁvocabulary in which to

disoussd_ the process of planning, i.e. the timelines for

participants, the dissemination of the program, the entry and

dropOut points for students, the course . and credit equivalencies in

the prograu. The assumptions and lmplications of the program are
automatically excluded from the discussion not merely because of a
lack of critiical Interest, but because of the subtle power wielded
through medium of technical language.

The use of "professional"vedUcational-language eonveysqto the
public the impression that the planning is in.'the hands of
conpeténtg efﬁicient personnel. It is through'language that the
administrative planners avoid confl£ct through a dispiax of
conseusus and a control of communications. In addition technical
language can provide a cover-up for that which 1is. not known, for
whatever reason. It is used to .Structure the peTrceptions of gtatus
and authority, both within and without the educational hierarchy,
such that 1t is 'legitimate for teachers not to worry about the
logistics of systems plans, im much the same way as it ris
"justifiable for “system" administrators not  to be concerned with
the details of course content. The professionalization of

educators has led to a fragmentation of views of education which {is

perpetual through the use of instrumentally oriented ladguage.

144



145
FOOTNOTES TO CHAPTER V ' ‘

Consensus building is onevof the responses to conflict suggested by
Milstein (1980). Postulating that the potential for conflict
-arises when ' (a)’ the goals oﬁ groups ‘are perceived to be
incomoatible, (b) those involved share resources, and (c¢) when the
groups' activities are interdependent Milstein also considers the
alternative responses of competition, organlzational‘modifications,

avoidance, and a mixture of these. : <

The connotation of the term 'elite'-is that of superior status in
soclety, ‘Qhether by.>virtue of -wealth, power of intellect.
Pottomore (1964 : 70) distinguishee; between '1ntellectuals' and
'intelligentsia': he suggests that the latter term has come to
denote individuals engaged in non\@anual, middle-class occupations

The intellectuals are a:- ‘much smaller group who "distinguish
'ngthemselves_by enéaging in the creation and critlcism‘otbldeas, and
act as critics of society. A consequence of onr itechnological
society 1s that the__intellectuall elite is predominantly one of
experts in technical fields; rather than philosophically-oriented

social crities. Peterson eavisaged the IBP as providing an

~ ‘ ’
education appropriate for an elite of 'talent and commitment', from
*‘ B Bl .

whom societal leaders .would emerge, but not necessarily as societal

critics. ' ~



CHAPTER VI

IMPLICATIONS OF THE STUDY

Introduction

. Thus far, I have presented an interpretation of the perspectives
from which ‘particinants in the planning for IBP implementation have
.acted LI have also ‘pbrtrayed the 1interactions anong participants
(and between program and participants) as constituting a discourse
.characterized by its language and the strategies of cenéensus-building,

negotiation, pseuddparticipation, communication control, non—issues, and

resistances. In this concluding chapter, 1 wish to consider th 4

epnceptualizations of the discourse of planning and the vimplications
that these may hold for the articulation of multiple perspectives in
program planning Qf\ course, these are only two of many possible
conceptualizations, and I do not wish to suggest that these‘altetnatives
are- limiting. However, it may be coanstructive to;;examine the
characteristics displayed in the Edmonton discourse in the light "of
these conceptualizations and to eontemplate what opportunity exist@ for
a genuine transformation in a program of studies. Finally, I consider

some personal concerns in the study.
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Two Possibilities for Planning grogram Implementation

1

A discourse of planning may be considered as illustrative of modes

of interaction in which domination by influential societal groups is

" concealed and which,'as such, may be thought of as.ideological'(Giddens,

1979 .: 193).1 An alternative conceptualization of a pl;ﬁning

- discourse envisages modes of interaction which constitute a questioning

of the social reality in which the planners act, and which may be

described as dialogical (Freire, 1970 : 214).

e

Giddens (1979 : l93)> has ‘suggested three princlpal forms of"

strategy which conceal the interests of dominant groups: - e

(1)  representation of their interests as universal ones
(ii) dental of-contradictions

(i1i) relfication of social relations.

