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Durins 1981482. hone econonics curriculun in Alberta at the_f{fe& i

aenior hish level waa 1n a proceaﬁ of ehnnge.;. Part ot that procees‘}*:ﬁ;ljff,

the piIoting of a revised curriculun drart, developed \byg'-f

g coulitteea '5t teecezfa'uho had worked during the previoué/ yeer to77}f;f“

ar?ive -et g re-etruntured and re—organized progral outline.~_ ThiSﬁjsz .

: i

etudyr, aitueted 1n tbe piloting pheee ot a ourriculun revisionlgi:?

" 1}Jﬂproject, propoeed'%o explore the(telchers' perspective ot curniculul,“j;fi»ge,ff

.;underetand thie perapeotive and bou 1t 1e eheped and influeaced]f}ij?vi

:"thrqucb perticipation 1n the ourriculul projeot._»_f‘:ffﬁffﬁ'

,‘1xezaeceqt "uriting in the eree of currioulun theory ohallenges the;xﬁﬁf;Lkii;

" vuu“ or ouruoulur rouuded on f.he :I.dees or Pnnklin Bobbit‘_"



L

>“ “ iPosaibilities for a deeper and renewed understandins °f curricﬁl“m";}ﬁfv

"=‘laoienoes.,,

L an understandins concernié wLﬁh curriculum as lived axperience and asfi 7 25;/!.11

’3#‘ﬁ; mode of reproducins the stpuctnbal, political and |

'_;;relationshipé or society»”5"“ T

Euucational,



. | )
emphasizes that the choice of approach carries with it certain '

N . ' !
assumptions, pre-shppositiogs,which will determine the questions and
'thei findings which will resplt. Traditional research epproaches
involving‘;“pypothesis testin% are criticized for reducing,
object;fying, and distorting the lfzed realities of the people or
situation under study. . Beyond the eiplicit purposes oft the inquiry,'
critics assert that implicitly iﬂg traditiopel approaches are
conservative{‘ serving to maintain and perpetuate the status quo in
social arrangements and assbrtins a teohnical-rational logic as the
scientific mode for understanding human experience.

Martin Lawn and Len Barton (1981) cleim that with few exceptions fit
curriculum studies have been unable tolconnect with "the daybtoeday:
events, thoughts, actions and struégles of teachers" and to ’relate :
these in an  historical, political and' strcctural analysis. A
wholistic portrayal of the teachers' reality:eould focus on the
dynamio procees of mediating contradictory expectations at the

p]
.ideological and practical level An adequate approach would focus on

"the historioal,, structural and contextual factors 1nvolved, as well

as them_interpretations and strategies that teachers use to cope?’

(1981, b. 13).. ]
N . ‘
"Entering the curriculum discourseeet a time in which alternate

pqrspectives or curricuium are being adVanced ahd 'traditional o

L‘reeearch modes are being’ }hallenged -this study proposes to focus on

'the teechers' perspective of curriculum in home economics with the

o 5.purpose ot understanding in a broad; sense the teachers' reelity as

"Tthey consider what end how. to teach %ech day. It is thus an attempt

to theorize about éurriculum ih an alternate que, a mode which views

( ) ) ‘ 2 . i . " A .
. . » N . N . .
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ousrisulum in the teachers! psrspective,‘ as lived rsality. It
recognizes the possibility of alternate views of ourrioulum and is
Uthus situated within a currioulum piloting project, a situation in
which alternate views confront, sngage and realize each othsr; The
research approaeh in the study is formed with proround regard for the
humanness of the partioipants and project. °It is an attempt to
structure a study which is wholistic and moral in reoognizing and
portraying the fundamental qualities of human struggle and dynamics.

4

1.2 THE PROJECT AND THE PERSONAL

. The focus of this sfudy formed from my experience as a teacher in
secondasy schools and as a student of curriculum. As a “teaohsfh
ourriculum was a docunent outlining the course of studiés which one
was expected to folloﬁ.\ It was orton ignored or forgotten-as I went
about my tesching and occasionally was referred to in the search for
- ideas for teaching or ways of relating concepts, ggneralizaticns or
objectives which the curriculum ou;iined: ’ Anohg colleagues, tse
curriculum wss often a focus of criticisa ans'conplsint;' Ir oﬁly it
would be changed, up-dated, rsvissd;. odr progrsnsAwould bs better.

Currioulun held the possibility, the hope for bottsr programs. -
- As a student of currioulun, I ssw othov possibilities in
ifcdrriculﬁs. Currioulun uss much bnosdor than the dooumsnt with whioh :
I generaliy assooiated it; Currioulul Has all the sxpsrionces “of ;he
‘student 1n sehool. There wss hiddsn or inplioit ourriculun, as wcli

©

as sxplicita * There - was tho tsachors' expsrisnoo as well as ths '

students' s:perisﬁge of cuprioulun;- Currioulun ssrved\politiosl and

[ ; . - .



social interests which were diverse in a pluralistic society. I vas
awure of a trémendous gap between the theorizing I &ncount;red in
curriculum literature and what I understood’to be the continuins
practice of curriculum development at the: school s’pt%m and
government levels./W—The beginnins questions formed: Hhat uas theﬁ

meaning of this t‘eorizing to future work I might do in curriculum
development as" a curriculum worker or as a teacher? th did our
thought and action persist in terms of curriéulum 'implqmcntation',
~ 'development', ‘and 'piloting* when there seemed to be ample evidence
of the limitations of this approach to curriculum? |
My e;perieuces a;'both a teacher and a student, and the questions
which arose from those experiences formed iu terns of the
ruihttgnship between theory and practice. As a teacher, ny»warld and
experience uas defintdviu terns of uraotice.‘ I was front line, I
did thingQ with students, I acted, I practised. , -As a student, I
entered the wogld-or theory, a world vieweé‘oommonly by teadheré as
'ISuperrluouq, irrelevant, out of touch, theoretioalt Hj_experience
't01d me however, that as a teuohor, -I also thpusht, quéatiQned uhd
uautod to know why and how_aud when und what in a tery déep“«sense,
As a_‘studunt. I'arojoctod much of the curriculua literature that .
, 'vinwedk the tescher as deficient and as object. Thus, umun and from
.i those oxporignoe" the queation bocane one or the relationship
botg,on thoory and prnctice. Must our approaah to this question be.
. :d/Ghot0|1ziqg and thus aelf-denying or ia a relationship ~posaib1e":
¥ uhioh i both unifying and authenticating? B ,”
Ihus, the coro thene of this study ia the relationahip betynonf

"thodry nnif praotioe. vhlt wo mean by theao tarna and their ;"’:

-]...;_ o _ o A .,

|
ST N o ! .
< . R S o -



relationship within curriculum. It is-to this gcore thene‘ tnat
'coneideratione throughout tne study return. It is in the‘interplqy
between ~ theory encountered in ocurriculum -literature endb 1te
philosophical baee, and practice encountered in. the = teacher
experience and partioipation in the ourriculum project\; and |

reflectively in - my own experience that underetanding is eought."

" 1.3' TERMS OF REFERENCE
: ) . Y .

This research proposed a study of perepective; Perspective
derives rrom the Latin "perspicere®, meaning "to see through, to look
at cloeely' _ Perepective is derined as the "appenrance,h.
relationehip, or reletive 1mportenoe of evente rron a epeciric point
oé‘;iew" (MacMillan Contenporary Dictionary,h 1979, p. 752)1 - The re-
- searching or>perepeotivee in thienetudy re?ere'to_tne‘iooking_cioeelj
. at points of view on'ourrioulun; : Tne pointe of view are tnoee!found',
in current currioulun litereture, in dieoueeion uith the two teaohere
of thie etudy end in the evente and prooeee of the ourrioulun

piloting projeet. The intereet in thie etudy s not in teking ‘a

‘ 1particular perspective end teating ite fit to the eituntion but*

-'rether ‘in nttelpting to underetnnd the eituation througn varioualf“”

“'rperepeotivee. the reletionehip between perepeotivee end through //
‘ A

;flqueetionins ny beginning perepoctive in the re-eeerohing eotivity,,)pg‘?~_$€ftl

JL'Re-eeerohinx' ie neent to eonvey the re-etudy of curriculun5ﬁﬂeiiffff

_,;_perepectivee,._the deeire to go beyond thg Oxploretion ot 1d..§, toriﬁ**’n”"

“"1idee'e eeke to tne exploretion ot ideee in" tne conorete aituetion, inf_fi’ i



: *T;‘inrluonqpa«such viewa? g:-} 5 1,,ﬂ'_ '? | ngg“

';‘tho atudy.ﬁa_i,*ff" s

this’ case, the ideas of teaohﬁra during a oufriculum piloting

" prpject. The re-searching is the activity of the study; the thinking

and re-thinking of ideas which are altered, extended and shaped
through the obaervation at neetinga of teaohers and oonaultanta, andi

>N o :
through diaeusaions with the: teachera and principals invalved. f‘

\
Curriculun is a rleeting and conoeptually 1ntficate notion,

»“derying'rinal detinition._ It haa bébn defined as *the relationahip .

&

o botween the knowor and the. known' (Pinar, 1980, p. 73). ‘and aa«'the v

aituation that we must olain and make our own before wo oan act"

2 (Grunet;vv1978.-p 306) As the fbcus of this study, ourriculum w11; ﬁ

_be explored as the eonoeptual nexus gr meaning or the partieipants or ‘
- the study. Currioulun ia re-searched as the perapectivc or teachgra"‘
| 'inhﬁﬁé eduoation&l aituation, a porspootivo on oufFI:;lun-in-acbion.

’7¥'Curricu1ul is a pervaaive notion in that 1t touchea all ;apecta o:

\

1ife and,fxperienoe aa teacher and as the ?ooua ot this study, At

:‘flprovidoa 3 frane for the oontinual askiﬁg Hhat 13 currioulun? Hhat‘ '

N

o

thia aootion outlinoa tho douinant f.aturoa or tho propoaod

'*blﬁfinquiry gpproth.n Tho rinll Qh.pter of‘this diasert:tion containa a

:;;rofloction on tho appronch as 1b dtvolopod and vas oxporionccd during

-\‘
B

_ ‘”0P-ih1n¢ tho roa-ardh approneh tppropriuto for thia acudy.
) - drann to Alvin Gouldnor’a (1970) oritioisl ot thc doninqnt

_fnoaourch npproachna 1n the odb al acionooe and hia roniudor thnt Qur
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't'_ithoorizinc and rosoaroh aotivitiot affoot and altor tho wcrld wofvf{jglx"'

e  study and livc 1n. g In othor uorda, tho rcacaroh upprotoh aolootod f;j;ij4">T

r'“ioontaina e oortain vicv or thoan wo study and our rolationlhip to: f4ajffr-?5

thu wo m omm- objbotiry and dimnoo ourulvu rro- t.ho‘f-';_i;;.f];i”-'
‘f7f;roaoarohdd and thua alao bo diatnnood lnd”ObJoctiriod or wo onnfff;? o

c 7*fohoooo a subjcot—to-aubjoot. intnractiv- lodo or rcaoarch, ltt‘lvtingf{fﬁf‘fﬁ ,

‘to - roduoo tho distanco bctuton rauoarohod and rooancﬁirQ'ffA?f;fiffVi':S;

'"f:r0|1tlttion of thiaftthical olt-nnt i rosoaroh. Ollilin‘ chat ourf;ff:;iff

4

;Qreaoaroh ultinntoly rosulta 1n our undoratundin‘ or Onrnolv., Indf5 o

R othcra, atinu;atod a son:itiVizi eo tho oqurionoo ot*tho r.-carohod.

'j Folloving Gouldnor's oriticili and attonpting to provi_

ummn uppmoh to aoo:l.nl momh, John o'uom (191u) amlopodj; o

"ggtho 1doa ot 'uild aooiola;y' an nppronch vhich uonld bring togobhor }j37 g?7'

‘fffth. rcgplrohod and roacarohor. ﬂildxgooiologs;

S iﬁ:ﬂojoots thoArudcn[ i of nothod that 1anka nny roapocti ror
! ;}thc.oo-lunity that - suffers its: prnotiooa. It 1:90.0: ‘upon
- 3ita actsons ;nd upooch tho oblization to bring our 11vna

g Co (o'mn. 197:, .,p:j 51){;' e

S Thn approach or"wild aociolo‘y' at:o-pts to c:pturo tho fhunangféf”f”
'{ a'5qun11tina or anpiration?;and dynnnicn rtthor ehan atta-pting _no:ff §;§;ﬁ>ﬁj
_v-,;"'ozp1un utnmtion tcm eaporal and spaf t 1o’

It oountcra\tho ttudonoy or'trnditional aooiolo;ical

J**{;or aitultion.

e Iho'oonoorn or wild 0.
: .f} otiovdor ‘0 ‘others but: the v‘?!ﬂnhnp




© | . suppositions are right miy bs.to bake them to the pecple -

U w

. devotes hie reaearch ertorte to uritin& eocio;ogioel aocounts about,@_

1

eapeota of people'e private livee.j He.v1ews 13 reaearch aotivity

itaelf ae ‘a, rorm or carins. "Livba are reoof ed becauae there is o

\'ﬁ‘

1nherent value in preservins hunen experience“ ;' (1977. p._13)

' OXPreasea hie Qoncern with the ethical dimeneion f hie work and the*;*

epeoifio policy deeieiong based on reaearoh rindi  e. | SOme membere_ef’

I was‘ atlthe same time dnewh to the wobE&or‘Tbohaa 'Cottfe “who.}:

.

or our sooiety are 1n the poeition to rormulate pélioy and direcﬁee ;h"

p ,grtne which both arfect the 11vea or other eooiehﬁ membere ﬁeither:;

direot y or 1ndireotly§a

S0 1t comes to paae tbet eoue or us have eanned hhe rightﬁ R

eto ‘speak for other:people ‘and to cldim that we know what it’
o cis - they: went. B But speaking for: soﬁoone else: 1a at best: a -
- oompromise and & oonvenience. 4f ‘not. . outrigbtf,v

'1L ¢be..{ Because isolation breeds dogmatism and: righteoueness,f ‘
- 'the . best ~ uey to knpw thet one'e -notions, - theories, and

f*'ufehout uho- tbey were originully conceived:
e . L (Coﬁtle. 1977. p. 1“)

He ere :eaigded that onr reeearch rindinge,: reeulting ‘?'fv;

: ‘p‘°1fi°\‘PPP°l°hOB enployed, a!feot ua all through polioy dQ Tg1ong SR
g T e

end throuzh the underetendinsa the reeearch 'gtories' provide abcmt;‘_»"’-',f"":;‘m‘7’.;;..v._.T
;“?”1v T BT | ;,,;]v.ffa»*~~ S

S

'}gindividgelly and oolleotively..fﬂ,

;.,_f; rmuy,

'”'5:rol th,,. ooneideretions,

. M”*tpreeulption. no. untter how 1esit1-ete.e politioel aect. nny[,v;fg,‘i'

to bo oongrunat ﬁith current curriculul; heopigins, th‘j} “1 ‘

the re-eeerohlffoﬁfffif
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~ ideal, the idca of a co—reaonrohins relationahip was a goal. ya

.rolationahip which uould be attenptod. i The c06researching“
relationahip aeened a possible gaal ror I balioved tho roous ot thia T

s atudy was a genuine noncérn and problcu for both myaelf and the L

toachera., The toaehera woro both involvod in piloting the ourriculum‘_‘w

- revisions and curriculun would be ron than a very real, daily.

‘ _;i;oonoorn. I was 1nceroatod\1n understanding the teachera' experienoe i

' ggiand tha curriculun pilotins project better in order to see ways that ‘3

auch projeots might be organizgd ditrerently and better ror hhose_1

""1nvolved. : In nddition to the rocua ‘of qhtual ooncern, the oo- o

o - ’ : .
}5, R

fﬂ'reaearching relationahip assunod thnt ny 1nvolvouont in the piloting?iu,

S t

*fAchQrionooa in tho ourrioulul PPOJOOb and 1“ t“’“ thi' atudy "°“ld b"yvi
I ahlpod and intlucnood throush ovtnta tnd giroctiona 1n tho curriculun}“f
:fgtpilotins ggojoct.,} In thia sonsa thc-aﬁproaoh vas intendod to bc"

' jrloxiblo. ablo to bo nodifiod doponding on tho unfolding or tho "

Lo

o proJoct to whioh 1: vas. ?Onncoted. SO v

~3gf*}LL:fm?; Tbo oo—roaoarohing rolationahip apsuuod a8 wdll 2. particular uode;;;"

7:pvoject tbﬂbugh thia study oould influenoe and shapo eventa or;‘

“21f-.hor undoratandins or 1nt¢rprotin¢._ In tho larg.r acnao or thia atudy;r"

o ;_tno rooua and tpm‘oacu u'e nrudy an’ 1ntorpntation. tw- ia. ‘the

.wiiffquoations ankod “und‘”tho uty infwh‘ h.thoan qnnations arc- pursuodfj f.fJE{Q’

' a;pnrapoctivc turbugh a ourvoy apvronch on a?

i A:uould'hnvo boen prf;structurod.«"!FOI tho litnrnturo,

othon; aurvnyu_

'U;Oonstitutc u particular rorn'orxinterpro atiou or 'aooins' (Pnluor,,*'” :'

iargn salplc. tho approachfv:f '

e

-1969) Hndu If¥ohoaon to oxploro tho‘:quoation ot °u’r*°“1“‘3;}f3isf‘év



S -mia‘“ity:sa -af‘-»m'.aan.m"p,

'"T%Jf;foontradictory underat;ndi

= ;fSuoh Ca 1ntcrprotation uaa'd

o

\

'indioate their t_oushts and reelinga. Through aooring and oonputingi

'or tho teachera'gp_rapecgive. aowever, 1 chose rather to enter the

~

| fiot than. nysolr and the rooua pt our ;rk,' currioulun.- The oo-

s rosoarohing relabionshi, ottered the»pronise of a creative,_ huqan'

2 or interpfetation wOuld be tbe result.

4

toaohor s ovoryday actiona in t e olasaroo- are baaed.

;fdiao tbo -oaninta oontcxtuali:od by puat and rucuro tedboral]"l”,-

to .allnrQ tlf!tllnt onvtho loaninga it portrays lnd th‘ifyuﬁﬁ

intoracting with two teaoheva, indepth an ’

f approqch.'_ By ptrivingt:tbr}j

a noro wholiatic, :reiationiiland'pérhdpa‘

airable Tor ita naturaliatio stanco and ‘

' 3vtbo potontill 1t hold for po traying the livod realiti on whioh a

"

A sooond doairablo aspoct or bho oo—resoarohing apppo.ch waa théyv
o f?;;lutual quoationing or eaoh otho( pqrnitted through the intenaivg .

. fg;dialoguo, a quoationing whioh oou d probo not only the preacnt buth:‘

rho 14-.. or oaou p¢rson in thc rolationahip oould bc}“'f

lenyodf“againnt tho otbor, 1ntoraot andvbring onch cthcr to rorl or fi' 



» teachere~ dere} eeked‘ for ‘rinal comment and reedtion._on their

Y

‘.

¥

pertioipetion in the etudy. -

Three epeoific epproaohee were propoeeg ae pert or the oo-

R

B reeeerchins ideel"‘ interviewing, obeervetion and Journal writins. ; ’

Obeervetion began early in 1981 as I attended two neetinge of thed~

]

o Bone Econonice Currioulum *Coordinating Counittee to observe the :

5diecueeion ebout plene for the piloting project. For purpoeea br _

‘:i obeervgpion, I aleo attended the eeriee ot four neetinge organized by,

"Alberta Eduoation ror the piloting teacbere. Theee meetinge began in_f.

| ee a piloting teecher.;i Thie ehared experience provided

Ca context tor underetending the teechere' counente

ﬁ{iiu

B v‘.vl

fThe obeervetionel epproaoh ueed 1a beet deecribed ‘ee 'obeervent'l

in diecueeion or eventedwee nede}

""i;feftffeot wee ninilized.‘if"”<"

Sous and’

'id experienoee.~\

| ,,Auguet, 1981 end extended to Februefy, 1982. Theee neetinge werefii

't_attended 80 theﬁ ee uuch ae poeeible, I oould experience the neetinge .

_perticipation' a tern ocined by Thouae Cottle (1977) to enpheeize“»~
ﬁobeervetion rether then participntion._ It 1e ‘recognized tbatfrfl;f;"
d“fone'e preeence 1n a eituetion ney errect \he eitUetion but the nainbf e

- ?1ntereet or the reeeerche “13 in obeervation.. No overt pertioipetion'-'

and hopefully hthe _p;rtioipationf=f;"gfv



A

_ nwarenoas and ror rerlooting on eventa and 1nvolve-ent 1n the study.

3 ..

o - Hichnel Littlerord (1981) enphaaized that solr-rerlection ahould be  "A

' inoluded in our resonrch approaches. $olf-rer1ect;on, he o;aineq,_ia_'ﬁ‘

"'the other side or social action.

Sooinl nctiona without aelr-rerlecbiona are blind and
irresponsible, solt—rerlectionq without norrespondins and -
congruent aocial actions arn nonningleas and alienating.

\

(Littlerord, 1981, p. 211)

I waa faniliar uith and hnd uaed tho approach to Journnl writing; ‘

‘”;"jfjiproposed by Ira Progorr (1975 & 1980) - Sinply, Progoft'a approachv

- is to atructure a Journal with various sectiona for engasing in'}’

:ﬂiffﬁrﬁnt writing activities.‘v Varioua aoctionn are - 1ntonded f°r_ r '

‘Tdnily 103 entriea uaing re-raading, rerlection and re—active writing,;r

. ';i‘;uritinc on ono's pnnt, prcacnt lnd futuro, recocnizing stepv&ngatones:; :

 ”Ufijr;evonts 1n ono'a 11:0, and dinloguing witn eventu, people, ono's body R

‘o

“‘V?T{nnd work.q. The approacn o-vh-=1=°° 'tt‘°t1°° to ’”“" '°""“t"

“:y;[fooling and 1-aging, and atte-pting to Bring thoso to uords.'*-' o

AN

\'f.f?Undorlying tho entiro Journal nppronch 1a the 1det thnt to ig}t.f'

 5Qabeut thnuahta, tiolingn or evvntn 18 to concrotizo or oapture thc3 } 5

' nxporionco. and thua to bo ablo to novo forwurd or beyond thntifﬁ. ;;ﬁ'f;;f




\“‘ . ¢ -

o

as-knowor which is thc easonce of curréro.,: Pinar proposea that‘:

auarenoaa ot. onora selt in tho proqent 1; aado poaaiblo through  :

recosnizing and rooalling tho paat, tha regreaaive phase In the,‘:

Drogrhssiva atago, one projgctg on,p, aolf through 1l181n8 into tho;‘
ruturo. = In tho analytio;l atago one Juxtapoaea the p‘§t ('°8P°831v¢ﬁ’
writinss) wmi the mture (progroaaive writings) t.o um tl\e pmwt.; R

'“ Ono apalyzeo to doriva fﬁo present,_ through qucationing hou the?,_ -‘

futuré 13 proaent 1n tho past, the paat 1n thé future and the-'-

present 1n both. In tho synthoaié atago, one quastiona tﬁi‘knowledgef;gf*; ;

or tho previous atggos to explore tho neaningé of the-preaent aa ajvf?"w -

:"'

base ror aotion and diracgion,  Autobiography ia a naana gt soeuring ;-T

tho roota or our thoorizing. by recovering our intentionllitios. The i

rorloctivo -or.hod 1_‘_;‘ . critical prooua 1 that umu;n

roconstruoting th‘




\ ]
’ ) ,~v ] . . .
Interviewing was the prine'neans for seeking the teachers" :
perspective or curriculum.»v A series or rive interviews with”'

\

_lapproximately a one month separation between each interview 3~was SR

'§'5~-condueted with ‘each of the two participating teachers during the time'

'period fron September, 1981 to February,, 1982 ' One interview was '

“_also conducted with the principal of each of. the teacher s schools

On interviewing,u Raynond Gorden states 'Experience ...shows that

~Pspproach to interviewing (Rogers, 1961) as weil as Hilliam Glasser'sgr;

T

~approaeh as outlined in']aglitx;xhananx,(1965).“The ideal I proposedv_

53Thus the interview is a neans through whieh we't'?