The transm1331on of knowledge in schools ostensibly contributes to
the development of individual - potential, which in turn, contributes to
the progress of soclety. What 1is not usually recognized is that there
has been a selection of the kinds of knowledge deemed useful and
worthwhile,‘ann that this selection is assumed to be to the benefit of

all students. 1In capitalist socleties, it is in the interests of the

controlling groups to sustain the illusion of education as ‘improving the

condition of all, whileISimultaneously sustaining*-inequita@ social

relations by allocating individuals to appropriate positions within

the hierarchical division of labor (Apple, 1979 : 117). Although a-

majority of students and Rarents view the school as the locale for the -

develoPment of talent, 1in reality it is the locale for the transmission

of status.
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The representation of schoolA knowledge as politicaily "neutral”
offers a fundamental contradiction within any.educational'system. That
curricula may be seen as comprising _objéctive_ knoﬁledge,“ free = of .
- context, while' §imultaneously providing a formal justification for
prevaliling institutional arrangements is an example of the kind of
disjunction which dominant groups prefer not to acknowledge. It 1is not
‘in the interests of those who would maintain the status quo to examine N
principles within ‘educational practice which act 1in contravention of one

another.

The process whereby relations between. Individuals assume the

AL
EATARN

characteristics of natural -laws '1s an instance of the concept of
I §”_¢ Jas . .

reificaﬂtiogg52 Social rPtations. -come to be regarded\as‘the objectified
relations among things. This"process prevents {ndividuals from

recognizing' the ever-changing and changeable ‘charagter of relations
{

among individuals grouped i&mgﬁkgfganization, or 1in the broader context

N

... of society. Reified thinking abtrkbuteigﬁntentions purpObeS, and needs 3
‘to socilal systems, rather than to theéindividuals who make up gfouﬁ@
‘within the systeman Reified thinking vabdté social practices'

“factualizes dominant realities” (Sarup, 1978 : 94).

b RN LA

The conduct of  an ideological discourse of - planning~yshapes .and
incorporates the taken—for—granted viewsﬂ needs, .and ' concerns of,
‘ snbordinate groups” (biroux,.l98l 1 23). The features of conseneus—
building, pseudoparticipation, non—issnee, etc., const[tdte a filtering
out of the essential nature of schooling as a "social}y construcgted
institution' which mediates particular cultural valuee[ and human
dainterestsé (Popkewitz et al., 1982 : 5). The reality of program
implementation constructed from an ideological discourse'is one which is
limited to the prevailing views of the progran and the process of

implementation.
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In contrast"a dialogical discourse seeks to open up the meaning of
the program within a specific context by encouragfng an exchange:* of
questions and answers among participants.. It is understood that the
meanings which.are'constituted in such an exchange are dependent upon
the meanings of the context already held by participants, but

importantiy, may cail "into question those” previously constructed

conceptsL The modes -of communication among the participants are not

taken—for—granted, but -contemplated as problematic: how wmay the
activities. of program °‘planners best contribute to a questioning of
program implementation? The intent of the ’project becomes one of
broadening perspectiVes as participants' horizons are -fused, not of

converging perspectives Iinto a single focal point. Unlike the

ideological discourse), in which the prospect of multiple realities is

viewed as agthreat, the dialogical discourse endeavars to encompaSs the

vision of pluralism.

The reality of implementation Initiated from a dialogical discourse
of planning 1{s that of an evolving program; a program in the course of
becoming a program. There .is no closure, no completion of the
implementation process. It is a reality pervaded oy critical‘reflection
and characterized by an ongoing dialogue among participants and between
participants and program. It requires “purposeful, human activity that

involves going beyond or .refusal of some given reality in the name of a
L 4

reality to be produced (Sartre, 1968 : 91).