5, i_"for ﬁhatgwhioh we may talk about.

"ﬁinterview is not stricti}*stru/tured by the 1nterviewer s selecting

_?fjx’ﬁ-_dialegue thst whieh is relevant : "A question is a creativel-"

Tl[ffbr this study is the herneneuticel interview (Smith, 1980) » Such anif.%

! % -
. ‘fie single approach,"style or technique of interviewing is adequate
‘fl 5i;except within narrow limits" (1975. D., 50) I cane to the task or“'_”g;'
. I*Ainterviewins with experience and understanding ot the Rogerianfu;

'VG organswerw from the interviewee, but,w-f*:”

:i:?'t; be d dialosuem : Hh»""e the interviewer still has €7ff




situation., Such an ability to empathize depende on the extent tO'e
whioh a. person has experienced the eame eituation or is able tom,x"
imaginatively construct the eituation of the other.: It also depegds;kfk;.f_

‘j on the sensitivity to and remembrance of one's own experienc s.idtﬁ'lif”i, SRS

‘-

From the literature on feminist research, Ann Oakley points out”~

the poeeible eontradiotion in terms when we think of women in;gn |

-f'--

vieuing womene;; She reminds ua rather of the potential for genuine je7'
“-dialogue baaed on similarity which women interviewing women ofrers. ?ﬁ

Y .'f 'It becomea clear that, “in moat cases, the goal of findingj;< R
N R “out about people through intervieuing ia best achieved ‘when =
e ‘the relationship. of interviewep ‘and: interviewee . is ‘gons . LT L
© 7 .. “hierarchical and when. the interviewer is prepared to. invest - . f .
’ ~'his or her own personal identity in the relationship. L e o

| . g (Oakley. 1981, p. n1) R
In thie etudx, the interviewe with the teachera and reflectionazgza ;;'Q*'
on the interviewe were oceaeions ror empathizing and introspection as?h;f?f-;ifk”
o I attempted to recaptureinyaown'past experiencea and eituation aa af”ﬂv:g'v:“;_

;ﬁuform or interview wae ooneidered;:}{fnf‘:,.g‘

teacner. ‘f;Théfﬂ& mEin
aDProDriate ror its Poaeibility 6f developiﬂs a genuine S“bdect't°'f.‘?"';{?7f

: é,\bq

subject dialogue conaiatent S¥th the co-reeearching approaeh,;

N S
1.5 SELECTION OF PARTICIPANTS -
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and similanitiés of their perspectives. As well, beginning a study

with two“teachers could provide a form of insurance if for some

reason one person had to or chose to discontinue the project at some

«

future time while the study was in pﬁogress. The teachers invited to
participate in this study;were selected because although we ﬁad never
discussed curriculum or even professional matters in any depth, they

were teachers I felt I would be able to communicate with in an easy

and meaningful manner. They were teachers whose experience and ideas

-interested me. They were selected secondarily for reasons of

geographical proximity and because each was piloting different home

economics courses at the high school level. Their situations were

' contrastable, for while geographiéaily close to each other, one

school was ﬁav_large.urban high school and the other a rural high
school. .‘ |

Early in September 196?: the two teachers were gontacted by
phone and invited to participate in this study. The nature and
purpose of ‘the study was explained to them, 'as well as the
approximate time commitment it wogld involve. The eager willingness

to participate and the interest which both teachers showed in' the

study was both surprising and éncouraging. All interviews with the

teachers were conducted in their schools, at a,time ‘convenient to

ﬁhem. This usually meant that-we met dur!ggzgzocks of preparation

time in the teacher's schedule, usually convefsing during sixty to

§
i

eighty minutes. All discussions with the‘téaehers were audio-taped,

transcribed, and the typed transcription was mailed to~the teacher

- prior to the next meeting time. From reflections on the dialogue in

. the form of the wéitten'transcbiption, questions arose for further

°

17
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discussion. Sharinthhe transcriptions with the teachers parmitted a

similar opportunity ror me and the teachers to ref%ect on the

dialogue. and to guide future discussions.

»

r
. 1.6 BENEFICIARIES OF THE STUDY : \

»

This research approach was designed partially in oonsi%?ration of |

its potential benefit to the participating teachers. Through their

involvement in tne curriculum piloting project, 'it was assumed that
curriculum questioning would be of immediate interest and concern to
them and that the opportunity to discuss and reflect upon their
experiences could be helpful. It was also believed that this
dissertation 'could be of interest to teachers in that "as a
description of others' experiences and thoughts, it may offer a form
of dialogue on experience. o

By attempting to provide a wholistic account of experience, it 1is
anticipated that this study may also be of interest to curriculum
workers who plan, organize: and work with teachers in a curriculum
development project.; That through the account of the teachers'
experiences and thoughts in this study, curriculum workers may have a

broader understanding from which to direct policy and action in

-

curriculum.

It is also anticipated that ‘the study may contribute - to

reformulating our understanding of curriculum in a- broeder context.i

It may enrich and expand our curriculum theorizing and our actions

_with teachers in teacher education prog{ems



a , 1.7 OVERVIEW OF THE DISSERTATION
¢ .’»
This introductory chapter was intended to provide an overview of
the concerns in both curriculum theory and research approaches which

are the basea for the structure and questions of this .study, The

focus on the “teachers' perspective of curriculum arises from both

experience with and ideas in curriculum. " The re-search approach

which addresses this focus is an attempt at a genuine co-researohing
relationship, an ‘exploratiou- in 1linking theory and practice ,in
'ourrioulum. | -

Chapter 2.sdtuatee thie study in'terus of‘the‘durrent discourse
about ourricuiu;; A hispory and analysie of alternate currioulum
oonoeptualizatione are included. The study 13 further situated 1n
terns of the hietory and development of home economics curriculum in
.general and epeoifioally_in the Alberta context.

Chapter 3 situetee the study of  the teachere‘ perspectives
: oonoreteiy in terms of the home economics curriculum piloting projeot
lin Alberta which provided the oontext for this study. This chapter
‘inoludee observations of pheAplanning leading up to the curriculum
piloting project. It bprovidee (an slaboration of the curriculum

perspective whioh doninates in this eituation and providee the

. L
-Voontext of the teachers' perspective, elaborated in the }rollouingm

ohepter.

19

Chapter 4 reports the teachers® perepectivee as . expreeeed in 1'.he>~ .

. interviewe ahd as rurther elaborated through an analytic' process

which flowe frou pereonal rerlections ae a teacher (in the paat)

reeeeroher (in the present) and from. eearching ourrent literature rorn_



an enriched understanding of the peraéeotives. The intorpretation
portrays curriculum in berms of class and gender considerationa.

| Chapter 5 sumnarizes the previous two chapters and advancea a
critical examination of curriculun. The possibility; of progreap
beyond  our traditional ooncept'bf ourrioulun and tﬁo .rplationship ‘
between 1sauea in feminism and ourriculum are conaidored. A
consideration is 1noluded of the iuplications ror home economics
cqrriculum and ourrsoulun praxis. | The chapter concludaa with" a
~ section dn hopes and reaiizations,' a final reflection on this
project, and thej final comments and ref;eotions from my co- .

researchers.



CHAPTER 2
SITUATING THE STUDY
f This chapter provides an overvieﬁ'ot the current discourse in the
curriculum field. It includes a cohsideration of the,altebnatg;ggya
- of conceptualizing ourriculum and situates the study within the

recohcéptﬁél'mode of ourriouidi:thedbizing.' Thé.rinAI seotion of thé

| chapter provides an hiatorioal sunnary of home economica currioulun,

iwith conaideration given to the social and political intluences which

. M’.
& e

shaped ;ne frexd. . - »

2.1  CURRICULUM GONCEPTUALIZATIONS . . |
S I, : : BT : IR

- : In reoent décados, analyaes of the curriculun tield have rocusad
5'-on the altornato neanings or oonoep;ualizations of curriculun.
finlliot Eisner and Elizaboth Vallance (1974) drew attention to the
foonflicting conceptions or currioulun by outlining rive dirferent.s

| j?{;ooncoptions drlwn from ourrioulun literature or the tima They%
o =bolioved that curriouluu deaigners. adliniatrators and tha general  _
Jisifpublio oould ordor their disouaaioua on and doaigna or ourriculuu by '
'?7fﬁfbe1ng uuure of tho dirroront values and boliara about education whichlli
"Vﬂffifunro tho bnaos ot the varioua oriontationa o currioulun.inj" :

A q.sf;, i VT
Eiancr and ‘ﬁallanoo propoaod fivo tltornuto 4£onoepta varyinsi;,fg_

?”fgacoordins to tho ..Jor goal or purpoao or oduo

lon,: The riv.}f R

'*:3, :oonooptua11zan1on§ were or curriculuu aa., the doyolopunnt orff;;{,f ”“

Ly

f”ffjjjf oogn1t1ve proo%ii%a, technology, oonsunn;tory oxperionco, sooialggﬁf;?:’*

:f P00°n8tru0t10n- relovance, | and acadenio rationalia-.g Tho uajor;#f?flﬁw"

R S



'bclier bohind thc rirst ooncoptualizétion wda that ého prilo purpose
| tor sohoola und curriculun was 1n bhe dovolopnont ot Jggnitivo skilla

' which would anauanbly trlnsrer to a vnrioty of aituationa beyond o

" was conoernod with Inkin; eductbion a a-ooth and orrioiont proooaa ot
}'orgunizins. paokasin; and proaonting knowledao. { Thoao uho bolievod
. 'that tho llJOP purpoao or currioulun waa to provide a oonaulnltory

.,oxperienco rbr the individual oonoorned thonsclvoa with toouaing on

R IR

‘_the atudent and tha dovolgpnqnt or an autonoi&ué, 1nte¢ratod and
‘:1iberated 1ndiv1dua1.‘.- Currioulun dialoguo 1n tho aooial
reconntruotion—rolcvano; oonoeptualizution,' enphaaized tho 1ntereat
‘:and nooda or the sooi.ty aather than thoso ot the 1nd1yidpal and aau fﬁi
;.th- nood ror ln Qvelving nnd : roucving aqoiety. N Currtoulun ah .

'aoadonic rltionalial plaood thc nnJor value on pronoting pho groat

M

'kﬂltrnditional acadolic aubaoota. , Eisn.r And Vallanco'a aohcla vua

"7.orfoct1vo 1n drawing attcntion to oonrlictins uonooptualisations ot

_gourrioulun banod on dirfcrent valuoa aad bolicr atanooa.n, Their

.1‘

';ibcho-a. hovnvor,.‘wns;;toriod Hith tho~ 1utont ot ordorin( tnd

olu'ityins thm nluu md boliota e that. t.h. punnm ot

v _;i,iourrioulul zoala lnd oontonta oould prooo‘d loro orfcotivcly.;} Thcy

'}schooling 1tsolt. Tho aeoond nppronoh to ourrioulul. us technology,   _' "

  51doaa and uocolpliahlonta or hunnn hiatory and an c-phasi'ft§jfj; i,§.‘

']./..
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'ourrioulul thinkins. The prooeee through uhioh ourrioulum was

23

developed Or eneoted, revealed the value orientation. Haodonald»vn

Apropoeed thet the three proninent nodele ror ourrioulum development ,hi

<

“oould be related to _the human oognitive intereete euggeeted byp

~Babernea. and dietinguieh d the three ourrioulun development models

“] ne:_ ' thek lineer-expert nddel, the oiroular coneeneue ~and’ the - o

‘7;’baaio interest in oontrol. 1n1t1eted by experte who nake the 1nitia1.

~and final deoieione about the’ vﬁlidity or the content end procesa.‘

';tn;» oirouler ooneeneue’ nodel was exenplified ‘by" currioulum

‘developnent errorte in whioh teeohere and oomnunity are 1nvolved and

'lfin whioh ooneeneue end donnunioation are more inportant then oontrol.”

”:v.dialogioel nodel.,_ The 11neJL expert nodel wae deeoribed as having a

'pThe' dielosloel eodel 1nvolved the etudent 1n ourricular development, p )

'ﬂ_f»zi»l‘enpheeizing dielogue end eelr-refleotion on oultural and pereonal,

‘*--gs_'oonnootions._‘ Haodonnld thue epplied Hebernae' theory to underetand". |

't;}jelternlte . epproeohee to ourrioulun developnent end to enhanoe.
‘f?of'underetending of ouyrioulul 1n generel.j He ooneluded that allv

V:'?t-ourrioulul deaisnins end developnent 1e 'a forn or politionl endp

1915. p. 293)

'ir St e

.7?553800111 ph11°'°ph1'1n3 and th‘°“121118" o 'It ie. en ettenpt tof.,”ﬁo -
m1uuc. “mn. .1"|' id“ Of th. ‘OOd lifO by Ol‘gﬂti-ﬂa mi‘l =

f}*prooeeeee end etruoturing en environ-ont rov leerning' (Hecdoneld,.57

,[_The oonoeptuel eebenee or Eiener end Vellenoe end Jenee MeodoneldQl"iﬁ??}{f

'f;re exelplee or errorte to order ourrioulun thinking elnoet a deeedef?’;"a;fif



'oonsidered in detail in order to portray the richnesa of the dialogue

and to 1lluatrate the bases of thia atudy.

[

. 2 1 1 mw D R ]
| Henry Giroux, Anthony Penna and William. mnar (1981) in an

introductory, aunnary text or the curriculun rield, diatinsuish three -

- o conoaptual;rranea through uhioh the uJor oontributors to tho rield

- have dovo;oped their 1doaa. Thc three oonceptual rrlloworks they
'?31dent1ry are: tho' traditional. conceptual-enpirioal, and re-
;conooptual:ej anh rraneuork is distinguished acoording £o what s

' '_oonsiderad problemuo, ‘that 13,‘ tbe quostiona which each asks as
) aell as doea not ask and also\according to the. aaaunptiona whioh each
'rrnnauork holda about knovledgo valuca. ‘ | '
Currioq.un thooriats generaliy 1ocute the baginning or the
curriculun r101d~1n tho aOcond decado ot thia ccntury, as a focua or
 oonoern and 1nteroat ror udilnistrltora;  1ntoreated 1n inproving the

'H'A*“i’““‘ '°"°°1 P"°8"” - 'l'he bezimunsa vere nrkod by Franklin g

o fl;nobbit'a book of 1918, mmmmn. e book 'hich &Pi’li'd

fﬁ.faoiontirio nnnngo-ont principloa to the doaign and devoloplont or i

"ourrioulul.*

f@}dcaoribod todiy aa tho crtditionalists. ,";h traditionaliata'

,'5'1;g1ntoroat; 1n curriculun asfborno not fron n body or knowlodgo or

 iaff;£phi1oaophy but fro- nn urzont aot1°° p.quir.-ont 9r an adniniutr;tivo '_‘

'7ffﬂ jfpos1t1on (Pinlr l Grunot, 1981)

" Bobbit 104 m troup of ourrioulul thinkora which are
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honogeneity and consensus. The eehoole were seen as the main -

eooinlizing rorce with a prine role to piay in enculturating the

' large iemigrant populations to the American way of ,life. The

traditionnliets' interest is based on the great faith and hope which

'wne plaoed on soience and technolosy as providing the 'ultinately

right prinoiplee' for the good life, a raith very strong at . the end‘
“of the nineteenth and beginning of the twentieth centuriee. ' The~
- }fourrioulun field adopted the language of ecienoe and technology

tbeoeuee_ it provided a powerful way of talking abont eduoational'

;eventer and polioy,ian,eiplanation‘of educational occurrences and the

e ) "proniee or better oontrol, giving edncatora a greaterl‘eaee of

prediction and nanipulation' (Apple, 1978, p. 99). ‘
"v . A later trnditionnliet, Ralph Tyler (1950) identified the
'fundenental queetione about currioulum and inetruotion as:

71 1. , tht eduoationnl purpoeee ahould the eehool eeek to
_'nttain? .

‘ 2. Hhat eduoational experienoee can be provided that are:‘:f

likely ‘to ettain theee purpoeea?

‘.f 3.\ Boﬁ' een theee eduontionel experieneee be erreotively‘
‘orgenized? S : o

_ g'fé“- ’ uov can ‘we deter-ine whether theee purpoeee are being_
| ";;nttained? ', St = o ;‘ - o
ﬁ?é}{ir, ryier'a : oonoeptuelizntion of currioulun developed

Q;g.qu.ntinl plenning eotivitiee or diegnesing neede, '"fonning}~

iffgobjectivee. eeleotinx and orsanizins oontent and leerning experiencee#,,(-

“;5fqueetions or onrrioulun.djrhie lineer oonoeptualizntion of currioulunli,

e pl,ennins enluetion, lotivitiee which rmned the. .central

‘hletivi;,k..parated enda fren lenne ; Ends or objeotivee, on whioh itffj,’."l'V
» ”}‘”poenible to ecree, were deternined rirat, sepereted;;>ﬁ,.:i33



. 'r"g}qu.,tioua esked uere reduotionist and nsrrow.s fPllOd on th i'*fffiﬂ

" from consideration of aotivities and content. This oonceptualizatiopf

was a hiersrohicel plan in that curriculun planners were responsible

~‘for and controlled the procesas, usually workins with teachers but

'ultinately retsining final decision over the developed plan. Thus,

the plsn seperated ourrioulun doer, the: teaCher, from the ourriculun

- planner who nsde decisions on uhat teachers should do. In.turn, the

process also: sepsrsted tesoher fro- student in that the curriculun

plsn - was a pre-deterlined directive ror teaching which could

R elilinate 1earn1ng as deriving rrom the situational or 1nteractive.‘

relstionship of the teacher with the student. - This form of

'3pourriculun planning sought erficiency, erfectiveness, organization

and control over tesohing. Curriculuu planning in this way assumed

 that unifonit.y in teaching was desirable and obtainsble. In ‘this

conoeptualizstion, knowledge assuned the rorm of facts or ideas

B which can be transnitted to students (or teaohers) The ideas of
‘theory and - practice are distinct 1n this conoeptualization of"
) currioulun. Theovy 1s that which 1s planned as prescription forv"'
-psction. , It 1s removed tron practioe,’ enbodied in the curriculun

| z"shgpkerg (oonsultsnt or specialist) and opposed to the teacher as '

',’1praqtitioner..'

In suhnsry, ;,;the traditionelists conoeptual : frame i‘ror'ﬂ

1Hunderstand1ng currioulnl wss :orned frOn “the - pressure .ror -
= adninistretive ection. It was fostered by the socisl, politicalf‘
- 1nterests in honogeneity snd harnony ot the populsce snd by thejf o

~.; sc1entir1o prosise of objeotive and absolute knowledxe.;_ffﬁhe_s

:*ﬁﬁf;felsunptions thst oonsensus‘paslpossfble on questions or ‘educstional"'?;'j ef




purpose  and process. The appeal and endurance of  the

traditionalista’ ophéeptu’alization comes from the hope for solution

ld

| ‘offered, the eetidn made possible, appeals which are very strong

until we consider the questions which remain unasked. °

‘The second approach in conceptualizing chrrieulum is that of the

conceptual-empiriciste (Giroux, Pinar & Penna,"1981) Hithin this |

| framework 1is an allegiance to a nodel of logic and inquiry based . dn
the phyeical scienoee. The coneeptual-enpiriciata interest is in

certainty, control and prediction. Thia intereet rormed in an erfort

to 'ilprove on thoee curriculum aspects the traditionalists took for

granted - the atructure of particular aubject areas or disciplines.

; The conceptual enpiricists were promoted by the social and pclitical

- interests rron the 1950'3 onward. A renewed interest and faith in..

-:science, inapired by the Ruaeiane' surpaaeing of Anerican science and
jtechnoiogy in firat launohing an earth aatellite in the 1950's,

| reaulted in an erfort to bolster Anerican science through school

progre-a o Subject area specialiets and acientiats becane the.

d J},dirgotors of ourrioulun thousht, focueaing on thie articulating of a

dieciplinee structure and knowledge rorning 'proceaaea. ) The

oonoeptual enpiriciste were. intereeted in conceptuelly dietinguiahing

f,‘ eubJeot areae as the baaea ror eohool ourriculun and for

diatinguishing the area of: currioulun theory itaelr. .

' th third eoncepcualization or curriculun diatinguiahed by

&l

Giroux, Pqu§;;* and Piner (1981) 1s the reoonceptuel " The

<

reconoeptual traneuork repreaenta a common intereat of thoee wﬁe
~ gt

“’jreJect th, poeitivistio and conservative orientationa of botb ‘the -

"conooptual elpirioists and traditionalista.» However. 1t does nqtfi:”'



repreaent an intograted or diatinct sohool of thought. Within the.
neconceptual franework is. an attéﬁpt to brins the hunan subject into
the prime focus of concern. Hillian Pinar‘s (1975) work as well as
his later work with Madeleine Grunet (1976) in developing the 1dea of -
currere representa a rocus on. the peragp (teacher) as. subject Based,l
1n phenonenology and exiatentialianz‘ currere is rocuaed on the lived
'subjactive uorld or the aducator, .'currere' being the, peraonal,
f-interpretative approach to understanding oprriculun. . Currere
encourasea an understanding of the present being and activities as épk
'educator by exanining tne's put educational experiences and by“
,writing one's past nenoriea in a Journal format. By reflecting on
vone's past, ope articulatoa one's educational grpund uhich permits an*'
'1nterpretation of past 1n relation to present, part in relation to>‘

g \
‘ uhole, -80 that a conacious and neaningtul figure or dynamic energes.