A
"

L
The Edmonton Discourse of Plamning
IBP developers have claimed to be serving the iaterests of the
community of international education'vby -estabiishing this program of
studies 1n both ’public and private schools around the world. The

transition of the status of the program from one which attempted to
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provide a common _school-léaving .qbuabli"fication’ for multinational school

communities to. the present offer of an education beyond the national

horizon is an attempt to extend control of a narrowly defined pattern of

education. Moreover, it is a program which gndorses the use of select
credentials as an .e_nt"ry cfievicev into higher e&ducational institutions.
The explicit avppea]_~ to i'nternational interests, although ill-defined,
serves to -legitimate the program in\the eyes of those willing to support
it financially (both state and private sources), and those willing to

provide the essential accreditation.

Edmonton administratot"é and trustees sinceArely'believe that the IBP
Vill of fer an impr/gx)gd educattonal experience for academically able
sq;gdent,s-: " that 1nvprov.ivdin'g V-.forv maximum de\;elopment of 1intellectual
‘gr’owth",» the organization is inv_esfirig" in the acqumulétton of skills and
'knowledge on which, as ‘bne Trusteé,'rema-rked, "the survival of this
country is dgpendent.” Those in Edmonton Qho set thls project i'-n motion
would like to believe that, by virtue of its internationally accepted
accreditat:ionu &nd its intellectual rigor, the IBP will offer studedts
a 11igher.rate of individ;\al mobiAlity','T asﬁ well as guaranteeing a suppl‘y
of well-trained peop}le’ (Apple, 1979 : 116). It 1s obvious, however,
) that unarticulated doubts about the claims of the program uﬁderlie thg
expressed conviction of many of the Edmonton adopters- who are not
prepared to relinquish. the security of provincial accreditation. It was
not péssible to ascertain whether the detérminatio'n to ensure that
students offering ‘themselves as candidates 1in the IBF should not "be
penalized"” rested on doubts concerning the status of an IB Diplom:;, or
on doubts concerning the abiiity of'thei school district <“to adequately
prepare the cagdidates for the exahlinei?ions. The pattern of 1inter-—
actions among the planners did not allow underlying questions about
program and. planning to be brought to the surface. Taking-for-granted

the value of the IBP, a consensus of this opinion was constructed and

disbtributed by administrators. Ill-defined or discrepant. features of
\
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the program became non-issues. Teaehers.fouod themselves’in the dilemma
of preparing students for two totally different sets of examinations,
and -therefore concentrated their attention on the curricular content of
the IBP and Alberta Education courses in' what was essentially a ;re—.
packaging” of existing products (Berman and McLaughlin, 1977 : 360). As
in the case of the teachers involved in piloting the Nuffield Science
,Teaching project, 1t was apparent -that folfowing a detaLled course does
not necessarily entail thinking through ite'fationale, or even};hat’tﬁév
approach is followed in aﬁy recognizable way (Waring, l9?9“§’2[).‘

The teachers were certalnly not unaware of the political interplay
in the planning discourse, and ‘the extent to which they were, or were
not able‘lo articulate this knowledge, and exploit it 1in the form of
resisting the dominant views, 1is of particular interest. Why did the
feacﬁers' agree to “participate” in the planning project on the terms
established py the administration? »Thishis a complex issue, not readily
answered. The teachers have contributed to the ideological nature of
discourse in the way they ‘see themselves rwithin~ the organizational
hierarch . Théy see the relations between -administrators and teachers

"Ws fixed aud impenetrable, governed by the rules of the systemn. They
do not deal with individuals as administrators, bud with “the"
administration or "Central Office." The isolation in which teachers
spend mach of their work}ng day diminishes the opportunities for
redefining their interests in their daily_situation, and therefore acts
to cootain them~within)a technical orientation. The rhetoric of feacher
participation 1& the implementation plaﬁoing,vand their preoccupation
with ‘curricular content, succeésfully diverted attention away from
the values embedoed in the program. And as’:Rachel Sharp notes
(1980 : 165) "there is an ever-present nger of incofporation such that
pérticipation in fhe decision~maki ould entail particigiiing in the

conditions of domination themselves."



Contradictions such as those encompassed by implementation of the .
IBP; with its lmplicit emphasis on competitive achievement within a
liberal frame&ork, intp schools which have traditionally downplayed the
' competitiveness of education in favor of the concept of self-worth,

have been submerged in the wave of comnitment generated by planning

‘participation. The flow of information between "Central Office” and the_

teachers has - been erratic and unreliable, and concerned entirely with

the technical details of management.

*
@

Many of the features displayed by the Edmonton discourse of

planning are suggestive of ideological practice in which the “activities

and ‘interests of the practitioners are aligned with the interests of

dominant social groups sustaining "the edu onal 1institution. The

strategy of consensus;building by developers and” administrators was

necessary for the display of their interestS as being common to all in
. the community; the control of information and agendas prevented
contradictions from surfacing, and the nature of teacher—administrator
negotiations and teacher participation 'conforned to ~theé pattern

acceptable in hierarchical organizations. Throughout the project, the

professional language spoken by administrators, ‘and applied to documents

by teachers, has emphasized the authority with which those 1In the
defined positions of developer, administrator or teacher may act, and in
so doing, has reinforced the ideological charactet of the discourse.

Moreover, because the pronouncements on the IBP implementation by the
educational administration of théfpublic school district are perceived

as professional assessments of the program public acceptance of thelir

- decisions 1s promoted.

v
»
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The Opportunity”for Transformation

o

The discourse of planning for implementation of a specific program '

of " studies offers an opportunity for dialogical interactions . among

participants and program - which . hold the potential to mediate

transformations in both. Within a dialogicalidiscourse, the(temptation

-

to separate the program (as object) from the 1lived ; ,experiences of

participant planners is resisted  because the program becomes ‘an

integral constituent of the planners views ,of the world. The’ refusal

to separate program from planner makes the act of planning a problem in-

itself; no longer can top priority ‘be given to the technical mnnagement
N R Lo

of implementation. . The- discourse of planning must provide for

N

Interpretive and critical interest which are. complementary to- the -

mechanicaL'aspects of implementation Instead of pseudoparticipatory
EN
functions in. curriculum development “{n whicn—teachers attempt to define

the limits of curricular content, the planning discourse would of fer an

invitation to open up' the potential 'meanings 1in the program for all

participants, -teachers and studénts. Instead of cpnsensus—building,:

the discourse would offer- an opportunity to .disclose the lunderlying

assumpbions and intentions of. the program _developers, and equally

2,

importantly, allowﬂthe planners to eXamine thelr own basic assumptions

about knowing and learning in programs of study.‘ The anticipation of

engaging in a specifie program such as the IBP calls' for small group
-discussions in which.partécipants share the beliefs which guide their
_practice (Werner 1979):. Clarification of'the(values and assmptions
which participants bring to the situation,ﬁtogether with an articulation
of the assumptions and values seen to be associated with the program,
_provides a basis for transformingu both program. and participants

However, joint reflection resulting In a “"mere coming to - know of one

another's interpretive meanings" (Aoki, 1980 : 14)-1is not sufficient £o

ey
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faccomplish this transformation within sphool practice. . The

”f~priorities established within the organizational pattern for p&anning

must be questioned in a continu0us process which strives to critically

understand the role of the school in society at large. The dialogical
’ disCourse would provide teachers and administrators with .the ‘opportunity
to articulate the meanings underlying their resistances to institutional

constraints impinging upon their situation._

o o

Reflectionuon the Study

This study begar as an eXplanation.of thajmultiple perspectives of
'thosg individuals involved in the planning for implementation. of the 1BP
in Edmdntoh.ﬁ Working¢from the assumption'that what we take—for;granted
within our- ,socially““constructed~v realities is integral' to our
_inderstanding .or' concepts“such ~as ‘program planning"and ﬁprogram
implementation, .I~ went {n search of the elements of 'partiéipants'

pérspectives, i.e., their beliefs, views and interests.