< . \

| Currere aaka 'Hhat docs tbis nean to you?' and uaea*tutobiosraphy o

‘ 18 a text wbich. providea neaning for present action.,
5nctive approach enphaaizes the easential and deternining*:'v
2 ‘the actor in the aotion, or the teacher-in-the—curriculun.f__
“;ts to the 1nf1noncos or oné's axpeziences and roflectionsj on"-

action. , Currioulun beeonoa»'the rolationahip between the

;_-nd tho known® (pin.r, 1980, P 73)

”vas an agent of reproduotion 1n j

{“hor roconoeptualista such aa Hiohael Apple/(1981a.& b, 1979.;..{\
":and Henr# Gircux (1981) have focused qn a critical analyaia orf?:;ipJf

olass dirferentiatedbp:vj:zfi



the 1limiting factors in a situation. - Curriculum is understood in

‘terms of the limiting situational factors, . historical, social,

" economic and political, which influence human consciousness. and
o action. To search for understanding in the fullest possible"sense
‘means,» 'To pass from the psychological to the. social, and from theﬁm

“social to the political-econouic and then dialectically 'back' to the'

,individual' (Apple, 1973 p. 519) - Each of. these situational factors

N\
. y

" and relate at various levels.

Early curriculum writing in the critical or Marxist mode. focus d

its analysis on the hidden curriculum cr the covert intents and‘ o

[

5teachings of the educational process (Apple, 1971) It proposed that

the school,- argely through the hidden curriculum acted as a means of’

reproducing the social and econcmic relations of a society It was

29

.‘_‘dc not exert a separate. and independent influence but interpenetrate -

7argued that the school experience did little to overcome or alter the '

. ;social inequalities based on class, gender ogffrace,. but rather,

oz
Yo aw

'runctional analysis vhich assumed .a passive individual who was:
3”processed through the educational system, afrected not cnly by overtf'J

'rf.but also covert intentions in much the same tedhnical,‘ functionaI a

,»’

”“f-fnanner that was simultaneously being criticized throegh ‘the..

’1fanalysis. The more recent writings of Michael Apple (1981) have comei

ffpostulates the individual as an active negotiator and constructcr'{;rrv‘._ifi

K3

"s;l‘largely served to perpetuate these.  Such an‘analysis was a. direct';ii

i.::"Lto criticize the determinism or this early analysis and to expand the,vﬁéi
production " of social relaticnships. , This expanded ,-analysis'et;f],i

-,=%;h1n a fPﬂﬂO Of eoonomic and social relations which are inherentlyi-‘jV 5

«

b"*concept of eduoation as not only a means of reproduction but also ofgfrfc‘ET""



‘A:ﬁsituational-interpretative, and critical.:

' contradictory. - An- adequate understanding of the experience of

a"curriculum requires not a direct functional analysis but rather an

analysis. focused _on contradictions, ‘ conflicts, : mediations and

resistances as' well'ae'reproduction The'ideology= which schools .
reproduce is not a form of false consciousness directly based on ‘

economic relations but is rather a part of the 1ived culture, a'

,result of the ‘material conditions of. daily life and action._

: The reconceptualists, whether grounded in phenomenology and

fexistentiaIIsm or in neo-Marxism and critical theory share a common B
",interest in' bringing about the unity of theory and practice in an

~ ,emancipatory or liberational interest of freeing individuals and

'groups from exploitation and oppression. The reconoeptualists

;describe themselves as being a field in progress, developed as a

3critical exercise "studying signa of educational practice to discover

what might naye been,v what still nay be™ (Pinar & Grumet, 1981, p._f’

-

. 38 ).

'-.~2.1.2' m .emniric.al:.anam.. sitnational_int.emm.atin m
' n:itical.nnientaiisuuia S
B Ted Adki (1979), baSed on Jurgen Habermas (1971), differentiated

fthree orientations of ourriculum inquiry,' each according to the

nvtlunderlying perspective or view or the relationship of people to their

""world. : The viewn or people in relationship to their world is

. '_-J

’”7'_expressed in the nature or the tneory/practice relationship

-'Cf;three orientations distinguished by Aoki wepe-ﬁ' eapiricai-anaiytic,s_fﬁjﬂigf

e

“Fﬁﬁbthj technical conceptualization of our}“enpirical-analytical




-

%

oriehtatioﬁ .to curriculum postulgtes thinking and doing (theory and
practice) as two separate acﬁivities. _This dicpotomous view relates
to Aristétle's distinguishing of three modes of acti#ity in relation
to one's world: the theoreﬁical, the practiqal‘and»the poetic. In
Aristotle's schemé, the‘activity of the theoretical was visioning or
;heorizing, the type‘of knowledge exemplified in science and the end
souéht w#s happiness, the‘ highest and most intense goal. The
activity of the practical was ethical actiqn, the type of knowledge
was through delib;;ation and the end Sought was the righteous 1ife.
vIn the poetic sphere, the activity was production, tﬁe type of
knowledge was ability, dexterity or skill and the end sought was
materiél comfort and accomplishment ‘ngtenstreich, ‘ 1977). , For
Aristotle, theory was the purest and preferred mode for it did not
!-iﬁterfere with but onlf contemplated the process of things,' whereas

the poetic and practical modes did interfere. This distinction made

by Aristotle lies behind the conceptualization of theory and practice

'in the technical mode. In the technical orientation to curriculum is

the idea that theory is developed by someone else, usually academics
or researchers, and then één be applied to a particular probleh or
situation. Theorizing is thus the activity of the intellectual or
someone in"aut;horityL resulting in theories to be apglig@bor used by

practitioners. Theories can be used to generalize, predict and

control. This separation of theory and practice supported the belief

in an objective science. thexéheoretical mode of activity was pure

and objective in that it did no% interfere in the world. This -

Eipostulated the possibility of separating the knower from the known,
i
the emotive from the intellectual. 0

o

#
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Underlying .the empirical-analytic orientation to curriculum are
the main interests in efficiency, ocertainty, predictability, an
intellectual and technicalvcontrol of the world. Thé empirical-
analytic orientation in Aoki's conceptual schema encompasses the
interest of the traditional and conceptual ‘empiricél curriculum

thinkers of the schema proposed by Giroux, Penna, and Pinar.

Within the situatignal-interpretativg orientation proposed by

Aoki, the relationship of people to their worid is conceptualized in-

"a frame which unites theory and practice (thought and action) within
the | human subject. Within the{ phenomenologigal concept of
.intentionality is the idea. that consciousness is alQays cpnsciousneSs
of something. Therefore, thinking is always thinking in relation to
some obJeot. Intentionality denies a -distinction bgtveen subject and
object, ‘theory and practicé, thought and éction. The individual

actively contributes to and structures one's own meaning and

experience, ' This idea challenged the natural scientific view of the

individual as distanced from and objective in relation to the -world,-

by proposing the concept of the life-world, a synthesis of the
subjective and objectiva dimenaioria, the lived perspective on the
world. The lived pershective thus assumes an’ intentioned existence.

The individual is an active, 1ntegrating and structuring individual

in a way that gives neaning to exiatence. In a phenonenological'

sense,’ theory and pracﬁice are not separate activitiea but theorizing

is the source or,knowins which encompasses and intertwines both .

thought and action. This sense of theory and practice holds
dirfqrent neaning for how we do reapeareh, how we cone to knou.

Knowing is a 'meaning giving' activity; understanding is in terms of

32



méanings people give to situations (Aoki, 1979).

The work of Pinar and Grumet (1976, 1981) in reconceptualizing
curriculum a$ currere is based on a unified view bf theory and
practice. It is yithin the real life educ;tional‘situations that we

encounter both theory and practice. The intent of theorizing is not

'to resolve the differences between theory and practice nor to reduce.

~ one to the other, but to recognize theory and practice as two
dimensions of a whole. It is in playing one against the other that

we come to know, it is in the tension and the relationship betweéﬁ

33

each that we come to know the limitations and possibilities of

ourselves and our situations.

2
»

Just as what we think and know about our work “is
contradicted daily by the events in which we participate,
the actual experience of teaching and the certainties that
activity offers may be undermined by the questions and
alternatives that theory cultivates. ‘

(Pinar and Grumet, 1981, p. 38) -

Thé oritical orientation to curriculum, based in neo-Marxist and
eritical theory 1is critical of the technical, inatrgmental

orientation for its neglect of hidden or iﬁplicit values within human

action and institutions. It criticizes the situational-

interpretative for its liberal, idealistic values, for over-emphasis

on internal mental processes as the determinants of human action® and

for ignoring the limiting influences of societal §£ructurps and

institutions on human consciousness agg'action.
The idea of theory and practice in the Marxist sense is contained
: Vs ‘ ' :
in the idea of praxis. For Kosik (1976), the real world is the world

ot’hunan praxis, where things, meanings and relationsvare;proaucts of

AY

social beings. Human beind%lcreate”thenseIVQs through their own



works in history. Vazquez (1977)@points out that theory and practice

. are abstractions from a unity which cannot be explained in simplistic

mechénical terms. The relationship is one of interdependency,"

interaction and adaptation which develops historically. The idea of
, praxis reminda us .that our thinking and theorizing.shapes our world

‘

by naming it and guiding our actions while at the same time our
theorizing 13 influenceo by our experience and practical actiops.
For Paulo Freiro, praxis is 1liberation, "The action ‘and

reflection of men(sic) upon their worid in order to trahaform it"

(1970, p. 66). As such, praxis is‘the‘source of khowiédge and

creation. People's activity in the world is both theory and

practioe, it cannot be reduced. to either.

The critical orientation to curriculum is exenplified by the work
of Michael Apple and Henry Giroux who rocus on analyses of 1deology,
“control and hegemony in educat;onal situations. Their work" as
eritical is‘inapired by a sense of ahsooial,' moral consciousness and
an interest in emancipation. . |

Aoki's ‘orientationa to cubriculun‘inquiry difforentiate between
tho 1deas - which Giroux, Ponna and Pinar ciassiry as toe

"4

roconcaptualiata. Adapting from Babornas (1971),' Aoki distinguishes

botween the reooncoptualiat work grounded on the subjective-

intorpretativo philosophy of hermeneutics, phenonenology and

_oxistentialism and that groundod in critical and neo-Marxist theory.

The classificatory scheles'ot~Aoki“lnd Giroux, Penno and Pinar ;

provide - two 'ditforeot’» approaches ' to ’ordoring, eu:r;oulun'

understanding. Giroux, Penna and Pinar have ordered the .various

approaches to‘ounriculun;’ diatingq;aoing according to tho’ldirferent

e



\

"questions"asked and unasked in each of the categories. - Aoki has

ordered curriculum inquiry,' differing according to the undeérlying

'views of the relationship between people and their world. This study

-of the_teachers' perspective of curriculum in home econcmics; is an

atcempt‘ to enter th _eurriculum dialogﬁe in a recqnccptualiat'

-orientation.: As agoh.it is interested in roccsingvon the tcacher as .
subjeot,' and on the teachers"liceﬂ experiecce{ It pefniﬁé a macro
or wholistic perspective, 'through anticipatink ; broad scope ,andv‘

dcpth in its curbicular rocua; As a reconceptualist study, it ia‘

part of an inquiry approach which is not a unified school of thought

-but is an attempt at a creative, reflective 1nquiry, potentially:
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_cranarornctive of that which it engages: the reseafchers and

curriculum..

2,13 mnnummnmm

choral rccent atudiea 1n the" reconceptual orientation have a

Aaiiilar focus to this study and have served ‘as exanples ‘Fin :

' formulating the approach. ‘Scheinrcld and Hcaaerschlidt«(1979) and

Blbu (1980) conductod tield oriented atud:les within t.be aituatioml- -

B intorprctativo -odc. Schcintold and Hcascraohnidt proposod that

_ 'tcnchcra hlvo-docply rootod classroou idclla which ‘are at tho baso orf;

thoir claaaroon dociaiona Thoy ongaged tuo teachors 1n a aorioa of*
Fintcrvioua involving rorlootive dialocue on claaaroo- actions. -

:v;ﬁc;;HClalaroo- idoala wcro definod as - "the’ toachora"- convictiona :

. _f} -rn¢lrd1nt tho rdoairablc rolationahip bctuccn thc ohild and thcfﬂlyl
vx;fcfloarnin( cnviron-nnt' (1979. 299) Th‘ 't“dy d“°’ib'd th'c“

“?ﬁ*cr.lntionship botwoon tho toacbcra' clanaroo- 1donla and structural or}f -



:organizational deoiaions whioh teachens made 1n daily teaching.

Within the clansroon, ideals wes a dominant’ thene umch Schainreld =

“and Meuaeraohmidt deacribe as a view ot the 1deal peraon-world

frelationahip,to the ohild. Thia ideal for the. child was based on the
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teaoher's own view or the world._ The teachers' olaaaroon ideals and,:f

world view conatitute the interpretative framework witb : which

| teaohera nake deoiaiona and decide what 12 peraonally meaningrul in o

. curriouluu or eduoational ohange. Scheinfeld and Moaaorschnidt thua :

. propoae that 1mprovementa in tedohipg will come with erforts to help

teachera articulate olauaroom 1deals and to nobilize theae* 1dealsf:

"1nto olasaroon deoiaiona. SOheinreld and Mesaerachnidt'a <(i979)‘

atudy is relevant to this study for the interpretativo view 1t took;

: and its approaoh e-phaaizing rorloction and ‘solf-diaoovery tor:,'

the participanta. L "} - “1_ o \_‘ ; ‘g:.'j
v slu;z (1980)' was: oonoerned with the 1nadoquacy of tho cxisting

.ooncoptualization or tho teloher in tht ourriéulun rield. She:

proposod a viow ot tho teaohor as holdins lnd uaing 'practical L :

vkn°"l°d3" and “91°’°d thi’ °°n°°Pt through a aorioa of opon—endod{¢-7 ’

diacuasiona vith ono teloher.' Tho touchor s knowlodco waa doacribod;f;

~’.as boing hold 1n a prtntical, oporativ. -odo and struoturod in torls:i'

" of prnctical rulos. prnctioal prinniploa anﬁ’t-ugoa. Tho ;onchcr'
H _

7;1prlcticnl.knowlodco wis au-nariaod 1n tho‘notion or 'oocnitivo lt:lo'f;fv'} f" 
.1{‘uhioh rcrorrod to tho wny tho tcachor uand tndwlodgc to nhapofﬂfif??ii :
:f_fprnotico. ; Cocnitivo stylc uaaqgnmoribod llrgcly in borll of tholif*f;" 

1 ;f;toacher's 1un¢ca or curriculu-, aubjoot llttCP, 1natructiau§ aooitliﬁﬁf:fj;fﬁe

R n,.,‘
! : ¥

» iﬁj  'r01at1onahips and aalr._ Elbaz dnacriptivtly portrlgnd tho colplczity‘ijif}'1*>
e i,:_of tucbon' kmlodn wmn shc ‘pelteved d-n« u oormpondm?



| coamplexity 4in our conception oflthe ourriculum--process[ (1986,, P-

310). 4 SRR i |
Both of the etudies by. Scheinfeld and Messerschnidt‘ and‘ Elbaz

'deecribe the complex lf‘%d experience of teachers and provide'
ineignts into the interpretative actinitiee of teachers. ,Both
_ involved 'approaches- whicb attempted a co—researohing 'relationship

- 'with the participante in the renearch and both also placed emphasis

-

A
on encouraging retleotion by both the teachers and themeelvee as

. reeearchere on their uork and ‘the study Tnere is a tendency to aek‘»

of the utility or euch etudiee - what can we eonclude, learn, or:

"recOIDend fron euch inquiriee. ) However, eucb askins drawe us to a
: utility or technical intereet rather then the: enriohing eense .of
: ’knowins. which ie the interpretative ‘interest. Thie eenee “of

‘rueetulneee in tne interpretative orientation is more ‘aptly deeoribed

,: as a reeourcemlneee.

'-Iheorizing contributee to. one'e reeourcefulneee...not in a
simple means-end as applied, technical pragmatic sense, nor
in .an ‘attitudinal or subjectivist psychological sense.
"Theori:ing contributes to one's '~ resourcefulness by
~»gdirectin¢ the orientins questions toward the source itself;
the ‘source which givee lire or epirit to (inepirea) eur

B :" pedegocio life.
- (ven Hnnen, 1980, PP. - 12-13)

m'v“Reeeeroh releted to currioulun in F oriticel orientetion hae been'>'

&
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ff\- |

. onduoted by Recnel Sherp end Antnony Green (1975) wno atudied a

ple ie one or beinc ﬁ o

Hore then lerely e.reeponder to»oertein tixed etiluli in EEE

"ﬁiprocreeeive prinery educetion progre- in Bngland. They 00neidered tne'ij”
"iitf»fteechere' perepeotivee in reletion to the echool, ite endlronment and_if’-f

'V}Qf.ociai reletione. B Hithin this oriticel perspective, the - vieu“ or

,.' p;d_,th’ environlent prooeedins on edne nechenietie end '}.’?f;ﬁliuﬁ




{

.detorninate deetiny, but acting within a context which
“cannot be intended away by consciousness and which narrows
the ranse of 1ike1y eneuins behaviour., :

(Sharp & Green, 1975. P 30)

Gerald Grace (1978) etudied teaohere or urban working clase'

students 1o an attempt to underatand their etructural 1ocation 1n

B society and the impaot thie had on their actione as educators. - He"

',combined an*ecoount or the hietorical origina or teachers and their

. historical and oontenporary relation to a pnrticular forn _ of

ideological struggle, uith an - account (through 1nterviewe) ot the

: teaohers' own oonaciouenees in relation to their work aituation and

their pup;na. Tne eooio-hietorioal analysis suggested that there has
lbeen a aignificant ohange 1n the nodality or oontrol 1n urban'

. education. Urbnn teachers experienced a linited forn of autonony in.

38

thnt control hee novod rrom a visible,, oentrnlized forn to anul~

. 1nvisible and dirrueed forn of control.‘ Invieible*-control 1;_'”

oonetituted among other thinge by exanination onfds and tneir

dderinition of velid knowledse, by conetreinte or the work: eituation,'z

}by’ what it neans to be a 'good teacher' and .'being profceeional'

'vBeing profeeeional tended to inhibit coneideration of " reletione _h

Z'Vbetween educetion and the eocio-politioel etructure end through,

' "controlling the ti-e end opportunity tor rerlective questioning, ;d

At

4»;etance. For the lnjority ot teechere, there uue little poeeibility(i.,Z ST

';for challanse or criticel reflection on their ectivdtiee. ;

Paul Willis - (1977) etudied working olm boye inan ell-ule'.f“_,:;ﬁ

”'chonprehenaive secondary echool 1n en 1ndustriel eree of Ensllnd TheV"u S

.....

:;.euhtle node ot control neintained the tcnchere in e ooneervetivef '

*;g;;jstndy providee an exanple or e Herxiet ethnogrephy (Apnle. 1980) 1n:ngg_f;iv



its illustrating how ideology and culture are -produced rather than

1mpoeed within the echool situation and how this produotion is

achieved through etrusgle, conflict and contradiction. Hillis

‘portrayed how within the student sub-culture, students act in

’oontradictory ‘ways thatkboth support the cultural and ideological -

reproductive,procees while at the same timelpartially penetrating or

altering the condit&ons of their existence in society. For example,

the working class nale atudents he studied’ rejected the world or,_

sohool. The orrioial ‘knowledge and hidden eurriculum of the school

had little meaning to the actual world of work which they oame to

~ know through theirxparenta,and thelr own experiences, andv to, the

¥

social ure u:lth sheir peers and within the neighborhood. By
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rejecting the echool valuee of mental labour, they affirmed their own -

1dentity within the manual working claas for whon school holds little

value. ~On the one hand, the etudente were able to reeiet “and

o,.partially penetrete the oulturally reproductive .role or the echool.

.,Ihey uere qble to. oontrol and modify their life withln the school

. éyete- by -odifying expeotatione.~ ourrieulun, etc., and 1n doing 80

'ieldevelop ekllle which will be enployed in the future work world to_ B

R penetrete the reality of thoee work%ns conditiona. " At the same time

’l*i;froquirOG to .gintein work as 1t ie. o

2.2 HOME ECONOMICS CURRICULUM

3

In thi- etudy, curriculu. 1e explored through the 11n1ted roeus

'“’”f*vhouever,, reproducod on the 1deolbgicel ‘level were the catesories_ﬂu

“:t“'? on ho-n eoononice eurrieulu-u Tbe dialosue is with hone eeononicav‘



ey :

teachers and it is through our talk about home economics curriculun

+

«

interrelations betueen these two ideas. This section sketches the

"history of- curriculum in home economics education in order to situate

the project‘and dialogue of this study.
The earliest beginninss or home economics education in -North

America have been dated to 1668, when early records show that monies

vere granted by the King of France to the Ursulines and Nuns of the«

)
~Congregation of Quebec to purchase wool ror knitting instruction for

'the young school girls or colonized New France (Bevier, 192&) Home

economics has been a part of ‘school programs as long as females have

" been educated and the view of education has been to prepare youns

people ror their later adult roles." Consequently, home economics

grev in popularity and came to prominence during the nineteenth

.century as ‘part ‘ot the expanding educational opportunities for

“*femsles which {n turn was part of the first vave of reminism. Home '

economics was inspired by many or tne same 1deals uhich inspired the
early reminists and embodied numerous conflicting and paradoxical

ideas.

In the early nineteenth century, dosestic science programs began

e .
e .

- in. numerous school systems, as a rors of education encourased and

i

: km.tn' on Dmul.tin Ensmm which oontained inrornation on roods, :

Jclothing, home management, personal relationships and home care ofr

L 18&2 and these tuo books set Out*the rorn for teaching donestic

40

* that - we speak about home economics and curriculum and ‘the .

" thought appropriate tor femelee. One ‘of the early influences in home~l

economics education was Cathsrine Beecher who in 16&1 wrote 'A.“f

' the sick. l'his book was ronoued by the pgnm Bﬁg_gip_t,_ smk mw :



&
economy which influenced school programs during the next forty years.
Beeoher enoouraged women to take oontrol of the household and to work
for the betterment of the home and domestie sphere. She argued that
Homen_wore morally sdperior to mod, this moral superiority ovident in

their highly developed capacity for self-sacrifice. She believed

that by teaching girls about domestic economy in the schools, theyA

would be better prepared for their tasks in the home and because of

their - training, ‘they would also achieve societal reapect for their

work.
,uring the 1870's and 1880's, there was a growing interest in

manual training programs ror boyajgt schooI. " Domestic science for

:!v*
i3 ©

girls provided an ideal companion program to manual training. Thus

began the enduring tradition of proyiding industrial or vocationalb

education for nalea and home economics forfgirls; This led_to hone

'eoononics betng considered aa vocational and occupational training,

"an approach which reuains, particularly in the United States today.

In the same era, the land grant ooileges were devoloping in the

-

United .Statea and they'éhve impetus to the aroé of hone- economics,

-', but also again largely as a conpanion progran to. agrioulture and

: nechaniOti»arta prograls for_qnlea. “The land grant colloge prograla

as wal-an vooitioral training prograns.in schoola were‘part of’ ;the

etrort toward universal education. Educational prograna expandad to

‘11nclude vocational as woll as claaaical educati&hal prograns *It ‘was

Jargued that nany ohildren of rural and workins olaaa parents ueeded

-

g appropriato, .nanual trnining auited to their futures in induatrial‘
| ’fd 1abour.». Hhile the 1nterest in vocational training for nales at

_i;achool and oollese level was neant to preparo theu with skills':
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,hmarketable for wage 1abouh; the domeatic studies programs for girls‘

prepared them for domestic labour, unpaid in their own fanilies or at -

.:,,other families. Many parents only supported classesa
- . / -

". had no relation to paid employment and provided
fa as homemakers. '

f figures behind the rounding of home economics aa a
1>Ellen Riehards, a social reminist who believed in
:‘is but wanted broad social x-erom, reforms which would
{;orld'mere home-like (Béydeh, 1981). Richards firmly
jihat in scieniiric knowledge waavthe power rob ‘fhrtherieg_
being of humanity, through improving the environment. From

:§83 and euthenica, Riohards ‘drew the central .focus ot home

SR
. as the relationship between hunan beinga and their

At the fourth Lekeeiplacidﬁeonference' of .1902, a tentative

't hone econo-ica euerged and came to guide the proreasion

_ , econonios, in its noatrconprehensive sense,' is the
v,stndy of the laws, conditiona, principlea and ideals. which
"are concerned on the one hand with man's (sic) 1-nediate
. physical 'environment and on the other with his nature as a
social being and is the atudy eapeciully of’ the relation
,betveen these two ractora. P 4
‘ : : : (Crais, 19“5, p. ;5).

The beliefa ror-ntive or hone econo-ics are eaptured in the hone

eoono.ica creed in which Eilon Rioharde statea that hone econoniee

e

', stands tor. ‘ ,_ji " o 7_, -

-‘The 1deal ho-e 11re for boday unhanpered by the traditiona '
of th’ past.. ﬁ?” e T T S R

1‘ The utilization of all the resourcea of nodern aoience to ‘
':5inprove the hole life._ A .

T



-The freedom of the home from the dominance or things and
« their due subordination to ideals.

The ‘simplicity in material surroundings which will most
free the spirit for the more important and permanent
interests of the home ‘and society.

(quoted in Baldwin, 1949, p. 17)

The term domestic science or domestic . economy was considere
u’f),

appropriate for school programs whereas the profession would be know

as home economics. Economics was chosen in an attempt to retain th

///sense of the Greek word of origin 'oikonomia' which referred t«

~household - management. By the early‘ 1900's however, the ‘wor
economics had come to refer more .to managing the affairs of-bnsines
. . . . _ . . . &

and nations rather than households. ,pThus in 1902, ‘'home' yasfadde

to economics to'distinguish the focus of the field of study. .

b3

d o

n .

vdu“ .., R

t

S

- Hsrjorie / East (1980) claims that home economics has developed

eccording to fonr» ditgerent models. economics,, human ecology

,inductive_reasoning.and'homemsking, " Within the‘economic model, th
focus 'orv home economics is'on household‘ manasement and decisio

A-making. The human ecology model focuses on the application o]

'science ror improving the quality of daily family life. v Th

- )
. inductive reasoning model rocuses on John Dewey 8 philosophy and
'>_'beliefs»sbout»leboretory experience. _ Home economics is an inductive

'reesoning process which leads rrom sen%ory,' manual experience wit&

A%

'J‘about the obJects and their use,_ to the. development of general

rressoning sbilities. Ihe rourth model emphasizes education of wome

Tfor proper reminine, domestie/societal roles. All rour models hav
r?" :

"h?,,influenoed school curriculum with certain models dominating according Ve

't,;oy seeisl, economic conditions or‘geographical location.;: All»fou

o - L
- R e AR _ ; ‘ . Cn

concrete objeots, to recognition and discovery or basic principles o

’
e
n
£

e &

4

-
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models are situated within the'dominant view of women in‘ society.

by

'Hhile the feminist movemént of the nineteenth century fought for,'

. equal educational opportunities for women, this came to mean not the

same education as males but rather education for future roles in

society which for women were seen as firmly within the domestic

)

sphere - a future as wife and mother. The domestic feminists such as

| Ellen Richards and Catharine Beecher believed that the status and

;recognition of women's work in the domestic role in society would be

i

improved and enhanced through education for that role. ‘ Through the

embodiment of the domestic principles and knowledge in a profession

LY

and the training of young women in the schools, the importance vand

skills essential to the domestic sphere would be realized by the

larger. society., Eleanor Vaines (1981a). analyzed the proceedings offtfjl

the: Lake PIecid,conferences, searching for. present professional ‘

..

'direction through what was said, by whom and how often at the; o

r
_founding conferences. She found evidence of a relatively liberated

/

',vieu of who was respénsible ror home tasks in that only 39 Bifof the '
.'289 contributions~‘td the proceedings were. addressing women only.ﬁ
However despite such a liberated view, other, societalj trendsa»

prevented this view from being. realized inf school' programs minh ca

particular. T ~¢r Y '; .'7*/',: | Lfn*v

While domestic sciedee.supporters emphibized“the 'scienoe' aspect ﬁ*x'

e et

.of home economics, the director or domestic science for New Iorkffufhr

' ] Hsms.Eccncnusuij:;;"'

?'schools, writing in the. rirst issue of. the

R (Hilliams, 909), stated that home economics most often won support7‘-f"

-

ahye

- appeaIed on a scientiric basis. One Board of Education commissionerffli"..

l

HER

ilf;]ﬁh g

- -ffrom board members asA 'moral ractor' in education.- It seldomi:{fi’“""



for New York City is quoted:
.My own convictions are so strong that I would put it (home
economics) as the culminating course in every woman's
education., The effect of this branch of education would be

the greatest force in overcoming idleness, thriftlessness
and vice, that we could introduce into our curriculum.

’ fquoted in Williams, 1909, p. 78)

It was further noted by Williams that the favourite definition of
one director of domestic science programs was 'motherhood'. Thus the
societal pressures on home economics were to support and encourage
the view of women as the moral upholders of Society, a projection of
responsibility on to women at a particularly crucial time when the
corrupt, harsh and competitive nature of the industrial-labour sphere
was being constructed in opposition to the nurturing, compassionate.
and mdral home sphere.

In Canada, Adelaide Hoodless is most associated with the
introduction 6r domestic sciengf,in;o educational programs for girls.
Her 1interest resulted directly from the death of her infant son from
diarrhoeal disease and her later learning that had she had the
knowledge of proper sanitary conditions, his deéth could have been
prevented. It became Mrs. Hoodless' mission to see that other wbmen

would have such knowledge. Mrs. odless sought support for domestic

science programs through the'Nati@ggl Council of Women who at their

annual convention of 1893, passed a resolution stating:

That - the National Council of Women of Canada do all in its
power to further the introduction of industrial (or manual)
training for girls into the public school system of Canada,
believing that such training will greatly conduce to the
general ‘welfare of Canadian homes and that copies of this
resolution be sent to the ministers of education of each

provincial government L% :
~ (quoted in Rowles-Simpson, 1964, p. 11)



; U6

Introduction of domestic science courses into public schools was
approved by the Department of Education of Ontario in 1897. A major
triumph was the introduction of domestic science into the Ontario

Agricultural College at Guelph. Here, household science was
' ' y

introduced as a program for girls, paralleling the manual training -

program for boys. An ardent supporter of manual training, Jjustified

the programs accordingly:

I am Just as averse...to teaching cooking in schools as I
am to teaching carpentry, except for the educational
processes and their effect on the mind as well as the
body.... From a course in sewing, properly graduated as an
educational process, girls may derive quite as much mental
advantage as boys obtain from a course -in educational wood
work. The qualities of precision, patience and industry |
come from it, and it further cultivates good. taste, a love
of tbe beautiful and also appropriateness in dress.

(Robertson, quoted in Rowlee-ﬁ;npson, 1964, p. u(i//

Support for the domestic science programs came as well from the

Young Women's Christian Association who had offered early educational

programs, serving the young girl working in industry and trying to
live independently on a low wage. While Adelaide Hoodless supported

Ellen Richards' interest in applying scientiric knowledge to problena

of the home, there is littie indicatien that Hgddlesa‘shared any of

Richards' vision for social and domestic reform. Of home economics, |

Hoodless claimed, "It is women's work and must have women aasoclated
in its development® (duoted in Stamp, 1977, p. 21). Hoodless viewed
the 1ndependence of women as a mixed blessing The advantages of the'
‘new freedon had to be balanced against the Dpotential disedvantagea
tpr home and family lire, or as Work expresaed it:

While women have a righi to enter independent uege earning.

occupations outside the home, we must consider the danger
of laking too broad the pathway leading from the home and



“of obsduring the chief practical department of womens'
endedvour.
(Work, 1909, p. 329)

With the professionalization of home economics in. the early
decades of this century, the original vision for major social reforms
of Ellen Richards and Anne Dewey were nullified by conservative
societal pressures. As home economists became proressionalized,
there waé a need to distinguish their work from the untrained, unpaid
labour . of the other women working 1n\ coopgrative ventures or
community, dohestic -as&istance programs. The home ~economists
highlig?ted the advantages of 'scientific' child care, cooking and
housekeébing. As new professionalps, we cduid not risk being
associated with unconventional experiments whf@h\were technicaily or
financially questioﬁable or with unconventional people who might.shéw
sympathy for socialism or challenge conventional Sexgal mor#lity
(Hayden, 1981).

At the turn of the century, socfety was on a decidedly
'conser#ative turn. With suffrage won, in Canada in 1919, feminist

movements disappeared rapidly; New social forces dominated. The

American Home Economics Association along with other moderate womens'

’

organizations were accused of beinglanti-denocratic and anti-American
in the 'spider web ir.xcident', a part of the red scare of 1919-1920 in
the United.States (Hayden, 1981). Home economists such as Lillian
Gilbreth and Christine Frederick were at the forefront of 'eubracins
an anti-tenini&t, pro-consumption ideology perpetrated through
advértising in tﬁe burgeoning mass media and acclaimed as the
greatest idea America had to offer (Ffederick, 1929). Corporate

advertisinék interests became a dominant force through ‘gainépg
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influence of the editorship of mass circulation magazines and radio.

R

R

The vision promoted throughout the next several decades was one of

suburban home ownership, complete with numereus appliances anﬁ cars,
the male as the wage earner and home owner, and the female as the
domestic and consumption manager. |

Home economics curriculum in this time became a course almost
exclusively for females. It embraced the model of 'home management'
and consumer education also gained a central focus. While the two
world wars lured women into male trades and occupations, the overall
effect was to reinforce the idea of separate male and female spheres

a
when at war end, women were dismissed from jobs and expected to exert
their noral inrluence,. stabilize the domestic and social sphere and
engage in male-hero worship.

The home economics profession, despite claims o’ being a field
for both males and females, has remained a female dominated field,
shaped and influenced by 1its remaleness and the perpetuated societal
stereotypes of the female role. Harjorie East (1980) believes that

this 'femaleness' has been to a great degree responsible for many of

the characteristics of home economics. She7portrays today's hope

econonist as womanly, :anily-centered, conservative, traditional and
not ambitious or highly pqtivated toward power or positions of

influence over .others. They get along well with other women and men

who prefer the traditional reuale. The renale character of the

profession and the social, political and economic influenees which
have shaped this renale character are the context in which home
- econonics ‘school curriculun has rorned.

From an awareness or and a coneern about the continual gap

u8



between the ideals of home economics and the actual nature and impact

of its professionals, recent critical discourse in the field proposes

new directions. In 1979, the paper Home Economics: A Definition,

commissioned by the American Home Economics Association and written

by Marjorie Brown and Beatrice Paolucci was released. In the paper, .

Brown and Paolucci provide a philosophical analysis of the history of
home economics .and propose new directions and priorities for ‘home

economics. They éast home economics as a:practical science concerned
¢ -
with the home and family and describe its purpose as:

To enable families, both as individual units and generally
as a social institution, -to build and maintain systems ol
action which lead to maturing in individual self-formation
and to enlightened, cooperative . participation . in the
critique and formulation of soc}al goals . and means for
accomplishing thenm. "

(Brown & Paolucei, 1979, p. 23)

In descbibing home economics as a practical science, they chose

to unite the ideas of knowledge form “and 'professional practice.
Within the term 'practical scieécé' is contained bqth meanings: "ghe
practiéal nature of home economics and the-body of knowledge and mode
of inquiry as scientific in nature" (1979, p. 11), thus, they propoée

‘ \
home economics as a "binding together of philosophy and empirica

science”.

Brown @nd Paolucei draw also on Jurgen Habermas' (1971) theory of
/

knowﬁedge in arguing that home economics must encompass all forms of \\

knowing: analytichmpirical, cultural hermeneutic, and criticél.
They urge a greater concentration.of inquiry within the cultural-

hermeneutic sciences.

Mafjorie Brown (1980) furthered this criticaﬂ line of discourse
’ . .

in examining specifically the question of: what is home economics
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educatipn;\\§he_criticizéd home economics programs in the schools for
attempting to be too many things to too many people and called for a
priorizing of issues and focusing on doing fewer things well. The

6onceptualization she outlines suggests changes for school'brograms.
: : ¢

It would place more emphasis (1) on the family as a source
"of the improvability of persons as individuals and of the
human condition generally and (2) on conditions in society
which need to support the family in its efforts and, “{n
contemporary society, which need to change in order ‘to do
80, -

' (Brown, 1980, p. 131)
The consequent changes in school —programs which this renewed
conceptualization imply are:
Less emphasis would be placed on the skills and crafts of
homemaking as central to the good life in the family but it
would not eliminate them. - . ¢ :
' (Brown, 1980, p. 131)
Home economics education would not be part of vocational

or occupational training because the purposes, the
processes = and .content of the two are. categorically

different. :
(Brown, 1980, p. 131)
Brown further bropoged that home ecomomics as a conglomerate of
courses (personal"liviﬁg‘ skills, food iﬁ the fanily,y consumer
education, home management, eté.) with "little or no integration’
among them and little or no depth in any of thea® ahould be
eliningted (Brown, 1980, p. 131)."School prosransvshoﬁld be of equal
value to nalgs aﬁd females, qoncentrdted at the secondary and - adult
levels. | |
In Marjarie Brown's vision, the central focus of home economics
curriculum wuuld ‘be é déliberation\ on the perennial practical
problems of fapiliea,v not . in an gtrort to reach any definiﬁ;ve'.
answers but 1n“ah exploratofy, co-iunicative effort to bqihg ito;

’ )

©
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discussio& thé central and enduring problems of families.

The ideas of’Marjérie Brown and Beatrice Paolucci are beginning
to iﬁfluence school programs in Minnésptavand Wisconsin (Brown, 1977;
Henrie, étroh & Wilkosz,v1979), _Hhereas there is little effect noted

to date in Canadian school programs.

In Alberta, home economics programs havp been in the sc¢hools

~"since 1895. The first courses were in cooking and sewing and. were
variously titled domestic_ economy, housewifery and household science.

In the early years and as'late as .1961, the homemaking model

A

predouinated

«

The successful teacher in the field realizes that while she

is concerned with developing in her students the abilities

~and  skills pertaining to  homemaking, her  major

- responsibility is to instill in each girl a belief that

: homemaking will- enrich her life and the lives of ’those
. around her, and to help her realize this goal.

(Alberta Educétion, 1961, p. 1)

Home economics was first introduced at the upper elementary to

grade nine level. It was considered as a 'finishing' training for

. girls'. future role in life, later being expanded to high school as
. _ , s

gir;a and all students bckan'to ;tay in school longer. During the

1940's, the ourriculum reflected briefly the part wbmen played in

"Unitod ‘Stntes‘ Early curriculun was deaigned based on the tasks '

industry. <The clothins and textiles seotion, for exanple, conbained

--_a aootion on voeational needs (Hann, 1981)

Curriculul trenda in Canada have largely followed trends in the

\roquirod of students in their future domestic roles - food.

,‘proparation, . ‘eléthing; textiles and home design,  family
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relationships, community contribution, and home nursing.

In the early 1960's, the United States office of, Education began
a national project for curriculum developmentwthhoﬁe economics. The
project waé established to addfeasrtﬁo 6oncefns: a_re—examination of

the definition ~and scope of home economics and a régponse -to the

curriculum reform movement influenced by the 1957 Russian launching

of the first earth satellite marking the entrance into space
éxploration The interest. was part of the discipline centered

curriculum movement whieh focused on articulating the subject matter

| content, through outlining the concepta and . generalizations of . the

discipline. The United States project resulted in the publication

mmn mx:rinnm development, which formed the basis for ‘éﬁe: ;

-

N / - - —_ . .
curriculum revisions 4in Alberta in the late 1960's. The pevision

which began in the late 1960's materialized into a new curriculum.

guide in 1972. The home, economics programs for both Jjunior and

senior high were structured into three study areas:“,\egi;:f< living, -

food science, and plothing and textiles. The éurriéul guide was

detailed according to concepts, bub-concepts, generalizations,

objectives, subject matter, suggested times and activities, sugghsted

teaching’ aids .and evaluatioh. Tho hunan relationships portion

(modern. living) received a new enphnaia 1n being recomnendod for a

one-tbird teaohing time 1n Junior bigh and as a separate course. in

LY

,senior high

The cuyriculun»wda a composite, attempting to include all models
of home éconblicq;” There was evidence of home ocpno-icg-aa'induqtivé

reasoning: |
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Much of the content may be found in the earlier guides but
the approach has changed. The student, through active
involvement with a problem, has a new experience, reacts,
analyzes the clues and formulates a generaliz%?ion.
(Curriculum guide,'p; C&T-3)
The family focus wee emphasized*
A changing society presaes for changes in family living.
In order to respond to or reject the involved pressures
that result from change, individuals and families need
courage and objectivity to view their relationships within
identified value systems.
: (Curriculum guide, p. HL-3)
The course is intended to be taught with full acggptance of
the many differences in family composition “and levels of
living in home communities, in the nation and in the world.
(Curriculum guide, p. ML-3)
The feminist movement of the twentieth century had an impact and
the iutent'becane one of education for both males and females.

In the past, courses in this tield were designed for girls.
* Today, the scope can be enlarged to include boys.

(Curriculum guide, p. C&T-3)

Within a few years of introducing the revised curriculum in 1972,
there was concern thit the curriculum 6id not been adopted, that it
waa‘ noo beiug taught. In 1977, -the Home Econonioe Council of the
klbertaléfeaohers" Association, urgins rou a curriculum revision,
pieaoov a resolution requesting an evaluation of the cuérent

’currioulun. Hhile 0o evaluation was conducted, in 1979, approval was

:granted the 80-0 Ecbnolice Curriculun Coordinating Connittee to

| prooeod ~with a ve-atructuring of‘the curriculun into a uodular

,tor-nt.‘ Bach lodule was-to be a conceptual unit constituting twenty- -

'tive houra of instruotional time. Some modules were to be coupulaory

'inv a ocourse while othera were to be elective. ~_The change was a
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responsé to the perceived need of teacheré for-more structure gand
detailed planning assistance. | N v
During 1980, ad hoc commitﬁeéb worked on re-organizing égéh of'
the three senior high courses into:ﬁod;lar form.  The food .Science
course was»negly titled 'food studies' and modef& living was changed

to 'personal living skills'. Each clothing and textiles and food

54
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studies course consists of from oqe to three core compulsory modules§fn

. _ v -
and elective modules to constitute either a four or five credit

[
v

(module) course. Personél living skills is to consist of a choice of
at least one module from each of the living skills, family skills or

applied skills areas with the other one or two modules selected from
- any of‘ these three areas, food studies or c;othing and textiies.

While it is enppaaized ;hat;thé 6urficulun[change is structural, the

ddcuaent from which teachers work is in a new fdrmat, aewly-written'
_an& organi:é& according to geheraliZationa; objectives, suggested

learning activities, réaoufcés aﬁd'pdptent checklist. Module topics

such as outdoor cléthing/equipment~'éonstruction, senior side of

living, or coilunity services for children and the caoncepts 'within

these indicate an altered content enph;;is. . -

The re-structurod  curriouiunl is an attempt to provide uo;o
specific guidelines and planning assistance for teachers. It is not‘
str@éturéd aooordigg'to one pgrtichlar model of home economics but

| cantinuqa in the- composite form of the 1972.reviaibn. | All‘nodqls'or

home economics are included, signs of ééonpnica, :huugn - @c0l08Y,

)

inductive éegsonins and,honengkihg are in gvidence, "plus an-enphasis

" on vocational planning.
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Theré are and have been parallels between the discoursg in the
curriculum field and home economics. Home economics enteredﬁ?our
educational institutiongvas‘a field of stddy at a time when .schools,
in thé:interest of providing universal education, expénded progréms
beyond ciﬁsaical academic subjects to include vocational training and
courses suited to special interests. Home economics gaiged
prominence as a course for females. Curriculum in the trad}tiodal
view was concerned with desighing courses a3 a means t% a particular

’

end. The end to which courses would strive was to prepare students

for their futurerroléa in life. For girls, this meant preparing theﬁA\

.

for their future domestic/societal roles and thus, home economics
- .content and focus was shaped, based on analysis of the tasks in this

future role. Home economics, designed to meet the needs of females,

has been influenced by the dominant ideology about women!éxroie in -

"

society. It has been influenced by all the various views of women as

upholder of societal moral and aesthetic »Stan&ands, as loving,

nurturins and self-sacrificing, as pome manager, as consumption
- expert.- Early curriculum addressed these various views and evidenée
/ot theﬁe influences pre;gntly remain. e

| Beginniné in the 1950'321 curriculuﬁ discourse altered in ‘the
‘1hterest§ ‘ot the conceptual empiricists, those iho devéted 'théir
' energiea to conceptually structurins partieular fields or knowledge.
The Anorican Hona Econonics Assoeiation rQSponded with a report of a

,national project on ggnggngg_and,nggnglizgzigng which was an attempt

to 'utilize concepts both as a means or derining the atructure of

55



_ > ,
home ecomomics and as a basis ?%} effective teaching” (1967, p. 5).

Bome economics was defined according to five major concepts: | human

development and the family, home management and family economics,

' foods and nutrition, textiles and clothing, and housing. These five

major concepts and the generalizations outlined for each were the

basis for structuring home eeonomics curriculum during the next

. several decades.