~

As the planning project proceeded I grew distinctly'uneasy that,
'although I understood better the standpoints of the developers,

administrators and teachers 1in this situation, my observations did not

[
”

illuminate how or why these standpoints were constructed and sustained.
)

A conceptual framework which does not go beyond the notion of multiple

'perspectives is not able to make a contribution to the comprehension of

o,

forms of control within’ the social context. lt-became appatent ‘that I

should move - through the surface 1ayers of meaning, and attempt ‘to

uncover those deeper layers which are concealed by our taken—for-granted

acceptance of the everyday world _And thus, the_ report of the study‘

~ became an effort to bring to Iight some of the underlying assunptions
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in‘ethe. prevalling practice of - planning for implementation.. This

involved a progressive questioning of the 'obvious, and persistent

reminders that I did not understand.

As in the studies reported by Sharp. and Green (1974) and Popkewitz

et al. [(1982), it was not until after the data collection that

constructive - categories for analysis ‘emerged, categories that might
facilitate a'+going beyond" the multiple perspectives. By this I mean
projecting‘out beyondAthe limits of that conceptual framework, reaching
for the opportunity to contemplate positiveichange' There is the hope
that in 'disclosing the implicit characteristics of the  interactions

constituting a discourse of planning, participants in this and other

situatiovs will be more open to the possibility of improving future.

discoursef I remain Very much awidre that the analytic categories which
I have employed are interpretive tpols shaped by the biases contained
within a‘particular‘way of'niewing the world. llt‘haspbeen my}intent -to
provide-snfficient description of‘the‘events and interactions  that they

ﬁay be reinterpreted from alternative standpoints. - ' .

At this -stage of the study, that of writing a report, I have °

concerns for its use. The report provides a description of individuals

whose anonymity cannot he guaranteed. Such information may be used by

persons wishing to manipulate changes in planning strategies or by

those hoping  to oppose such.changes.‘ There -m3y be individuals who would

use this information to prove thelr ideas as right when others 'are.'

wrong. This would be regrettable, since the study does not have a ,‘

. . o * 8
conclusion providing for the settlement. of issues in dispute. Because

\ ) . e o
this study raises questions about the social .practices emdorsed by an

instrumental approach to-planning for implementation, it may be labelled

(by some) as having political overtones. All studies 1in educational
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research are potentially political, in that the data gathered may be

-

used to support or 6§pose particular sconcgptual outlooks. - However;
Stﬁdies whiéh focus oﬁ,a single feature of ;he educatibnal process, such
aé implemeﬁtation, " generally accept the goals and purposes‘ of the
aevelqpers or blanners. The reborts of these Investigations hay tﬁen be
presented és descriptive and,neutra; inquif?, whereas, in faCt; they are
supporting the established framework. A questioning of ‘the established
framework, and the aééumptions which 1t encompasses, may lead to

transformation through deeper understanding.
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FOOTNOTES TO CHAPTER VI

Giddens (1979) derives his use of the term ideological from the

assertion by Marx that ideologies express or Justify the interests

of dominant classes.
N .
Y

For Marx modes of thought are ideological in so far as they do not
portray things as they are, and where this representation serves

the interests of specific groups. Avoiding making the .distinction

between ideology' as referring to discourse,. and ideology as

referring to the beliefs of " lived experience, Giddens argues  that -

“the chief usefulness of the concept of Ideology codceras the

critique of domination” (p. 187).

- "—Berger and Luckmann (1966 : 89) descrihe Heification as ‘the
apprehension of the products of _human activity as 1f they were‘

something else than human products - such as facts of vnatureys

the field of education, not only {is the objectificationlof human

- relations particularly significant but also the tendency . to reJect

the status of academic disciplines as human products.

results of cosmic laws, or manifestations. of d1v1ne will. ‘ Thus;ini'
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' .The following is a list of the events attended during. this inquiry:

..1980
October 1-2

October 28

November 3

November 5 -

November 17—21'

© December 8-12

1981

January 7

‘January 28‘

“with Central Office administrators,

High Schgol A.
’ in'attendance.

S

.

a

Denver Workshqp for new IB schools, sponsored by
IBNA.

First.meeting of the Social Studies Comﬁitﬁée,
together with Central.Office administrators, in
High Schaol C.

First meeting of the Frencﬁ Commitfee, together

in Central
Office.