'Recent curriculum‘ discourse .is described as reconceptual in

’ ) Y G

intereat. The reconceptual interest calls for the recognition of the -

hunan lived e&perience in curriculum, a focus on the knower;in' the
knowing,process. Also within the reconoeptual interest is a critique
‘of the_doninant ideology and of the hegemonic process in knowledge
rornation. Hithin home eeononies, there are similar reconceptual
moves to recast the rield in a critical, emancipatory interest in the
individual and family. - The. reponceptual interest‘comes from an

awareness that the dominant societal ideology about women and the

family has influenced the substance and direction of the field,

limiting its autonony in pursuit of a central purpose ‘and ideals.

lﬁome economics is criticized for beins reactive to societal pressures

‘and  trends rather than being an active, directive force in thé i&fe

of ranilies and society. ;

‘ This. stufg{gﬁters home econonigs curriculun discourse at a time

of energing recond%ptual interest. From the phenomenologieal and

r'critical theory bases,"there is the pronise of uniting theory and

practice in a genuine ennncipatory process. Hoﬁever, it reconceptual»

disoourse rensins only disoourse,z it falls sbort of rulrilling its

v

'pro!iseélin}action, , This study tocuses on the teachers' perspective-
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of .curriculum. It .assumes the unity of theory and practice inziﬁhe

lived world of the individual and questions the possibility of th;é

unity on a societal level, 1in the concrete situation of a curriculum

- development pbojeét. It -explobes the idea of curriculum- for - the

understanding'it can providc for shaping genuine emancipaﬁory action

.

in the 1lives of teachers and students. It pursues two questions:

[&] ‘

. What- - is- curriculum in the teachers' perspective? What are the

P

influences which shapé thiafperspeétiveé
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CHAPTEh 3
PDANNlNG FOR A CURRICULUM PILOT PROJECT
. L _
| The purpose of this. chapter is to portray the concrete context in
xwhich 1is situated the dialogue about curriculum in this study It
provides an 1ntroduction to the curriculum pilot- project which servesv-
as a backdrop to the teachers' perspective of curriculum v While not‘y

the central focus in this study,‘ the pilot project is the context in

‘vwhich the problematic is explored _ As researcher, I chose-to,enter»,v

-the re—search not solely through interview with teachers, assuming'

that I understood _the perspective of ’ curriculum m'in .~the7

administrators' view. Rather, I chose to bégin as openly as possible o

through~ observing at meetings at which the piloting preject was
planned, . in an errort to question the orientation to curriculum
evident in the planning discussion. | This chapter, thererore, serves
Has an introduction to the main focus of this study on the teachers'
perspective and is provided in an attempt to deepen and contextualize.
the later dialosue with the. teachers. ;"'~m' ' . ‘_V

o

3.1 OBSERVATIONS OF THE PROJECT IN-PLANNING . .

The: Home Economics Curriculum Coordinating Committee is thq v,ﬁjg’ﬂj

,‘oommittee within Alberta Education which makes home economicsi_L"

-

'-;_ourriculum decisions.‘ The committee is composed of rive teachers of_*j;:}~

v/‘ . T

“fhome’economics,_ a university representative and a supervisor of hcme';*ft»*

*',l;égpnami&s, ’fand'f?is/ chaired by two provincial home economics:i?°?

'ffiéepsgiﬁggcs;s The teacher representatives on the committee aref;fvsf ;




selected from applicants recommended by the Alberta Teachers'
Association and generally serve for two year terms. They are chosen
based on consideration of factors such as whether they are teachers
with the public or separate school systems, junior or senior high,
rural or urban and according to region of the province. An effort is
made to have a balanced representation based on these factors
composing the curriculum coordinating committee. The supervisor of
home economics who serves a term on the committee is selected on a
rotational basis from among the supervisprb of the‘major urban public
and separate school systems of thé province. The committee generally
meets from two to five times annually, making decisions pertaining to
curriculum and serving in assisting and advising the provincial home
economics consultants who chair the committee. .

Ia 1979, ;he Curriculum Coordinating Committee received
permission from the Curriculum Policies Board to proceed with a
restructuring of the curriculum into a modular format. During 1980,

each of the three subject areas to work

4

ad hoc committees formed in
on restructuring the curriculum into a modular form. Each ad hoc

committee consisted of members from the Curriculum Coordinating

y

Committee and additional home economics‘teachers.

Planning for th; piloting of this curriculum revision was
primarilf directéd by the home economics consultants iq Alberta
Education andﬂ;;é discussed at two Curriculum Coordinating . Committee
geetings during the first half of 1981. T attended both of these
meetings with the gurpose of observing and listening ’to the

discussion about plans for.pildting, to understand the_decisions and

action which shaped the project.



The committee viewed the pilot project as part of a curriculum
development phase. Piloting and curriculum develoément were seen in
turn, as part of a larger ten year curriculum cycle. For home
economics, this ten year cycle was subdivided\into approximately one
year for each of curriculum development, piloting and revisiop,
optional implementation, and three to four years of implementation
followed by one year for evaluation, re-assessment and revision.

Two meetings of the Home Ecénomics Curriculum Coordinating
Committee were attended during the first half of 3381, to observe the
comnittee deliberations in planning for the pi%oti]b project to begin
that fall. The observation of the committee meetings was done in
order to have an understanding of the §§pmmittee's responsibilities
and structure. The observations provided an occasion in which to
consider the view of curriculum from which the pilot project was
being formed'and to consider the influences behind this view. By
listening to and- considering the dialogue at the two planning
" meetings, a view of curriculum began to emérge in terms related to
the purposes of the pilot project. Certain expressions and ideas
recurred as the purpose agd.plan for the project were discussed and
tﬁ;se recurring dialogihal dimensions are described here - as:
‘piloting is not defined'; 'a é;rta;n ownership', 'déing it our way’',
and ‘using the‘informatiéh'.

i
|

'pPiloting is not defiged'. A proposal for the curriculum pilot
project was developed Dby one of the home economics consultants.
Since "piloting is not defined in the department", she considered the

curriculum development brocedgbes followed by other subject areas in

s
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.similar projects and déveloped a . proposal for the projeét. She
consulted the literature and concluded‘that pilotihg means different
things. For home economics, piloting would be seen as part of the
curriculum development process, it was not i;piémentation. The main
purpose of piloting gas to learn whether the module‘system worked or
not. Her proposal was considered and an administrative decision was
made based on the cost of funding the project. The proposal,
although considerably reduced, wéé granted approval for a project
involving twenty-seven teachers and costing approximately twenty-
seven thousand dollars. The cost of the project Q;uld involve
transportation, acéomodation an® meals for teachers attendi:g
meetings, cost of replacement teachers for their days absent and for
books and materials.

The idea of pilqting was described in committee discussion as\an
‘opportunity for a "test run®. Checking on the recognized definition
of the term 'pilot', 1is found: "one‘who directs another in his
conduct. or course of action®, "to guide®, or a "preliminéry, trial or
sample®™, the iorg deriving from the French "pilote®™, a steersman or
the Greek "pidon®™, rudder (MacMillan, 19?9, p. 762). Within the idea
of a curriculum piloting prpject is the preliminary (ieading up to
the main actién).test of the revised course of studieS. Also within
the root and meaning of piloting is a strong implication of
directing, guiding, steering, conducting. Will the piloting guide
the teacher in action or will ;ﬁe teacher guide the curriculum in
development? Th#‘ committee hoped that within the test run ofﬁ
piloting, certaig modules could be tried and possibly deleted if they'
prbved unaatisfa#tory. It was also hoped that throdgh piloting, the

|

i .
|



teachers involved would develop a "certain ownership for the plan®,
because of the possible input they could have at the development

L]

phase. .

'A certain ownership'. One committee member suggested that through
piloting, "teacpers on a broad scale can- share.in developing and thus
feel a certain owne}ship for the plan". This certain owmership it
was believed, would develop ;s teachers could have input into and
modify the revised curriculum plan. An aspgct of this dqulqping
ownership would be to make the students and teachers participating in
piloting "feel special”.

The members of thé Curriculum Coordinatins Committee felt a
certain ownership for the curriculum revision. Members had worked on
the ad hoc committees and approved the work of the committees. Thus
ownership and commitment to the revised plan transferred to thé
Curriculum Coordinating Committee. The curriculum‘was a reality, a
paékasg, a plan. The problem of piloting was to transfer and expand
this ownership to more teachers, thus aasurig; that the plan would be
accepted‘gnd followed. The problem was one of dissemination, how to
assure that the new idea would spread from the point of origin within
the committee to gain widespread adoption among home economics
teacﬂers'in the province. The solution to diffusion or disseninat;on
wgs seen to lie in adequate "selling®™ of the reviéed curriculun. It
Was stated that "our selling of the curriculun (revision) has been
successful'. in that many teachers had volunteered to participate in

piloting. Another' committee _enber believed it Haa necessary to

wsell the idea of piloting®™ by pointing out to teachers the



professional recognition that would accrue as one of the selected
piloting teachers. Such recognition it was hoped would result in

ownership of or commitment to the revision by the teachers.

'Dgingl_ii our way'. The revised curriculum as a document for
guiding teacheérs action was believed to represent a distinctly
different "our way" .of do&pg it. Ihis also implied that the
curriculum revision was in a ;ense a 'teacher proof' document, that
following the revision, the teacher would adopt a new way of teaching

\
& 7 much as she might choose to follow a new recipe or the route
directioné in a car rally, an unquestioning fbllowing toward a pre-
‘determined destination. If piloting were a test run, then the
teachers were testing the revised curriculum or "run®, To do ; test
run required teachers to do it "our way first®". .'Our way', nemoves
the teacher from the teaching and assumes that a way of acting is

embodied within the curriculum document. Could we enter a classroom

and after observation, declare that 'Yes, he or she is doing it our
g

H@Kf?

Within the expression of curriculum as 'our way' is also the/

-/
separation of the developer (us) from the piloting or other teachers

(them). Oungigpip. é? the curriculum resided with -the Curficulun
Coordinating Committee as developer. Such ownership separated the
teacher errosentativesA on the committee from the fellow teachera
th#y vere to represent and from their own selves as part' of the

'they"of the other teachers.

This split between the developer of the curriculum and the 'doer!

or teachers was described by one Alberta Eduéation_‘représentativéz



nCurriculum desigrners are architects, developing why's. Teachers are -

not concerned with why's; teachers work at the bottom line and gp

backwards. Teachers can follow". Beyond the split between the
. &

curriculum thinkers and doers, this statement points tb)the nature of

the input expected from the teachers during the piloting project.

'Using the Jinformation'. The expected imput into curriculum

development from the teachers was in the form of information. "We

must have a commitmedt to using the information learned in piloting
in the rinal document”. - Such a statement implies that teachers will

be expected to contribute to the development of the projeot through

r

enhancing or embellishing the beginning plan, Dot that the

contribution may be in questionning the major direction of the
revision, that is, the modular format; qot in questionning any of the
. assumptions or dirsctions of specific aspects of the*feviaion.

This jdea of the teachers' contribution by w£§. of enbeliishing
rather than altering the plan was also indicated through comment
during the discussion of whether teachura 'should be paid for
participating in piloting. It was_stated that 'Teachers involved ig
the pilot are one step ahead of the game when the cdurse comes intQ
qung" 3*”Such a statement suggests that ‘the teachers' role 1o
pilotingfwill not be in altering in any significant way the rev;gién,
but that' in fact the teachera.will be privilesed to lead in .the
adoption of the curriculum revision and that little change is
anticipated as a reault of the piloting phaae. Teachers' uillingness

to test the plan will ‘be rewarded in thair being ’one step ahead'

inplyin; ~that ‘revisiona will be minimal as a result of the - pilot

project.



3.2 CURRICULUM IN AN INSTRUMENTAL MODE
!

While curriculum piloting was not defiged by Alberta Education,
it was a phase of most curriculum revision projects. From the
discussions surrounding the planning of the curriculum pilot project,
two majér themes were evident. Piloting was a phase of development'
in which it was expected that teachers would contribute to directing
and gxpanding or 'testing'.the revision in pfactice, and at the same"
time piloting was a phase which would lead to diffusibn.or ownership
of the revised'plan. Such a dualfegpectation.ror piloting holds the
potential tor’ conflict of purpose s;éce ﬁhe scope of developmént
which teachers .nay desire can lead to‘prorﬁund questioning of the

' pevised plan, thus delaiing adoption 6r acceptance of the plan.

| TThe at?uctu?e and organization of the pilot project provides an
example of chaﬁge‘based on a research, developmentb ang diffusion
model (Havelock, 1971). The research, development and diffusion
model considers the proce#s of change from the point of view of“ the
originator of the innovation or idea. It begins with the formulation -
of a problea b;sed on presumed receiver need, 1in this case, teache;
need. The ,initiatiic in determining ﬁhia need is taken by the
developer, nOc' the receiver of the innovation. The phases of the

Jreacarch,~ dovelobnent' and diaae-£ﬁation -model  begin with/

identification of a problel,;'ﬂétivities:or findidg or produciné a
soluﬁion to the'proslel ind‘the final phase is that brléirruaion or
dissemination of the solution to the target group. The initiativ§ in

these aétivitiés is taken byhthe developers or.researchérs and 'the,,



‘receiver is considered essentially passive as the adopter. Within

this particular modellof curriculum change, the pilot project is

insertea between the development and dissemination pﬁases,-attempting
I .

to achieve dual purposes of dissemination and development.

[y

The research, development and dissemination model of curriculum

change is based on studies of planned social change and the ideas

'elaborated by Everett Rogers (1962) Rogers was concerned with how

new ideas and practices spread from their point of origin to gain
widespreed adoption. His concern in diffusion was with .the marketing
ot specific products or the diffusion of 1ideas In particular

agricultural  practices. In applying a similar process to a
curriculdm change projeet, the ourriculum is commodified as a product’
and the questiou becomes one of how to nsell®™ the product. The
research, development and diffusion model of change, borrowed from
industrial management, commodifies curriculum much as the latest

breakfast cereal or new car model. It represents a linear, logical

‘model of conceptualizing change and an instrumental mode of thought

and action.
Rogers and Shoemaker (1971) later noted the inappropriateness of '

the research, development anqidissenination model to educational -

-change and pointed out that one or' the distinctive aspects of

educational diffusion is that it occurs in bureaat;ic structures.

Such gstrecpures with their bureaucratically organized communication

chandel; ney act to impede communication (MacDonald & Walker,

1976) . o |
Buresucracy represents the institutio:xalization of inatrunental“

thinkins, science applied to the organization of individuals so that~

"



4 .
the purpose of the bureaucrécy will be carried out as precisely and

efficiently as possible (Kliebard, 1975).0 Cuériculum development as
an administrators' activit}' in the educational buréaucracy thus
assumes a AOminant interést in precision, efficiency, and 'getting
resu;ts'. Hummel (1977) points out that bureaucracy contains within '’
itﬁelf the ‘greét paradox of being established to serve the public

while actually sgbving to dehumanize the people it serves tgrough a

reductionary process. In order for bureaucracy to have results, to

work, it necessarily must reduce the humanity of those who expect to

be ‘served by it. If the bpreaucracy had to deal with the whole

person in all their complexities and needs, it could not function in

the erfiéient manner it value;. Thus, while serving one need, for

example, providing funds for the_necessities)of living, it diminishes

'tﬁe self-esteem of p?ople, creating'a reiationship.of dependency. Or

in the case of educq&;on, while meeting thecgeed for consultative

services for teachers, it can create a relation of dependency,

limiting creativity aqd 1ndivid?a1 initiative. Bureaucracy functions

because it 1limits its scope of operation-td one or a fewlrneeds of
people and foches on 'making the change'. A new curriculum document
15 the mode of action of thé bureaucratic functfonary. ',A.currieulum
.reviaion or change can not (may not) cope with a broader task -

queationing its own action or thought. A broadened acope opens a
unltiplicity of factors which jnterfere with getting results in the

. cadt. }

Bureaucratic .eulture is free of concerns with value;; Whether

- action is good oé bad from the viewpoint ofk_the ¢lient or

subordinate functionéiyA is not an issue. Standards_against' which



conduct is judged is not concerned with means but with ends. Thus
curriculum activities focus on elaborating concepts, generalizations,
objectives and activities. Getting results is reduced to the small
scope ‘of. materializing a new document, not perﬁitting a broader
questioning of results beyond the self-perceived function of the
bureaucracy. Results suéh as better proérams or better teaching is
beyond the scope of the bureaucratic functionaries' .responsibility.
In m{:urriculum process, the curriculum leaaérship ~of the
bdreaucr#tic functionary is lost beneath the main pressures of the
. bureaucracy to function and survive. Thus curriculum projects in the
bureaucratic set;ing are focused on selling_ideas, getting results,
meeting - timelines.

Stimulds-response, input-output, produqer-coﬁsumer are.all

the same concepts, only expressed  in different

terms...people are manipulated as they deserve, that is, as

overgrown Skinner rats.

(Ludwig von Bertalanffy 'in Kliebard, 1975, p. 67)
The rése#rch, Qevelopment and dissemination model of curriculﬁm
change 1mpiies certain assumptions. It assumes that teaqhebs are
technicians, another level in a‘b@reaucracy where knowledge can be
dispensed ljke the latest bureaucratic edict, without regard for the
Pt

persoﬁiié interaction between teachers and students. nor the
contiggénciea of divefse educational settings and interests.
Secondly it assumes by its bufeauqratic directive, some centralized
expertise not available to the averagé‘teacher (Becher & iﬁcClure,
1978) Finally, it assuhes valué*consensus about education and the
nature of a particular sub ject matter on.a level that does not xiat.ﬁ

‘Within the instrumental orientation to curriculum, the major f

questions ar& axpressed in terms of creating cbange in’ others.

G fgp 9
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development of the object (curriculum}, implementation, in-service,
piloting. Uiihin‘. this orientation is implied a particular
perspective. on . curriculum. Curriculum as 1idea 1s reduced,
objectified, commodified, 'thing'-ified. Curriculum becomes a means

of domination, of directing other's thought and action.
3.3 SUMMARY

" While piloting was not defined by Alberta Education, there was
seemingly an opportunity to design a program which could be dynamic
and different, re-shaping curriculum development of wh;ch it was a

part. However, there was little encouragement for risk taking in the

bureaucratic structure concerned with getting results such as having'

proposals and results of projects before various other committees at

certain times for approval. While piloting was not defined, it was

r
not necessary for it was determined By its embeddedness in the ~
administrative\ research, development and dissemination model of

curriculum revision which was already underway and was a model

beyond question in the adunistrativ; view. | At the first meeting it
seened that - innovtt;%n would be possible. Timelines §ere not
eyphaaized, piloting cbuld take a year or more,\igood curriculum of
’laating value was important. Thefe was concern with the information

and contributidn teachers could‘make during the piloting’stage. The

anphaais was on developnent rather than dissemination.

[y
o

The second meeting of the Curriculum Coordinating Comnittee was

in Hay, 1981. By this time the pressures of time were .evident.

Piloting would occur in the first senester or the 1981-82 school year

)



i

so that the results could be presented to the Prdgram Approval

Committee .the following sbring and implementation could occur in

September, 1982, Piloting was being defined by the bureaucratic
. O .

N

préssures of time lines and financial support for the project. -
‘ }

Secondly, the need for the functionaries within the bureaucraey to
ach;;ve 'results',\to make things work and 'on time' ‘was more
urgently felt. The revised curriculum, a new document, existed and
therefore the questions shifted to how to have it accepted, used, how
to sell it to the teachers. The interest in the contribution which
piloting teachers could make to the{developﬁeht became limited to

\ J
expanding or enhancing the plan as outlined thus far. Teachers could

¢
contribute’ by adding ,suggesteq learning acti;ities, " resource,
materials, or alter objecﬁives or'conceptss Development was clearly
1nterpretéd‘ line;rly, what can be contributed to enhance or expand
the existing plan, not deve;opﬁent b§ ;ay of profound, questioniné ’
which may revert conﬁiderations sack to earlier phases of the
'research, developﬁent‘and dissemination sequence. Piloting was seen
primarily as a test of teachers rather than a test of plan. fCan
teachers work with this?' was the question and the solution was
partially seen in fbe need to 're-educgtegéggphéés' to' mgﬁe them
accgpting of and open to change. ‘ E

N

'The obaervations.rr the Curriculum Coordinating Committee were
undertaken to gain an understanding of the view of ourriculum..

. apparent invtheir'deliuprations. _ The observations were entered into

in an attitude of doubt, that is, a certain naive quéstioning of

whether a technical-bureaUcfatic vieu.of'curriculum‘wodld.be evident.

,j:j



Because of the bureaucratic structure within which curriculum is
directed in such a project, and the technical wmode of thinking
embodied 1in a bureaucracy, curriculum is thereby liﬁited to a non-
reflective, technical, instrumental mode. Teachers and curriculum
workersy within this structure become co-opted into the positions of
buﬁseucratic functionaries.

Curriqulum and curriculum questions asked within this mode are
necessarily reductive and ameliorative and represene a range of
questions which dominate curriculum literature: How to design,
implement and in-seyvice curriculum. To structure and pursue
queStio&s wiphin this single orientation (paradigm) is to leave
unquestioned the assumptions on qhich'it is based and to perbetuate
the instrumental mode of curriculum, a mode which advances elements
of QOmination and dehumanization.

Tﬁe structure and deliberations of the Home‘Economics Curriculum
Coordinating, Committee provideerthe.context inrehich the piloting

project was formed and conducted and thus the context for the

focusing question of this study on the teachers' perspective of

curriculum in home economics.  While we recognize an alternate

teachers' perepective on curriculun, what do we really know about the

dimensions and dynanics of this perspective? ‘This study turns to

(]

this queStion, in a search for understanding of the lived, -

experiential perspective on\curriculﬁm. v ,
It 1is not the main purpose of this study to elaborate on the

inatrﬁnental mode of curriculum in its full nature  or

‘constitutionality, but rather to inquire‘intohﬁhis mode only as an

infroduction.' It 1is within the instrumentai‘mode of rﬁhought. that

11



‘curriculum’ qés named and it is through this mode of thought that we

N
can enter and question the idea of_curriculum in the teachers'

perspective. The extent to which.dimensions of the instrumental

orientation may be left unexplored or overlooked is a limitat;on' of

£
~

“this study.



s

CHAPTER 4

THE TEACHERS' PERSPECTIVE OF CURRICULUM

. -

Culture, social structure, language and personality may
constitute the form of education, but its essence is found
in the single life, in a single human being speaking about
himself or herself, about history, circumstances, knowledge
and a sense of possibility.
(Cottle, 1973, p. 5)

In his (sic) language, in his moral values and - juridical
forms, the 1individual - the isolated being - is even then
and always beyond his particularity.

< (Gadamer, 1979, p. 122)
This chapter turns to the central focus of this study, the
teachers' perspective of curriculum in home etonomics. This

teachers' perspective is exp}ored on two dimensions: 4in terms .of the
teach;rs' intents and action, and in relation to the concreth
situatian, the bureaucbatic context which. defines and ‘acts &on
curéiéuium in an alternate interest. The dialogue with the teachers
whiehuia the substance of this chapter is centered on exploring these
two dimensions of curriculum, 1in relationship to the teéchers'
experience in the curriculum pilot project and in rel&lion to the
tegché}s' autiobiography and asiirations, both personal and
pr&fessional. :

Curriculunm in this chapter turns to the personal,  lived

perspective. It is what Madeleine Grumet describes as the "situation

we must claim to make our own before we can act to realize its

f

latent possibilities™ (1978, p. 306). It is the idea of currere, not

object but prodess,, and expression of one's self, entailing both

4 ‘ \ , . :
‘thought and ‘action. - James Macdonald -(1982) describes this lived

a
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perspective as poetic, involving insights and images, a reflection
upon self in a personalized and biographical manner.
X !

This chapter attempts to capture the téachers' perspective of
curriculum and portray it in a hermenéutic form. The dialogue with
the teachers is the occasion to recall the experiences, emotions and
ideas of my own teaching, to bring together my experience with that

of the teachers, in a sense of re-living. This dialogue and re-

1iving is the ground in which I question and attempt to make sense of
¢

the theoretical, the ideas within purriculum theory, psychology,

sociology and philosophy, in order to reach for an enriched
understanding ef both the living of and reflecting on curriculum.
Curriculum ,théory as a search for understanding, a
meditative thinking, 4is an attempt to deal with unity
rather than bits and parts additively. It is a thegry
experienced as a participatory phenomenon, where the person
engages in dialogue with the theory, bringing each person's
biography and value to the interpretation. The intention
is not to explain (flatten out) for control purposes, /but
to re-interpret in order to provide greater grounding for
understanding. { -
(Macdonald, 1982, p. 56)
In the interpretative or sense-making activity of this chapter,
\
the 1idea of a dialectic 1s an appropriate concept at various levels.
Our thought processes are dialectic as we inquige and strive to know.
Karel Kosik (1976) describes a dialectic as the process of getting at
"things themselves" while Damir Mirkovic (1980)'de§cribes dialectical
- thought as an "heuristic device to aid man (sic) in his effort to
penetrate below the surface of semblance" (1980, p. 58). Dialectical

thought for both Koéik and Mirkovic is a process of going beyond the

pseudo-concreteness or forms of surface re&ﬂity. Such forms of-

pseudo-concreteness or pseudo-reality relate to the immediate

T4



utilitarian interests of daily action and shape the categories | of
commbn sensgi Beyond the pseudo-concreteness 1is the essenge or
concreteness of re?lity which is gotten at through the dialectical
process which destroys the fetishized creations or ideal or reified
world. Heilbroner states, "dialectics is at the bottom an effort to
systematize or to . translate into the realm of manageable
communicative thought, certaih unconsciqQus or preconscious modes of
afprehending reality, especially social reality" (1980, p. 56).

The process is dialectic within the larger hermeneutic in which
understanding is pursued through dialogue with the two teachers,
interrogation of theory, questioning of ones seif, and ‘in each
occasionlor asking why, or saying possibly thiaﬁpr‘that, or no. The
process is an interactive inquiry in which - "theory and bractice
mutually modify each other, intertwine and prodiuce a new emergent"
(Mirkovic, 1980, ﬁ. xii).

The writing ‘of this chapter strives to portray a hermeneutic
process. When possiblé it cabtures the developing flow, originating
with the teachers' talk, moving to ;} personal recollections, and
interrogating thé psychological, sociological and philosophical in a
‘sénse-making process. Ig is then drawn back to the central questién
- of the teachers' perspective of curriculum and the influences on this

[

perspective.

The dialogue with two teachers of home economics forms the Dbasis

of this chapter. The two teachers were interviewed each on five

occasions at approximately one month intervals from,dctober, 1981 to .

February, 1982.‘ The conversgtions related to two aspects: the
teachers!': expépienee in the curriculum piiot project and their own

N
AN
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meanings of curriculum. While each conversation evolved 1in a

cumulative fashion from the preceding ones, a general sequence was

followed. The first interview focused centrally on each teacher's

past teaching experience and autiobiography, the second interview on
reactions to experieyce thus far in the pilot project, discussion of
my proposal for this study and ideals and beiiefs in teaching. The
third interview again-focuged on reactions to theﬁpilot project and a
di;cussion of how one uses a curriculum docﬁmége. ‘.The final two
interviews focused on further reaction to the heétings with the pilot
project teachers and discussion on the relationship between personal
life,‘career and curriculum and the impact of the curriculum revision
on teaching ideals. A detailed summary of the discﬁssion topics 1is

€
provided in Appendix A. "

<

4.1 BIOGRAPHY AND ASPIRATIONS

This section begins by relating sectionsvof my conver;ationa with
bﬁth teachers, Marilyn‘ and' Donna. Segments ~of_ the actual
conversations are included in order to portray as truly as- possible
tbevtééehers; perspective through thgir own dialogue;  The segments
of »tbe coﬁversations'included are those seleéted for the recurring
themes; which they substantiate and the essentialness tﬁéy'impiy_ for

understanding the individual teacher.  Through our cohveraation, the

themes which underlie and give form to curriculum show,_ﬁhrough:

autiobiography, -the ideals we hold for ourselves qnd‘ our -

prelationships with others and our situation, both institutional and -

sociétal.' These themes we grasp and are graspedfby our pSycthogiéal
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and sociological theories and pefsonal-pdliticalvwinsights. In a
‘ o
further section of this chapter, the conversation segments are

subjected to sense-making or 1nterpretétion‘iq‘pubsuing the question

of curriculum perspective.

4.1.1 Marilyn.

Marilyn is a teacher in an urban public high school. She began
teaching ten years ago and has spent her total teaching career
within the same high school, 1ntérrupt1ng it twice when children were

added to her family and to return for one year of graduate study at

the university. I first met Marilyn at the beginning of her career

and we met on various occasions over the years at professional events
and when she acted as a cooperatidg teacher.

Marilyn worked in a high school which had been planned and

,developed as a community school. She had done considerable

curriculum development work in the high school modern living program
and had gained public recognition for her work.. She was one of the
teachers asked to pilot the modern living 20 (personal living skills)

revised curriculum during the autumn of 1981. Our.conversations were

limited primarily to a focus on modern living curriculum. Marilyn

<

unhesitatingly agreed to participate in this study, stating tpat she

was interested and as well, her sqhobl looked favourably upon

> .
+

involvement such as this. : v

We began our conversations one month after school began in “the

autumn of 1981 and met five times during the following‘(iVe months.

Certain themes re-emerged dubing our conversations.: The themes ‘are

» ’

not discrete and isolated but overgab, intertwineiand'cumﬁlapp. They

“
¢
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" are at times explicit, at other times embedded beneath our talk about

curriculum.

Love and efficliency.

Marilyn had studied home economics with a clothing andiftextiles
4
major at university. Towards the end of her undergraduate°years she

4
felt herself more attracted to psychology and sociology ( and

considered continuing graduate studies in social-wérk at a univepsity
‘in another city. How did she come to be a teacher?
Oh, quite fluky. It wasn't my field at all.

I married and at the time my husband was going into
dentistry. and I thought, ‘'oh, yuk', I'm going to follow
this man around the country trying to get.clothing jobs. I
mean, there were a dozen clothing jobs around the_ country,
so I thought, well, 1I'll become a teacher. And yet I

. really think it's my fieldi I'm not an unsatisfied teacher
and it's the right Job for me.  It's quite a,perfect fit as .
far as meeting my needs in many things and also .I can
achieve . more in this field than I could have in any“ thing -
to do with home econo:ics, clothing '

I have a very large, an enormous need to be loved and in my
initial years as a teacher, I think that was first -and
foremost in everything I did .

I ‘needed to be the very best teacher they had ever had in
their life. I needed that kind of fdedback for those first
Live years actually. You know, unbil’ ‘in my own mind I
proved that I could do that and that w ig st motivating
force, I think for the whole first five yg;fzo

Over the ten years of teaching, Marilynﬂs needs as a - teacher

14

changed. She describes her first year of teaching. : ,

My older sister is a home economics teacher and started
before me and I remember my first year as a teacher. Kathy
told me what to do and I did it. You know, it was the best ’
start I could ever have ‘had because I needed to know what'
‘to say on day one and day two and day three. Then with- a.
Alittle growth, I eould throu it all out the window.

In my year four, I_ wa:'bored because.rI am the
that...I have to do it all., By that point I had gotta

Y
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my courses together, and even revisions throughout the
years were easy for me to attack. I was tired of it all
and I thought I needed something new. I wanted to do
something more dramatic than what I had done.

The scnool in which Marilyn worked "supported the ideas of
community edncation and an eXﬁeriential approach to learning. From
the support and encouragemeng of colleagues and administration within
the school, Marilyn developed a modern living 20 program containing
experiential and community education elements. Marilyn received a
teaching award- and broad public recognition for her curriculum
initiative. She received,little support and encouragement - however

from other home economics educators.

‘My entire source of“suppont and strength came from the
administration of this school who believed very much in
community education and experiential education.

From this experience, Marilyn concluded that she was "just

different than a lot".

c,,d
)v

I find that orten our field has been very narrow as to what.
I consider sound curriculum or even addressing sound
curriculum. Like they get themselves into what I consider
a very narrow vision and they think that this is the way a
curriculum should go without allowing some perhaps very
neat things to happen. -And I think they also get very
discouraged..i.. They expect ‘things to move along in a
certain way and then they don't appreciate teachers who
don't go in that certain way. , ‘

I see myself as being quite apart from what I consider the
typical home economics teacher. I .think most home
economics teachers are not creative...I think they want to
be handed clean packages. I think we are.a clean, clean
profession. We are not spinny, we're just’ straight. We

_are just straight. And I have some of that in me too, god,
I am not' knocking it. .

Marilyn's personal needs and private life have altered during her
teaching career, influencing her adtions as a teacher.

My career is very different in two stages' pre-children
. and ‘post-children. And so. now, L am no longer motivated by

I



hat (need to be loved). That is no longer my driving
force. Now my driving force is efficiency. I can't think
of anything else.

I don't do anything outside of school time. When I am at
‘school, it is school work and I do my school thing and when
I leave this school, I don't want another thing to do with

it. I don't want to come to meetings. I don't want to
take work home. Like, they are very separate in my life
now. And I don't want to be off on a weekend jaunt to do

with one of my courses.

I don't want to spend weekends away, I don't want to spend
evenings doing things. Whereas before, I did a lot of that
and really, really enjoyed it. Like that was you, that
wasn't a hardship or a working overtime. That was part of
what was going on. Now I don't want that because I have
. other people 1in my 1ife that I find more important than
this school or this curriculum and everything. Whereas
there was a period in my life where this place was number

one. ’ ‘ -

I don't think that means that I am a lesser teacher. I
have just resigned myself to the fact that for some period
of my life now this place 1s not going to get the best part
of me. Whereas for those first five years, they did get
the best out of me. And they will again maybe in 3some
other portion of my life.

Marilyn's 1life in the post-children stage contained - other
personal-career eon’?icta; Her husband was also a teacher but as she

. states:‘

4 1
' I think you can only take on one task in your life and do a
good job of it in an overall sense. And I think if you are
really excellent and into your career, you can not be very
excellent and into your home.

I am the ambitious teacher but I'm also the main giver 1in
.the family as  far. as we keep equal hours'and he 1is as
liberated as they come.... When I came back to teach, I
believed that there would be an equal - splitting. Well,
that doesan't happen and it doesn't happen in hardly any -
marriage 1l see. I feel terribly typical in the whole
career scene. Like we still look after the whole show at
home and we can take on the career on the side..

We're really a socialized animal. We almost seem totally
+ incapable of breaking it and even when I know something 1is
happening, I can't.. Somebody can come over to my house and
if my house is a mess, I feel responsible. . Why should I.

7
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feel responsible? But, I do. And we do this all to
ourselves. It seems to me that if there is anything that I
can't escape it's that whole role thing and even when I
have it thought out in my head, it doesn't matter what
rationally counts, it's how we end up working it day to
day.

The emotional part overrides everything for me. I deal
with-the world emotionally. A lot of males don't deal with
the world emotionally. Like if I choose to stay at a
meeting after school, it means that my kids don't see me.

- But if Ken chooses to stay at a meeting after school, it's
no problem, because I'm going to be there anyway. It's
sort of a different sense of freedom and the freedom 1is
from the head. :

The commitment and time conflfcts which Marilyn experiedced
between her career and family have. altered her actions- and

relationship with students and her personal career ambitions.
. : Fe .
I've ceased applying for central office positions because I
cannot do them right now. I feel perfectly capable of
doing them but given my other life, I don't.

Isn't love and efficiency almost two extremes?
¥ think so but maybe nof.

I'm very efficient and I was efficient in those years too
but...I was Just as efficient in those years$ but I also had
time for a great deal of other things whereas now .  these
other things.... You know, if a student wanted to come in
. and talk to me for an hour, I delayed whatever. But I
don't have that in meqenymore, "I don't want them to talk to
me for an hour, which makes me lesser of a teacher because . .
ultimately I think what we give as people is what counts.
So they know how to put in a zipper: if they don't already;
but if you have given them something, to me that's where’
you make your mark as a teacher. I have always believed
_ "that and I will still always believe it. But at this point
I know I'm not. doing that. o '

Y

Hnmamialmimhanm
) Marilyn spoke of the ideals or visions she has of what learning

i

and the good teacher-student relationship are, She brings to her

@eaching awareness ‘of her own need fbr love and recognizes this as a
. ke - | _ AR ‘ ‘Ni | S



universal need whiéh underlies our educational actions.

[}

for love influenced particularly the approach she took-in the

To be a really good teacher, to be a top notch teacher, 1is
to be aple to take love from those kids and I mean love,
not just 'she's kind of a neat teacher', and to be able to
give it back and say 'I think you're a really, really,
really special human being and even though you are doing
this and this wrong in a school sense, you are still a
special being.' .

That's why parents are the most effective teachers.
Because hopefully I will have that kind of influence on my
children that I can give them a stroke and they will think
that's neater than anything else and I can also dump shit

on them and they will take it harder and yet at’ the same -

time knowing the whole while that we're still loving them.
And that happens to some teachers some of the time. And I
think that's when the special things happen. i

Her understanding of what it is to be human and of the human need

-
living program she developed,

%

I wanted to really touch some kids. Like we all teach them

how to sew, how to cook, but I wanted to touch them as
human beings and at that time there was also a lot of other
courses in the school that were also striving to touch that

person and I was very much into that. I wanted a course

where they had to suffer a little as people, not as being
frustrated because they didn't get that seam straight but
where they would have to really question some thinga, about
themselves. o

A £

It was based very strongly on a belief thi% I have of what

education 1is’ - that we can learn most by experiencing

things.

While hbldins_to her ideals, Marilyn expressed the jcoﬁpromises"

she believed she had to and waslmaking.

here, to bé;
something elde 1n’my311re with that. - But to be a. really
good teacheﬁ that has to be an integral part pf what it's

Call about. * <

. fgf '
I don't . hav§ tl;é érgy 8 'love the whole thing around

of things. I hoped everyone.in this School had somecne
.that they ‘can interact with on thatkind of deep 1level

because I thought that was one oq the very vital things -

ved,‘o to - give 1love, because I'm doing . .

I remember in the old-d%ys when I did a lot of those\sorts.

¥

modern
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that happen in a school. Unfortunately, right now I am one
of those teachers who doesnh't really carry their 1load as
far as interacting at a very, very deep sense with some
students and I can't do anything about that at the
moment...but I think that's what teaching is all about,

I firmly believe a -teacher is a teacher, you don't change
from out there to in here. And so you are but yourself and
if that self is adequate or whatever, it's with its
deficiencies and its positives, that is what you are in
front of that classroon.

- Marilyn's approach ‘to conceptualizing her programs always
returned to her prime value on experiential learniﬁg.
Content, what is content?

Let's first get to be good with each other as people and then
we will talk about whatever.

“ The\main thingﬁpehind it 13 always experiential things.
I decide on a general concept or topic.
Tﬁe generalﬂconeept or topic fér Marilyn_represehteg a vehicle, a

focus sueh as child care or families through which to arrange

1

experient;al situations.

I find it really difficult to label some of these things
and do a unit on it when it happens anyway.

" It just scares me to pieces. The same thing with these
personal living skills. I can do the transactional N
analysis and- it will work, labelling it hat, but by
talking about a lot of things we do from day to day _in that
little course, we do an awful lot of dealing with 'how are
you dealing with this little person?' and ‘how are jyou
dealing with so and so' and on and on. -Like to me, you
don't always have to piece meal it. o

: I have them doing lots of theory and. lots or reading and
. lots of listening but the crux of it is them working with
" some little kids and them seeing things and them pulling it
all back together.

-~

I think the -slant I started off using in those courses was'
a critical questioning of the world. and no matter what you
use, ask your students to critically analyze. :

I think critically questioning the world is really what we

.

-
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are all about. We can't do that all the time in everything
or maybe we can't all do that anyway, I don't know...to a
certain level I think we all can...different levels for
different people maybe. '

Being responsible for one's actions and knowing how to
analyze one's actiong and to...like I lay alot onto them to
do and I never check it out. I mean, I check up on it but
I don't hound them. I don’t. ..1like my behaviour toward
themalters very little depending on what they do. And yet
the final mark is very dependent upon just exactly what
they did throughout the year and those who are responsible
and have learned that' that's what it's all about, do quite
well and those who  are not capable of that kind of
-independent responsibility do very poorly. The same thing
with any assignments that I give. I really don't mark them .
‘a” lot on content. I mark them a lot on effort and what
they seem to have gained ‘almost personally from it as
’ opposed to...I don't need them to know all the daycare laws
in the province'but if ‘they have gone out and visited three
to ‘four day cares and kind of come back and...sometimes
they have come back and they don't write it out but I hear
because they are all excited about something or other - to
me that is a really 1mportant kind of thing about what
happens. -

Marilyn's =oelief‘ in experiential education conflicted in her

broader considerations of hoy we organize our educational system.'

what on earth are we teaching all these subjects for to all
‘these people? When you really look at education, the whole |
- thing 1is silly. The whole thing doesn't work. I mean we
. don't. ‘all need to know the same tidbits of information at |
. the same stages of our life and some of us need never know -
some of these tidbits of information and so if you dealt 7
with it as here is this one human being, what do they need
to know, of course you are going to get far more sound
education than if 'these are the options you are going to
take'.

Marilyn‘s ideals are repeatedly revealed as the core and essence ‘

»
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of her heing as a. teacher. They are her guiding light her |

' inspiration, her vision. They are also her source of identity and

’

source of frustration as she seeks to realize and pursue her vision

in a limited and limiting situation.
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A climate no longer the same. \

Marilyn spoke of the influences which shaped her teaching a
earlier stages of her career and the influences which were
impacting on her actions.

From the onset-I decided that I wasn't going to worry about
trying to figure out what they learned because sometimes I
think that we are totally futile in doing that anyway and I
didn't have some magic content that I was keen that they
showed me that they had mastered. Because I wasn't sure
what there was that I thought specifically they should

85
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now

master in that sense but I yas very keen on the fact thaf

‘they should question a lot of things...

Marilyn ‘was reshaping the modern living 20 program this‘

responding to changes from several segments.

L]

Its really been changed because of this cyrriculum. But it
was due for a change anyway. I think it had outgrowa: . .the
climate H©f the school is no longer the same. The kinds of
commitments I want to make to education are no longer the
same, , : ¥ i

I was part of...there was five or sjx courses like that,
that were all very much striving for the samé kinds of
th ngs and we had an administratien that was just really,
really keen and the whole community school concept really
pdaked in my fourth, fifth and sixth year of teaching.

Plus I was without children 30 I committed a great deal of —
® .

my time and energies to teaching

H got into experiential education and community education
because it happened to be that I was involved in that kind
£ a group and I really liked what was being said.

i
Marilyn described the cdanges in the school climate she
experiencing. ' , : K
Much, much more ' traditional - having very structured

expectations in the sense of attendance being crucial,
evaluation being very objective as opposed to subjective,

year,

<

T

Y

Was i

It's just not verygﬁmch stressing the person as a whole

anymore. Very much fragmented into teaching subject areas
and teaching specific things in subject areas, . being able
to grade those very accurately and specifically. -

: _ \ L.
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Some of that is positive and some is negative to my way of
thinking.

I have changed some things. I am taking attendance and I
have never taken attendance before. I am giving grades
throughout the year which I have never done before.

I think I am making it a lot more traditional and a lot
easier. Straight stuff is easy stuff. .

I think for me to say 'do this report, give me these
headings and have it ié\then'-ig easy stuff. When I say to

them 'you phone such and such a person and sge if you can

have a visit with them and them'in a few months I expect

you to develdop a relationship', I think that's ®hard.

That's really hard and that's.the difference in what's

really happéning, in my course and generally in the school,

too. .

-

I think 4it's the difference in what we think our ~kids
should do. It's the whole school kind of thing,
educational kind of thing. We;stand up in front of them
and talk at them and they write. That 1is a piece-of cake
for them. Whereas, if we don't say much and don't do mugh
and they have to do 1it, that is not easy

what's easiest for you as a teacher? ‘ fﬁ o
| \ | o & \

Straight structured teaching. It's the easiest for sure.

Same reason, I don't have to give of me. I just sort of

line them up and tell them they have to give this. report
and I dop't . have to suffer. I';Fn't have to ‘question
myself. I don't have to cry a little or Jaugh a little.
It's 1like. I don't have to give of my own “emotional self
hardly at all. Whereas the other day, because I demanded
that of them in their course, it was demanded of me : too.
But on the other hand, it takes nore out of you but it
‘gives you .more back too. I still have kids who; I will
"probably be involved with for a lifetime from those .years, .
'whereas I don't think ‘I necessarily will from thege years.

u 1.2 . Dgnna

Donna is a teacher in a large composi

g - i

students :from a number of small towns i‘; .ru:al 'county"

- L

division. .This was the third school in which she had taught during.‘

Jher ten year teaching career and she had been ié.this school since it
/

v

had opened. I had first met Donna at prdfessional activi ies a
: . . ‘ — : ‘ o ‘

|

1

b sdhool which Zervéé;
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< . ‘ -
- in Donna's own words.

~

couple of years earlier and had ouually conversed st 1eng”'1 withD her

during the rirst teachers' meeting or the currioulun pnaf' pmJQQt

Follovins that" meeting, Donna agreed to partio:lp.ﬂ in oMy, sf"ldy,‘

statins she was .very keen and 1ntereated in curriculul.