First meeting of the,Biology'Committée, togétherv
with Central Office administrators, in High School
A, :

~

First Biology Committee wonking session, in Bennett
School. (This building was in the process of being
converted into an Outdoor Education Center, and its
sole occupants were a secretary, an assistant, and
the Director.)

Second Biology Committee working session, in - = .
Bennett School.

Luncheon meeting for Principals of "feeder" Junior
High Schools, organized by the Administrators at

Television showing of discussion about the IBP in -

Edmonton: one Central Office consultant and two
administrators from High School C in. conversation
with host of program. '

The Principal of High School C was ’
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1981

February 9

February 17

February 24 -

February 24

March 2-6

March 4

March 12

March 24

July 22

Septenber 21 -

IBP rectuitment session with ‘Grade 9 honors
students in "feeder” junior high school and
administrator from High School A.

Biology Committee‘meeting, after school, in High
School A. ' Review of progress in working sessions,
with Central Office Science Consultant

Luncheon meeting ‘in Central Office, attended by
Central Office,_High School.»and University
administrators. = Guest speaker. was Jack Matthews,
Principal of LeSter'B. Pearson College.’

Public meeting at the University of Alberta
addressed by Jack Aatthews.'

Third Biology Committee working session 1n Bennett
School. '

Public meetfng focusing on the IBP, in High School

"A.  Addressed by ,visiting' students from Lester B.
‘Pearson College. : e

‘1.8, staff meeting in lunch houtlat’High School A.

Chemistry Committee meeting,'after school in High

' Scheol A. Review of progress in contract work with

Central Office Science Consultant.

‘Luncheon meeting at the University of Alberta

Three trustees and ‘three Associaté Superintendents
informally review the planning for laplementation
of the IBP in September ) '

. Biology committee meeting after school in High

School A. Review of IBP status in each school,
with Central Office Science Consultant

3
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The following people graciously agreed to an intefview’fof this
inquiry: . : '

Edmonton Public School Administration
Director, Curriculum Planning

Consultant, Art »
Consultant, Science:

" School Administrétibn

Principal, . High Séhool

A
Principal, High School B
Vice Principal, High School A
Vice Principal, High School B

Instructional Staff

Bioloéy, " High School
C High School
High School

e 0w

Chemistry, High School
Physics, High School
Social Studies, High School

English, High School

Alberta Education

Director of Curriculum
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v

THE THEORY, OF KNOWLEDGE COURSE (IBO, 1977:31)

- Vi

Ve .
The eight headings of the Theory of Knowledge Course may be
considered as forming three parts preceded by an introduction and
followed by a conclusion.. . '

Part One 2. Séientific activity and the formatien of
' ' ' sclentific concepts: an example i

Introduction 1. Logical symbolism

3. Mathém&tics.and reality

Part Two } 4. The constitution of a human science:
an example ' ‘ '

5. Historic knowledge

Part Three 6. The nature and basis of moral and
political judgement

7. The nature and basis of aesthetic
judgement

'Conclusion: - 8. Opinibn, faith, knowledge, truth
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(a)

(b)

(c)

(d)

(e)

PROPOSED IBO RESEARCH STUDIES, 1970-1976 (Mayer, 1&68 : 230)

Assessment of the extent to which students with varying preparationd

up to the age of sixteen could follow a curriculum of this sort for
two years, and thus equip themselves for work in the spécialised
faculties of European universities. This could be of Interest both
to developing countries and to those European~ or American
universities which receive large numbers of students from them.
AN r |

Assessment of ‘the relevance of concépts, skills and information
acquired in the last two years of secondary .school to those
aqtually used 1in univeIsityA courses. The fact that the 1ISES
research urnit could compile, by the end of the experiment, between
two  and three thousand dossiers of students, who had entered

~universities in many different countries, would provide an unusuaal

opportunity for this type of research.

Assessment of the extent to which students who, in the last two

years of secondary education, had followed a course deliberately.

designed to ensure a general education and to keep open the options
between faculties at the university, could, in fact me€t the real
requirements (not the entry “hurdles”) of those faculties. This
would be of particular interest in England, where it is often
assumed that this would be impossible.