We begin our converaations in September, 1981 884 me? ’1v. tim,,

l/

during the f'ollovdng tive nontha. During the aghool 9‘%=tet‘ in

which we conduoted our convorutions, Donna was. teaohing Ngh& 905001

our convarutiona were limited priwily to @ foov® o “OOd

) soience (food studies) ourridﬁlgn. Again, certain themes Te-ep®rged

during our conversations and I begin vwith a portraysl of thtge tHenes
| ! .

i
Imnm nm o be the m.ln.u. .
Donna bcsln tuoh:lng ton yura ugo. As she explains:
when I graduated rron high shool, I was unjformly R ip

becaus¢ I was good in math. Pnat was an option, . ‘Other
peoplel said I would be good in law and that ‘I should think

. gbout family law. Things t.hat were ru;tod t/’ bov _
'.oonouca were ay “hobby.

‘ . all Bu;,ioota. . uy ‘dad wantOd me.to go into cospPuter “Rgth,

There was 1ntm.t and it ‘seemed. aort ot n.cum, uv.p
that ‘I wan' un:lrorlli good in all of’ \tho sup jeots 0 take
the one that T had the most fun at and go and. study ﬂ"be T
that area. In fact, -the years in university I Mally
enjoyed taking most of t.ho utorial und I rwnd it ’\cll!
interesting. .- I

aowovo‘t tho ond of a dqlroo x cconouct. Don‘” fmﬂ“ hqr

had tlke“n s ;‘ncf‘l p

AN

opuons ror- a ou«r woro linit.ed

food uienoe and was p:lloting the curriculun révisgion in f°°d acﬂ‘liea |
z
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When I thought about it, my mum was a teacher and of course
the family had been teachers from away back and I thought,
you know, that probably was in the back of my mind from the
start. Teaching seemed to be the logical...if you knock
out - any Oof the other interesting things that were
possibilities, teaching was sort of the solid core that you

could fall back on and in- fact I really enjoyed it.

In Donna's first yeaF or teaching, in the early 1970's, the

revised curriculum was 1ns§ﬁguced Donna explains her relation to

this curriculum in the first years of her teaching:

I started with a teacher who had lesson plans set up and
course outlines set up and we didn't worry about concepts
or generalizdtions or objectives. We just taught the
course material in the order that she had alyays taught it.
I continued to do that for two years. Th8 second year
changing a bit,with the eurriculum and the third year 1
went almost exclusively with ‘the new curriculum because in
that time I was feeling sure enough of myself to teach the
courses the way I wanted to teach them rather than as it
had always been taught in that school.

Donna stated that when she began teaching, she saw .skills as

" being very important in teaching students. The new curriculum or the
h

| early 1970's had helped her throdgh focusing on tpe signifieance of

foods and clothing, to see some new ways of algfring'ﬁer' teaching

actions. §

" I was also more ready to try things arter several years of
teaching. . ‘ .
"I developed myself and that's why. When I grew up it was

very standard meals always. We had a large family and we
| always helped prepare standard meals, preservation and so
A on. When I was Iiving on my own, I didn't always do the
. things I always had done previously. TYou change your own
| cooking style and you are interested in the things yourself
' \ "and of course that changes it in the classroom as well, If
| you don't keep. including new things, you bore youraelr to
| death. e
¢, ],
Qonna enjoyed teaching senior high school classes because as she

-

Put 1‘

\. . . .
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There the ballgame 1s wide open. ..I don't’ know 1r that's

how the curriculum puts it but it's classes ‘interests . and

my interests and how are we going to approach thia and .yau

can change it every year ahd I have.

Donna had, however, by nowh ten years later, begun to think about

\

teaching half time.- (

I find that if. you are going to do a-good job of teaching
you end up spending your whole life at it. I don't have
the time for orafts now that...I think marriage took a
large bundle of time too. When I was single, I could still
handle teaching and do a lot ‘of outside things. Now that I
find I am married and toaching, I don't have time for a lot

of outside things that are enrichment things for me an¥ - I -

~don't get the kind of enrichment from teaching that I did
at the beginning. I don't. rind that I'm learning new
things aa’I«uaod to. .

Teaching is goins tc be less ‘and less an important thing in

my life. ~

Donna was narriad but. did noi _have children. Are

eaponsibilitiea ahared in her narriage?

N

™~

We aplit things pretty equally though ac the moment Jerny

has bought his own business so he spends alot more time at
that. So if there's someons around the home that puts up
the storm windows or washes the outside windows or reptirs
things, it's wme. I do the gardening and the lawn and
the...I can expect hn;p but it's not fair at the moment

because he's 30 busy. And neither of us cleans the house.

I gave up. I just ocan't do it in the houra I have
.available. And given that I work long houfs...and Jerry
“works long hours, the time we have together in the evening
is valusble and 1 don't want to spend 1t“houao-oloanin¢ and

30 'we have a housekeeper come in and I'm glad that I ‘have

that outlet. I also find that I don't want to be doing -

homework in ‘the evenings simply bootuao tho tine is more
valuable apont with Jerry. T . :

W€

lll the thincs ‘that I really used to onJoy and thc ‘things

that I -enjoyed doing so much that I became a’ toucher ‘to
teach those things, I'm no longer able to do.’ ‘And T must

. o

™~

In a way Ehat'a pare'or tho holo teacher burnout proochl

. f\\inx\;hat teaohing ‘thea has taken some of the onJoy-ent out~5
of ¢t v , Lo , L

It you have : spend your life drumaing things that .,._g”
automatic to' youinto the heads of kids: that don'tV

particultrly want to Iearn the-, thcn 1t beoonca a bit noroa - ?V.r L
RS , ’7F;,f3.

- ~ C 5 A l
- B .
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of a chore. I Hould !PPPOOIate now the tipo to spand on ny S
own 1ntereats. o . v L

\i”‘ - Dofha describod other ractora which. have Ph‘P°d her ’t‘t° of f
teaéher burn-out., AR | o

The sohool is a reai adninxstration probleu too. - The - i
diaoipline hassles and: probless are much more evident. The :
™ lack of respect for authority....: The ‘gontinual. hassle. .

V,uith auperviaion ‘and 1oek1ng for drugs ‘and the paper work. -«
_that crosses your desk. - The chegking on attendance and the

' phoning of. every parent when the. atudent is awly. Thore s_

o hours of it, literally nours a woak. s v R I

RN ~And thcn the nnrking..-every year it'a noro booause i'n: e
= . teaching larger and larger classes. ’And looking after ' a’. .
.- lab. and setting up- and ordering grogeries and ohansibg\; )
' recipes -over. It's really a.full- life and it's not .
- concentrated on tbc ‘more enjoyablo parts of it. T
-~ .\\

5  ﬂ;'>‘ nonna waa also tryinc co deoide whother to have ohildron..-\sﬁ§°'
fclt her huaband'a e.ranr waa not yot at the point whore she. could

nnko that ohoioo.‘” " R - L
1 I really anJoy watohin& a youns ohild devclop and it'
-ff;'alu‘ya one of those. things . that's: alvaya been 1n bhe baok
of my. -194 frop the time I was very Iittle. I alvays
__thcuxht I waa ¢aing to srow up to be a uothor nninly, v
ST e v.';‘:"'» ' SRR oo ST
N , ,1t the. paln,tino,. I uould liko to retain so-e qontnoe with
.+ g lot  more adults than just neighdbours and to, do - that, -
J-.‘gjgivon ly bgokground in. tcaohinn...it'a either going to be
"It - in the teaching profession, ., it’s a whole’ qircle of frienda
- that ds totally different from the ‘ones that you and & your .
S ,;*;ihnah;nﬂ share, . It's more stimulating in some - aapoota,‘
: fVﬁ;ﬁ‘:f'fbiclnlo thnir czp!otacionu ‘of you are - ‘totally -different
PR g‘fro. th. qxpoot.tiona that your oollon frionda havq or you.;v’

Sbi wll llao ogn.1¢orin‘ Pﬁaaibly Ptturning to univo 1ty. ffi'ff:57 e

¥

I wouldn't -tudy nny furthor in oducation holn ooononios R A
fj-*,but T wouldn't mind studying, see if'I like family law. for ..,
C o7 example . and agaip that vould piok up on aoun or thc hnno S

' *4.¢cononioa bnckground. St

R T e S LT LN g LT o
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i idula whicb she hold tor her atudenta.;v. aor own. poroom 1m~nxn¢ 3 -

atylo 1nf1uonood the atylc of iurning sho uv u Wrmt for hon

atudontl. L

.vg';'I’u alwlya boon noro or a pp‘ct:loal lund or porson t&ln ay
o thqorouoal kind® of .person and -the Faculty - of Mucatiou
"© . 'just drove me to distraotion with all t.hoir lonl.! thm‘i“
RS TENEURE R and novo\r sot.un. nny pnotioal.... e SRRTN N U

L Kicfo xot . lor. of onJoyunt out o‘f pnouoal labs. . rh-y
R buioally ~snter with.the :I.du t.hnt thoy are gom to ; 'hln
E '»puouotl labs ovorydly. PR AR ; S o

o Most at.udmt.a carry & ooro or courses whioh :lnvolvc ueting Ay
"~ still in a desk and bom ‘quiet.. So it (food ‘studies)’ 1s°a SNSRI
L ]conp].ttoly .different type of program.. . They enter. tho
" yooational, * food - science, - clothing ;nd textiles and art
e 7 vith'the idea that they are ;oibj to be able.to hive a mors .
- ‘ " relaxed atmosphere. - That they ‘will be able "tb ledrn
o ;'-_mutbinc or practice. aentuu t.lut ‘they will' b uuu out
. side_of the school environment. - Let's face it,  for tho
"+ 'pest of ‘their  1ife they are not going to b- aitting i
© . 14ttle desks reading a book and answering questions. ror‘?r

-.'=_‘-;-~mt or thuo atudcntaf‘ thoy m uot. gcu( !.nto . buums

ae"?

. / ‘zr ve. oftond a rood qounoo couru md 1t wu .u thoory ot
o and we never did ‘an entire. lab, the mt year we wbu:l.d have - e
L ;no ono -um ups mt.'a 'Junt not. why thoy mt to uko

n.r muu wm ror-od u tonb ot th. rood acunoc progru




T try to pull the native kids into that too...it sivea thcn -
status ' in the classroom for the other kids to know ‘that” -

" they - regularly go.on hunting trips, that they are quite
capable of oookins over an opsn rire almost anything
{) v

'11naginnble._;, *

Donna dcacribed her interaet 1n eneouraging studenta to:

v

-Leav% themselvaa opon to try all sorts of new things: and to _

Y be open to other oyltures. - If you ‘start with, food that'a a
« vyery standard sround iﬁd\rron there you can say 'Well,

- they're different. They eat differently but the food 1s

- good,'  So, ‘therefore, if they act dif
‘be. good. -too or if they take part in a di, oront kind of
aotivicy, that mixht be Juat as sood : , _

3
1

o situntions or tho ramily. - 37

L e : o ' A
- ;,,1 Donna attempta to relate rood science ideaa to the daily problem :

SR  then I have then answer a queation for me on an exam. I try'
e o ter do.it in a.problem-solvi “manner’. - They don't" jua ave .
S to wpite down ao-ething at ‘they “know but - tha they

v'.totunlly have to solve the problen with what they know. I

7.1t’y ‘to: relate it to what they're: doing at home and- to whata

*‘ thoy posaibly oould be»doing in later years..u.

o'

ently, that might

Donna bolievod that an 1uportant aapeot or being a toacher was to j” o

»-;_ oonst.nbly fruatrttod and nlnoet inpoasible to aohieve.qv'?

:iffgf.j;;_§f7than wo_oan ¢1vo Ch‘l.:‘lpj;_

:{?ff!cu.:ar. in° contact with a large gunber or toenagcrs. ‘ !ouf;f? 1ffff:3ff;
T heve tho.opportunity ‘to sco all sorts o; things ‘that™ you - -
“-onuidn't ‘see normally. - You see cases of 1ncost, _you soef._

“‘total breakdown in: ranily aituationa. “Yaqu

"'2;5Tprcr£onoo whon Ifwna q kid..

- It's. not diffisult to handlo'as°1ong a5 you keqﬁ voursolr)*‘
disassociated . from it, and it's hard to do that.. Thess. .
kids are ‘kids ‘that you'react with ‘everyday and they

-bocb-...wcll, .you - talk about them as your kids because you
f.ginvolvod with then and ‘they .do, ' the -ones ‘that you have

'utionship with, hey apoak to you in ehe hall and :

show kida that you rellly oared about them but this ideal shb round

‘Qj;!ou can h.lp to sone oxtent by shoving them that they aret*J
"=*ﬁ1nportant ‘people and that you do bave the time to talk -to - -
i them,. but still,. there are so many kids not getting that. . . .

%77 'xind of help. There are so nnny kida that need bot%er help;*y{;;'- A

SN

”f"olnol}or ‘alooholism, . drugs nnd pccr prbalure that I’didn'bﬂf}*;i:Tﬁ?f:f,?
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they oontinue over tho threo years that they are: here to
-  acknowledge your preaence and to ‘seargch out your ‘gompany ¢o
‘- s 'a certain- extent when they have a problem. So you ‘hear -
' all sorts of dreadful thinga that . are happening, -things ..

“that you canrot "help with. other than 1istenihg to the kid .
~ ‘and. -so ‘there is that aappct which is- really deprossing. e 2
- It's ,not ehc way I grew up and it's not the way I. want my .
* children to grow up: and’ yet you look-at it and you say, 'is -
there  any other ‘way?' Given that the pressures...how can S
 you have a kid and lock thém away from all that through hif
- _teenage years, and 5o many - parents .are -just really
i 1diatrnught. They come 'in,. they've done everything they .
: ‘possibly ocan qnd thoy havo 5&111 not affected to any great
¥ extent. their teenagers development and they're beside '
A Mtbouaolvos. And you- say to youraclr, 'uoll 8od, 1s that me
- - fifteen . yoara down “the lino?' 80 ‘that: to an’ extont L
depreasing.l S B S S '

ES --'I'm Just not happy with the state or education outaido my -
" own littlo.uorld. I raally think we ‘are not turning out .
© kids that have any réal ' respect . for  themselves, their
community,; ‘or each’ other. : They havo a hard time doveloping]

L selr-auariuosa ‘and self-worth and sonohow, I know we.
"cnn't do" ovorytbing and that the" parents are rosponaiblo to.
. some- extent but somehow' there nust bo sono way that ve oan* ‘
‘:help 1n thnt dovolopnent. e - v e

_;I guess by listening to then., Dthcr than ‘that. I ‘toel
- holplqas.,' »_ - o 4 ] b R ' ';

'th&t nnn I do aboﬁt a situgticn vhoro say ono or the onoe I*'{
' had’last year, -a case of incest, what can you do for that
"' o little girM¥ You can only be there when she wants to talk =
A . o o you. . And “she's not going to talk ‘to you . about thatf- :
B  ‘situation.- - But there .are some days when she is going to - -
. need aonobody to:talk to.or even this year,. I'm finding: thojw;
‘. ‘student union’ :is a ‘lot more hours: because Barry yanta‘ to
' . coms and spend the hours talking/to an adult  femsle. It .
wp;muouldn't nooooaarily have to.be se, but his mother took off - . :
n,,_,l‘nnd wcnt to Salkatchouan und ho haan't heard fron hor{;f{;;'¢.‘ S

fhnd uorked durins the paat s-vcral;yoara t:ffindividualizar;;;,fff;ff

the_ tood acionco progrln‘ahe waa tcaohing.;. Sheﬁboliovod that byf‘g,;ﬁ?4 '“f1
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and upqed An individualized progran could acoonnodato stuﬂanta who

'Abontored achool lator 1n the year. -oane with a variety of paat S

O

"qxperiencoa 10 houe“ooononics or had tine-tabling dirriculties but

atill wiabod to tako the course. . - S o .
' He saw our progran gradually 5btting to where 4t could be
‘-'totllly :I.ndividunlized. L ¥ , -

S Irqthey were really interaSted, :hoy could draw a'lotvuofe-
- modules. , , - s B e
- So thia wholo thing of ritting into. twenty-tiva houna.w Iv o
would have to scrap that ‘and ohanse it ovar.
Donna relied - on. undorstanding of the atudonta' needa und past

| icxporionce to ahape her toachins. Her- experiouce told ‘her’ that

K - [P
._\v R

studontQ liked doidg things.;

"”thﬁﬁj:_f! I- don't think we are going to get’ kids-into ‘the program N
TR ,Q@-’,unloli we- h:vo ' ¢ood portion of cooking. - Thoy already-.f N
N T rthink that don't cook froquontly cnough TR

‘_w;frhoy‘ro rotlly 1n thoro for handa ‘on- oxporionoo. 'Tﬁcy'#d
4~,not 1n thqro ror tho 1nror-atiou....~ . "“v

"elg_,.,wo'ro affcoting in t alnll wny bhoir food ohoices booauacld
LT o 'the nutritive point of view. We're affecting their food . -
{fVFngqu;;.choiooo from. iaay proparltion ‘of things...now that they've - o
‘ 5”.'"“5Tfo‘°t ‘abit of oxporionoo or thoy'ro less reluctant to. try N
X things whorc thcy wcr-n't exporioncod uitb tbo l.thod. R f.‘;~

S thn 20'9 and 30'0 nrc roally ohanging thoir falilioa_. it
qj,habita. uhnrc ‘they are responsible’ for a- lnrto part'ot the - -

- cooking 4nd /any kids-who are idtsrested in coming 1nto tho;zg'-
;20 or 30 aro doing a.lot or thcir raniliou' oookinc o

It wun ilportant co havc atudnnt input 1nto uhat thcy wiahod};

ZI» ﬂ&lﬁnté“th‘l apoouplo or daya uh-ad and aay wo could do.lsivxg;?fff {F
thia.kfnd at tuang or we: oould do thin kind or thing or....:ggx \
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. ¢ 4ini.the past is that ovan though tn‘p didn'x want ' tf‘ﬂ° 1t,.
‘ thoy onded up liking doing 1t.} RN |

LIt was ilporeant to kaep 1n touch with etudenta' 1qterests and to L

v e )
i do. thinga thdy ui!btd Tho prinaipAI orttha acboal, “: Cairn, ,
(N_J S

y

’ ‘_He have s ot of eloctivcs in this school . and the. teachars_
of electives really oonpete for students. It the word gets
around that nothing is ‘happening, - that. you're not learning
'anythint there or that thers's too much work or that it's
- not. enjoyable and word gets around,. ‘then: the numbers tail, R
‘off. Of course, the incentive to (the teacher) 'is that if -
they don't havo enough homeé ooono-ica studento,v they are .
going  to havo to toach so-nthing also., COnpotition ia*.'

"quito tousb e L n o

Donnt along uith the othor hqna ooononicu teachers ran a atrong

pointed out the. conpotitiveness anong .loctivea in the school. | o 'f: \,

: progran 1n that studonta unre very 1ntorested and onrolnonts wero

~

| 'jaﬂhat holpod us to. ﬁﬁg&n with 18 thnt thers ire 06 Junibr E
- ‘high - pro;rala in the area 8o tho kids. poming in "have 'no.
" packground and” they ars: 1ncoroat¢d 1n faking_ao-othin; thut A

' L‘thoy hnvon't takon nt Junior hish _ SRR A R O
TR . \
i ,KygI'll havo rirty or sixty pooplo in hor ‘on a day when I an '
-.:g‘?;¥gcook1n¢ ‘because. the kids are wandering in o see what, thovy, AR
© . Jother. kids are doing and...that's’ ho_.uo get a lot of ‘our . = . o
;j;;g;oarollont, ‘Just in the fact that none of us ever get byt of ..
70 our’ classrooms. at noon hours or between classés and we let . -
.7 other kids. wander in while we are. cookins ‘and hawo a lookgffﬁs_fl’
I and by uord ot louth...T'iy,_“,.‘,.: “ ;_._._ R [ ‘

O 1a::§§ ¢;;‘  
rho coura.t ucro*popularﬁwith otudonts booauuo;thoy voro visiblc.;; f!¥»

T !ou rullly hlvo to:bo,roaponliyc to. uhat 1& h-pponins iﬂ fj;[fi
“f{,ntht l°h°°1 and vhat is hnpponiug in th‘ kidng 1ives. - ,:.,; T

nyb uhnb 1- happcninc 1n tho aohool}?h" ;




, ’ )
ooatun s for drama and get credita for some gorgeous
x ‘- creatio that'a on stage. * : , :

‘ et v
Colleagues 1n teachins haye had some 1nf1uence on Donna's ideas

-

and action in education.‘ ' o "

I worked with contemporarfEa rather than people whq had'
vbeen in the busfneaa a long time and the contemporari¢s are
usually of my age and so...we ve shared ideas but we hadn't
had any 3reat influence on each other. j’.\

I guesa when you look back at your favouﬁite home economice-
v teacher from high school, she was a perfectly - groomed B
: elderly lady that had every hair in place all the. time end '
she managed: to run modern living, sewing and cooking all in
the same class withgut a hair out of place and without ever
getting . flustered. We sonetimee look back at that 1nage
and laugh.... S S ;ﬂﬁ ’

It's an image that you all tend to think that at some gointv,
you will emulate...you always strive towards the perfect
image but on the other ‘hand, - we realize’ ‘that many of , the
things that those people "\did ‘as part of their hone
economics profession and were proud to do, we wouldn't
touch.r .
),In %?ct, women's’ liberation. the ‘whole novelent, has had a
‘ lot to do with the. change in the home econonice profession.
" The very idea that it is;an art or a ‘science that could be
>appreoiated and learned \ by both bgys and girla - was
something that was just not done wh startod -te hing.
. No boys were allowed into the home econonica,clasae at all
" and 'we have come a long way to encouraging say &hirty
~ percent: of ouﬁé?laases are now boys and there are a lot or
: schools where iwis nuoh, nuch higher. : B ORI

o
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: On one level, x‘currigxlun is a plan, an 1ntended act or eeries of S

' _ections, reflecting deliberate and conecioue deci;ione about what ;md

hou to teach. : 'rheee decjleionn howe\.r are grounded on a teac.her's :

. vpereonel,, being . and‘ awai'enees\ot her own knowing and bei% hin )
A sect;on of thie chabte& is a retlective, _ eense-naking ‘effort to push . "
"beneef\h the conversation and to probe toward a mller understandinsn.:_/

- of the teecher as being and knower which 13 the teachers' perppective
of curriculun. : . | | \ |

‘rhe 1nt.erpretetive or senae-nking errort uhich rollows cennot be )

o’conaidered as en atte-pt to generalize, T to clain that. 'thie 1a it' |

LIt is rether tent.etive probinx. In§ the previoue eection, ext,eneive o

'portiﬁne of the t.;echen' talk were 1nclud _' "ror the sense of

. /o :
f:urt'iculun conveyed in the !:alk '1tee1f , 'rhie interpV ti've section

i,e a- eearoh ror co-onelity, a co-nnicetive ground, its “

liniteﬁions, ,oo-onality not poeing n generalizebion beyond ) the'vfr .