~Enquiry into the validity, reliability and "backwash" effects of
‘different types of examinatidns - e.g. orab eXamining (as opposed

to “"interview” ), objective testing, submission of "project! work,
assessment of course work. '
Curriculan development. The design of the International

Baccalaureate would be associated with a comparative study of ‘the

content of education In . the terminal classes of European and

American secondary schools. The existing proposals have some claim
to embody the best of national systems and also to have made some
valuable innovations. To give them a trial would in itself be a
useful contribution to currciculum development.
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CHRONOLOGY OF EVENTS RELATING TO THE PLANNING FOR IMPLEMENTATION
" OF THE INTERNATIQNAL BACGALAUREATE PROGRAM. IN EDMONTON

il

1979

'Décember 7

December 11

. 1980

February °

March 12

March 25

a
Submigsion to the Board 'of Trustees from -the
Superintendent, recommending “that the Edmonton e
Public’ School Board plan to enter into the
International BaéCalaureate Program in September,
1981; and, to this end, the location for the
‘program be established by March, 1980.

‘Meeting éf Trustees; the motion approving the above’
. recommendation was unanimously carried.

a : < o . <

Process plan and objectives for implementation of.
the International Baccalaureate drawn up by
Director, Program Development. ‘ . 4
High-School A submitted,proposal to Director,
Program Development, recommending incorporation of
the IBP into the curriculum of that school.

-: Meeting of Trustees; A.D.C. Peterson, Chairman .of
the Board of~Dire&;ors, United World Colleges, and
“founder" of the International Baccalaureate

" Program, was introduced to the Trustees. Mr. "
Peterson "thanked Alberta for its hospitality and
Indicated that this was one of the most supportive

~areas of the Intﬁ?ﬁatiqgg%cBaccaléureate‘Progfam,'
anywhere in the world.™ 7 .~ .. . - :
' ’ ,\?f,“'m AN B .

#M8D. submitted proposals to’ .

e ‘ogram. Development, recommending /

#Et1oa of the!&BP into the curriculum ff

b%e schools. ’ '

N

School B.subm;tted proposal to the Director,
ogram DevelOpm%dQ§'recommending incorporation of
€ IBP into the curriculum of that échool.

th

- o oy



1980 -

May 20

’dune 9

September 26

,.{ .

“Meeting of Trustees; the following motion was

it:

carried by a vote of six in favour andrtwo agaiast

\ ]

"That, suoject to the following' counditions, High
Schools (A, B and C] apply for permission to adopt
the International Baccalaureate Program commencing

in September, 1981.

1.

~
.

Schools offer the program if they have at least
eighteen registrations for tHe. full diploma
program by the second Friday June.

" A curriculum development budget of $60,000 be

allocated for the 1980 81 operational year.

An establishment ‘grant fund of $50,000 be
provided to¢ be ‘dilvided among the schools to a
maximum of $25,000:«0 any one school.

) Resourdeé be provided to cover the oﬁ@%ating
. cost of the program calculated using additive

student weighting factors for certlficated

staff of ) <‘-u .«

0.045 per student per International
Baccalaureate subject and,

L3

0.160 per‘full diploma candidate. .

' 2.15 for 1981-82

» 1.65 for '1982-83 ‘ . .
1.30 for 1983-84 :
An. additional}; allocation to be given to ‘
each participating schodl to- pay the fees

‘ ‘required by the International Baccalaureate

organization

Edmonton Public Schools Staff Bulletin. Teachers
interested in program review for impleméntation of
the International Baccalaureate invited to contact
Central Office.

IB Co—ordinators of participating schools meet with
Central Office administrators to discuss planning -
for 1mplementation of the IBP.

o | ‘<

»

For the phasing-in period, these "additive funds
..are to be scaled by the following factors

182
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. 1980 -
October 1-2

November

1981

\

January 7

January 28
February 24

February
LT |

fFebfuqﬁy

Mérgh_é

A

May 19-23

" in September 1981 GCommunity Newslétter)

. )
Denver Workshop for newly -affiliated IB schools;
spongsored by IBNA.

]

High School A announces that it will offer the IBP

~

. .

5

Administrators in High School A hold lunchgon
meeting for Junior High School Principald to
acquaint them with the I3P. ° :

TV Program on IB "alternative” for Edmonton
Schools. . ' :

‘Mr. Jack Matthews, Director of Lester B. Pearson

Callege of the Pacific, visits school district.

High Schools A,” B and C release ‘brochures
describing the IBP. 4 °

4 Adninistrators from High Schools A, B and C fecruit

students for IBP ‘in Grade 9 classes of "feeder”
junior high. schools. ’

-

. . \ ‘ . N N .
Public meeting on the IBP at High School A.
Two Biology teachers and Social Studies édpervisor
vigit three public IB schooli_in Michigan and
Wiscousin on fact-finding mission.

183



APPENDIX

184



*

7/

. ) - _ . : v N
v, . . l\- : .“4 A S S -
{ z . N E @ N
.. ty e e
o . . . . PR S B . - 5
N L B oy . & 2 1 - N - -
A : . _ auejpnsuog Q - . T
1u3Bdo{anag. an{natuang ‘u0y22u1g g G o
-quawdo(ar3(-weubouy ‘4032au1Q g ) = ”
- - 1 / < Lo -
. ) o uum._.._mmo [o0Ydg 3Jo u:vvcmuELum%:m <4 L ] ,
| E i A p (a) . o . - .
: . (g N © [ tuhr-gq Aey N L (8)
1861 ‘*udy - uer . YNBI WOMJ . 81 tudy-pg cuey .
'S$3008d NOILINDOD3Y. , WAOYddY NIVO QNY. - NOTLYLINIW3JWI NO ST00HIS
©«  AIISHIATNN 3NNTINOD o - NOISIJ30 ‘I1¥YIINOKKO) o O31S3IYIINT HIIM NOILVEINSNOD
. . N ' ’ ) : cd N : /I\ : L
: - ) - . . .o %
. / N . LR # (8)
\ . 1g uef. -y uver o35 o, (2) . . (8)" - §1 “Q34-Gp ruer -
- \AETSEIAINN ONY WOILVINGD 61 *93Q-1 *(nr . 82 “vdy-gt - udy S3AT193r80
. V14387V 01 NOLLVNYOINI “—> -  $30In9 NOILVIOY ONV NOILIVIN3KIVJHI NO 135 ONY NVYd ..
( p 31N8IY¥ISIO 3 123110) WATNITEYND d013A3Q NOTIVONTHKOI3Y 40 NOI1v1I4HOD SS3004d 31¥INWYHO04
\4\ = - N . N J - . . . . M - .. . X o .
‘ N - [ 3 \, \ i
‘1861 ‘cunp (slvapuajutrsadng o ,Aﬂf:uc:: A . ; . . ’
D% o eo Jeo . ~ .
. RIIATY 21e12055y) it cuer-q -aag (pueog) {p .S : 82 "934
S T ST T BT T I sihjonis ony (L feq €— o  Aey (¥)
. R P A UL Y o .
18043 (NINTT08NI [~ SINIVJ 01 -NOIIVKKOINI NLA0%dY - HOTIvKOI nIA R¥d 40 TeADYdqY
R NOLLYAT¥A3 1514 [ - 31NGIHISIO ON¥ 123170 4 : o/
(s1ediouiag) / ' v\ o (stediautag] (stedroutyy) \
18617 1das . (sredvoutug) s . 1t "230-1- *3dag (stedioutyg) 12 *veH-67 tqay
© X 30¥Y9 T 1gel ‘rady NOT1JMYISNI Y04 GZ ‘unf=| -unr SI¥S0d0Ud INIS3I¥d ONY
. SIYVIS WYYo04d | m_ammw_m L3s NOILYZINYOYO NY1d 43¥1S A3% 123138 IS3Y3INT WHIJNOD 01 ST00HIS
. . .\;\. . - . L : . .
\ h - -

R INER

STOOHOS

1V§LNHD