P

rehtionahip of the oo-reeeerohex*s or t:hie study. o N

.Qurr_iculu- ‘_i.'_ei"f t&it t_hr'ouzh whic.h ‘i&fr,ing : oﬁ’t'eelvee- .ft'dl, f_dt‘ﬁa .

N v’

S ‘rhe" ,senee ot":i'obher people. . witﬁ uyat.erioue knouledge, e
oonf.rolling “your ‘1ife is: whaf. our educetio'
atmcmred to oo-nnicet:e. et X




I begin to teach. Ho-e ocono-&@s, the sohool, both have goneﬁon '

for years, orderly and directeq\ SO-eone knows wbat sho%ld ba'done.

. 4
»

' ;o L 'Beve 1 an, a new ‘servant. Tell me uhat to do. B

- .-4‘. .

I'n sood at. rollowins directions, ‘after all I've been a student"

i
£

tor yeara. e o o ; L R B R R ‘”

e “w . - s . L A .
‘« o . R . . . Yoy
» . . o . o~ - Vo

. -
N . d -

Madeleino Gruuet (1981) dascribes the school as - a patriapchal o
1natitution in, whioh wo-en eﬁter as teachers to psychically clain tbe»
portion cof thenaelves which is their father and to reject their
-othcr./ Ho-‘i onter 1n order to: 1dentify witb the father, symbolized o

| aa powerful and autopouous and to difrerenbiate themselvaa in thef«iﬂ
'};5;f :-aolot1lea s-othorina relationahip vith thoir nother. The- structure y
.'i*:fj r tho achool, tornally and 1nrorlally, denanda authority and? ‘
| .{i?ricioncy, a rojoction or caring and nurturing. ,-A tganaition tnon '
st,udont to toachor, from mother o' rar.nex-.\’?'f SO e R S
» In hor firat year ot teaching, Mairilyn had tha\bcat atart she' : :  ;1‘

«;figblt nha coald havo had by rélyins on. hd% aiater's teaching plana tor#m ‘

el “o “m,. sn. gm what to do each day and then "with a m—.ue/

Vfifferﬁi ah¢§7uua proparod to advance bcyond the guidanee of ao-eone

'fc;ao'l plan.» Donal followod cloooly and noodod tho dirootion orrered¢[';"7'
::Tby th.(u.nior toachor 1n tho dopantn‘nt'offthc high scbool where sh?;;ﬂ;;fﬁgf{“ff
n o followed = the. 1t had operatedf:?éifjt'fj"

a phm 1an Vt.ho‘ ;-a'

h.ro}_caraor na‘.thc 'honoy-oon phaae'-’
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. mperSonality is not Xrt in'harmony'uitt’the_hew surroundings”. T e

A b 4 g . PRERN . <
LV . . e T * : E » . R : N

I:m a. teacher, aiairector. I gather my packages, my plana, m$ _f'ﬂ

g

filee,‘ my guides.f' I decide what to do. It's me, it's my turn, I’m 7'];t.

on. I talk,, they talk 1 do, they do. ¥ 'I'he Jesson. cmmes / baok S W

_Inattentivenesa, excitement, fascination, rejection. bf'f: ,fu, : iﬂﬁ 'F' - V,

R R o D e
. Curriculum is_that’throughﬂwhich_reiatiohship’is mediated.
_'fr”élb“experience the disinterest, ”excitement> fascination or.5-7\/.
T : N e
ﬁ;rejection.‘ A reaction to that which I do qith students, a reaction‘=w“ .

""g. - )

e:‘to me.. I decide that thia norks, this doesn't work.fj\/ will do it;“;mf"
ﬂthis way, maybe I will try it that way. The subject area becomee me\ﬁf. .

:and guides'me as_I guide iti\“

,.

,ixrhe subject area as stranger entcﬁ

: ;f&fIt‘ ia probably leae correct to eay that we leern about thef"{{» -
‘~5Jsubjects oontained in the school- curriculum ‘than’ “that” theﬁ:,jﬁj .
: 5 *know -som@thing. It is ‘in* thie Jetting us .-
_j,_ ~ the ; Bl tanatter becouee a’ true subject&~»~ WA S T
écQaubJect which }naken ‘relationship. possible.’  The . ‘subject.
cg}la uponus in.subh a way: that Ats: otherneaa. ‘its it-ness
rns into: the‘dialogio other.a the 'you' In thie way: ouc
5 reeponsivenees, 1b T A
- the - very: eeeenc’ ot the relationahip of ja,:
l;eubject uetter. - PR
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on knowing something, .a . time of entering a relationship with a
subJeot matter, through an active/reflective relationship with

‘students, a transformation from object to subject.

|

Van Manen states there is a "dgeper truth in the statement ‘you

are what you teach!".
o \

A math teacher is not (or should not just be) somebody who
happens to teach math. ‘Qv a 'real' math ;eacher is a
person who embodies math, who lives math, who in a strong

sense is math. We often can tell whether a teacher 'is it' -

or ‘'fakes it'. We can tell by the wpy a person stylizes

the stuff he teaches. Or we might say that a person who
" fakes it is incapable of stylizing what he does not embody.
When a person says, 'that is not my style’', he also means,

that is not the way I am, that is not mel The way we
stylize a certain subject matter /is a telltale for the way

we hold it. We may possess a ceftain amount of information

.with respect to literature , math, or science, but only the

- knowledge we embody truly has become part .of our very

beinge q%
(van.ﬁanen,‘1982, p. 296) -
Curriculum, what we do each day with students is shaped snd planned
By ~intensé feelings for what is right, ~what 1is good, what is

appropbiate. Feelings - whioh connect student, .subject matter and

.

teacher in trust and openness.

When currioulum is passed through the medium of our bodies
as well as our minds, its meaning is enriched with
intentions that are lived and felt as well as thought.

.

' ’ = (Grumet, 1978, p. 61)

L

iived and<embodied, ourrionluu is anoorientation to 1life, a frame
which orients but 18 ?onstantly pushed and urged to re—frame and re-‘
* frame asain. Transcendence. = A drawing forward, beyond the present ‘
| state of existence, to see other possibilities. In her fourth year
of teaching, Harilyn wdhted Qe,do something more dramatic.  She

wanted to tesl the relationship, go know imore of the subject matter

4



and herself. Donna liked to contimue to try mew things 1in her
teﬁching or she would borq herself té §eath.

To frame and re-frame is essehtially to pursue ﬁnderstanding,
ynderstanding of self and others. Understanding is the very movement
\ of transcendence. Understandins is a pro-ject. A’projéction-or self
into %he‘future,‘tentatively, to claim possibility.

Curriculum as the relagiqnahip with student; is both felt and
thought. The need for love, to feel valued and good is both a demand
of and an offefing to the student. Marilyn's driving force in her
early career was for lbxe.' She also saw the need for love as _the
students' need. .'To take and be able to give love is what its all
about™. .

[

How we see ourselves; our needs anq values 1anpeﬁee.how wé see
other;. They are like me.  They need iove and caring, su?port ;hd
nurguq;ng. Don't they? They're like me, I'm one of them. I will
bﬁild, a ourriculum in wﬁich they can experience love, caring and
learn something of themselves. Thed I may know if they are like me
aﬁd what I am like. -~ Who am I? Who are.we? Ultimately all inquiry
léads to these questions (Novak, 1978). |

Marilyn's need for love -in her own teaching, " in  human

relationships with others has her see lévegis an, . important element

between teacher and students, parents and 0h11dren%. The "special

3

things happen" when we can_relate aa‘carihg:pQOpie Qith'each other:

‘and our actions as teacher or student aﬁe'only the foreground td

the main backdrop of love. M
‘Reflecting on her own learning, Marilyn believed that learning
oﬁly qccurred/thrbugh exper;eﬁco. "Wwhat is content?® To~ap§gk of

7

P
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content in curriculum.made no sense at all. Learning rather occurred

through eiperienoe, structured around a topio. Learning occurred in
w
the\critical questioning of experiences, questioning which would mean

o 3 ,“
A

eritical questioﬁihs of events and observations, as welluas of self.
. . -
These were 1de4ls which Marilyn held for herself in her .relationship

to students and also 1n relationsbip to herself. Donna saw herself

as always having enJoyed learning in a practioal way and  this

pleaeupe in doing was what she hopeqd the students she worked with
" would also experience. The practical, doing aspects of food science
was why students ;prolled. They saw their futures as being active and
productive 15 terms of home activities. The change from reading,
' .eitﬁing, and traditional teaching styles of other courses in the
school, made food aoience.attraotive. ‘fzas&igal within Donne's food
science olaeeee‘prOnoted veiuee.related to personal developpent. It
' was through. the practical, largely food production ;nd related
aotivitiea that students gained a greater awareness of themselves and
their abilitiee. The practical orrered an opportunity for etudente

to realize themselves in a concrete forn in their work. Beyond the

opportunities fbr expression of creativity and 1ntr1neie revards of

food preparation, the cooperation and sharing between atudenta in a_

fbod‘eoienee Iiioratgry provided an opportunity tovdevelop the valuee‘

of opihunity. Stddente' gained an appreciation /or the styles,

abilities and individuality of others through their work? of food -

’fproduotion. Such 1nteraotion enooureged an openheae to other’peoplee )

I

or difrerent ethnie,’ oultural or class origine.

The praotioa;-neee of food eoience is the means through uhioh .

'htudente can realize themselves and their relationehip to othere in

A , ‘ ' ' RS
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concrete aotion, The food science class for Donna allowed her to
capture some of the values of sharing, caring, and  personal

development that she considered important in teaching.

Identification for women 13 rooted in relationship. The original

intimate relationahip with the moxher lingers for the renalo ohild, 

undifferentiated from the mother. Nancy Friday (1977) argued that

daughters are taught their caring, 'nurturing relationships through

the mother's own demands for nurturing and caring. Isolated fron'bhe
rest or society, the nother and daughﬁbr are united aa the 'other '

in sooiety, 1n a give and take relationship ultinately rewarded with

103

the daughter contirning thc nother'a identity through a repotition or '

the societal role. It is through relationahips that women seek to

* gain some personél-eomnnnd of their lives, They ‘try to underatand
oﬁborav as individuals and to identify the othera with themselves

(Mitrano, 1981).

The relationship which is curriculum, offers the opportunity-fqr

experiencing -self and self through others 1n a process of

transoending and re-claiming. Our life intinntoly entwined with

atudenta in rolntionahip, ve cxporionco aa Hlll as nxporienco tgrbush

then. \ Hb spoak ot tcaohing nnd ultimately it i& thut ve toach

ourselves._ We plan a losaon or. oxporienco tor atudants, wc zuido and

-shape t.he cvent or proooss, we talk. dimt, auuut, oncourago, coax

("nd queation and 1t 13 aa -uoh or us aa 1t is of thc..' “ . toaohcrffxﬁ"'

we exporionce and wc oxportonco so-oono olso oxpcrioncing(as, uniting

aolr ‘and othor,-

/

S

' : e W .
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AN
) In gpi traditional ranily role,'. women have fbeen. placed
, reaponaible for human nurturing, phyaical, emotional ;nd sbirituhl
This reaponsibility has resulted in uouen's extreme sensitivity to 1-
the. otﬁer in relationships, resulting in what has begﬁ‘deacribodbas
women's "preoccupation of liiing bhrough othéré' (Hitrano,'19B1) -

Women have been 30 onoou%aged to concentrate on tbe
emotions and reactions of others that -they have “been
diverted fron examining and expressing their own emotions.
| © (eller, 1976, p. 39)

The. ‘sensitivity in relatibnahipa and the skills of »caring' and
‘ nurturing have attracted women. 1ndiv1dua11y and »coilectiiely to
'teaohins. The dgmands of their ranily role appear conaiatent with
ghg rddnhnds of tho prof§a§10n31 rolo. -'Biograpﬁ/his the hiatorical‘“
context in which 1s ncgotiatod the denanda of poraonnl " and
' profogaipnal .11;,, and enbodiod in, thn teachor, ;s, foveg1ad ’ga
éurfi;diu-. N

@

Donna oonplotod high 80hool, b;ing‘equiliy'goéd'in ali\BuQJaotaa

- Sho oonaidorod suggoationa fron hor paranta and othera about whah

E lisht atudy at univoraity. Sho ohoso a progra- uhioh would 1ntcrost; ~'

"jthp Shc llu in ho-o ooonolios thc opportunity to fooua hcr atudios

"ugin an aroa of hor 1nt.roat, thinga that had boon hor hobbios, thingaf*f

L

“a‘that fbouaod on’ tbo ho-n. 80ucvor on conpleting an undorsraduato;;i:i,.Eu)

"§f dn;roc 1n ho-o ocononics, shp round few{opportuniti.s for onployn.nt.~f;f"“‘(

"'*3if0no poasibility vas. oducation. aonothing tnat -ny havo bcon 1n th.;u ;';f:'fiFf

o 'f_.b;ok or hor lind n-o- tho bocinnin( In t.no m.c 1950-., ml’ B

*_._3_;_'.1970'3., woun wcro at:l.ll lu'uly tbi\ovinx un tnditional ou-«r{;,



'*°Ptiona av;ilable to theu. If thoy attondod univoraity 1c w.,c * N

05

'~largoly eduoation or cho appliqd aoienoga (nedioal and aooinl rolatod~_~A

_ proreaaiona) wherc tho opportunitioa oxistod. A, Donnn nou ltlboa,fi,

",she ‘had probably rrol an early ngo alwiya thought ahe uould xrow up;f:'

s,to be a nothcr lainly, tirat.~ Hono ooononica provided . prolra.?‘ g

which could rurthor hcr poraonal 1ntoreata and also provido thcf_,ffﬂ'

| ’~.pdsaib111ty of a °‘P‘°P--‘ Othcr fllilY'aenbora had been tcaohors andj:fvf

ﬁ\

1t soenod thorororo to be a traditional tnd acocptablo caroor tof; e

’_tollov. ‘  " ¢3 f"{” ;g»f-_‘ 'f“   5.1;'“'?j,Fj:‘*

Harilyn ca-o to. teaohing ta a caroor bocause she béliovod 1t,H:~

-  'wou1d allow her to rind olploytont throushout tno provincc uhorovor?ff

! .fner nuab-nd uould ohooao to work. .‘~_{*ﬁjg;-.[_f-‘ §;¢t’, f;»f;;;-»

rraditionally, wol.n havo boon looialisod or acripeod as young\

: sirls to eoo for tho-aolvoa cortain poaaibilitioa 1n thoir rutiro.;lf.

| ' H1th 1-n¢o, cnotion and 1doa, viniona arq olboddcd 1n tho dovolopingfﬁif.~7, .

- oonaciouanosa of what 1t -.nna to bo a girl nnd uhlt nro‘ tu.rff;.'

R

~90331h111t103 f°' a fUturo lb a ronnlo. Fron oarly ycara 1nff{}”;~"

‘~',f.choo11n¢. 11tt1- gzrln havo loarnod ‘that 1t 1: thoy who roolinulyﬂfgjjifvs"

_f rbrgct thoir lnnoy nnd oannot—buy tho 1unch thpy ioloctod at nchool,

ﬂ'ﬁfuhiln 1: 1. 1itt1¢ :1- uho 1an¢n. and oo-.- to eha‘ roucu..f.f”l“' e

 f5br1n.1n¢ thc p,nnioa tha: Pa&ty fbrcot 20 she and htr trionda n-y pay
o) . AR

”fﬁmmmummm“mnumnmumw¢ f>fgf




hlppily ever erter. In Q;ndnngl}gu tne leeaon 1_

L frmlo future will be: deternined by a ule., To be only kind, sweet -

L and pretty. work hard and a prince will £1t your d‘licate,_ daintyf*r
: v 3.

;toct into e glass'elipper. narry you and live happily ver arter. o

The rairy tele vieion of being renale 13 acted out 1n real 11re.5;;‘4'
'fe_}anen are expected to work hard, be eueet and patientl‘ wait ror e 
f."fnele to narry and tc comnit cne's ruture.‘, The _mass \uedia, and.”

“'Qf_edvertiaing have portrayed wonen e ultimnte bappinese 1n n*rriege, 1n"f]'

:  f-:ffe,re_et1onah1p, vitlln a auburben nuclear renily.{u Dick aLd Jene 1n; .

¢

'repeated,l»tne{ ‘;e

106

H ﬁfreal 11:;.5, In the early 1960'3.‘ the naea nedia eleveted the Unihed'f;f'

GStetee' tirat lady Jacqueline Kennedy to a pcaition ct hercine to’f N

"f”f::f;young naturtng rennlee.t_ She epitonized youth and beeuty..

"*fﬁsupporting wire ‘who. wuile ahe hed had a cereer, ehe nad ceab 1t enide_f_b'-

"'-{'_"conn. of ege u: t.uo ud ud m-.o 1960'e oouonly expeg

| ’ti*}[ouly te-porerily, or they purcued e cereer 'Juet 1n ceeef

1efcr the rcle or wife end lother._. Like Hre., Kennedy, young girle;;;,5*’ B

:ted to work‘fﬂf'f“" B

_yafﬁthey didntt -nrry, t or their huebend died cr ebendon';fffﬁegQ{f;fLf*l“ii'

f; Certeinly the eeJority ot wonen did not plen n lire tgpe cereer Hrcrf,;gf°'””v'

M;ithe-eelvee, ncr did they ozpoct thet their cereer cculd or uculd tekee5?f:37“715?

n:;priority‘“ever~thet or t epoune;;

;ﬂceen thererore, ce-e to s cereerff,

:““"'“‘:1 '5“ W, ﬂ°°°-°dlf-in¢ to : utuauou end num:;* L
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B

or cptiona availtblo in tha oity. or part or tho oountry whare a wonan

ﬂ ‘lfinds horsolf confinod.boctuse or her decision to narry,- whioh untilgf' .
% - ’ N , r £ .
rooontly hla noant 1nplioitly thnt tor hcr the marriase unuld takez .
priority over hcr cqroor intarest.n

.

Hithin toaohing, nothers can aceonnodate thoir working hours awayv |

_frou hona to thoso or\thoir childron once. in aohool,' and this alons-'

.5l_ ; fw1t; the - benefita or aharins tho aane uoladay perioda u&th their:“i:
| 'flgnildp.n, ;cspgct and -;1qpain nany woncn 1n toaohing ! Catharine!f:j
Vn;Boeohcr waa ono or tho first to soe tﬁe pnrallels batueon teachingci; .
o ?.nd nothoring Sho pronqtnd teaohing aa a caroor ror uonon for 1bf:

‘>uts doairnhlo braining ror tbc 'ultinato suporintondeuoy of children'-'

B Ho-o ccononioa as 3 uubjcot aron’oontains oortain poouliuritioa‘f:

'::.;iror thnao ‘who;toaoh 1t.v;5ft unliko -atho-atios or soicncc. ia RN “}_'

Pty

', Hany tcaohcra ot hono ooonouios onjoy:f'xf‘

'ff?i“diroctly rolatog eo tbo ho'




:ﬁ}ﬁfs.oondary valuo.

'Hiérarohy, status and donination are’ characteriatioa of
patriardhal  mentality. Although teaching is a women's

~ ocoupation by virtue of the number of women in it, and .

qualities = thought to be desirtble.in-tq;chgra,“1tf"13' an
_ocoupation . controlled by men. Because it ~is -a ‘male~
'doninated ocoupation, male-derined values perueate it. - -

\~/- . . (Mitrnno, 1981. p. 25)

-

In "the schools, home eoodbnioa is in optional courae which :

implies that it 13 not a course 4f great -impartance. me-deru}od. |

- valuea are evidegoqd “in" “ou

108

sohools by. the courses which are

* 'v_foonaidorod aoro, aoaddiic y or basic. Coursea such- as uathenatica,-a

"%'qpicncg, : sodial studiea, couraea "which auphasize objectivity,:f 

;"_ uhich are’*doscribed as praotical,_ qregtive‘or_ pxpregaivo,vir§ ot;z

. '“?-rationtxity, abatractneaa, knowing-separated-frou—being. VCouraoa 5

Studcntc brins to houe ocononica Y rejoction of the thoorg}ical »f

I

;;nulo_coononioa,

on tho 1adividual 1cvol studontn ;

'Hii*f?;tocua ot tbo nororvaluod aohool courdﬁa,. and naaunptions about thevf:
v~53; Eiloaacr vulud ot houo ocono-ics and 1ts nature as a practical courue.a.{
ifIlplioit 1n the sooondary student'a experienoe 1a 1dcnt1ricption withf'__
v'1§-world,va1uos, public oriantod, abStractnoes and oonpetitivcunss.f   ;

foonnin; on tho pnraonal and tho concrotc-dailinoaai,:'



.57’ “ '

‘-about tho ralily,-.praoti

" ‘they will usu-o. .

vanJoys but that so-o studcnta don't find intoro

-

anbivalcnce which thorougb aociulization 1nto a role can
bring. o R T 4 . ‘

(Hitrano, 1981, P 26)

In privatc lifo: wonon entor nlrrinso.. detorninod to work bard,

'&

" to havo the best -tr,inge thero aver could be - olean housc, oharning

: aftorallftheir responsibility. Bc-o aoononica graduates hav. studied

Donna found that nany or \the home relntod activities she use& té

f'enjoy have boco-o loss onJoyublo frou teaohing thon. ggaching bas )

z)"

boco-e A taak or trying to cran 1nto studenta heada tbe things she .

_1ng at all.,

' uarnyn nu round the muonal mtmity and ¢o-1mnt or h.r‘ |

ally trainod for thia rolc and tho futuro o
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' i'childrcn - advortiaolonts. aoap operaz oone true.} The ho-o aphere 1a “

,_oarlior yoara ot toaohincu ao-obhing which lho onn not,-lintain 1n -
v‘ lthe prOSQnt phasn or hor oaroor. Sho viauod hcr profcasionalf; B

"l”teaohing caroor 1n/tuo dtatinotly dif!oront phasos' pre-ohildrtn lnd ff7‘

'L"'*,boea-o tho -nin rooua of lovo and rolatinc to -9 'nrs.- Hork b0°‘l'_5:f-:?f




"J;Eexpectetiona or women in home end child care. - | o '}71" Q-'

""T,vithin the»sohoolothe part or her whioh ie her rather. - Sheioentered

,_ffoould leeve the oaring. enotive world or the ho-e end enter

“"“deleetic/pereonel effeire.‘5 At other tinee ahe oould

enotional " reward and sbe preferred to. separate _strictly her

public/work lire rrom her private/family life. She believed that

1wben children were added to her ramily and ehe returned to teachins

(which her husband aleo does), there would be a natural sharing of

home and.renlly~reapohsibilitiee. '.Thie,'vhowever, had not happened.

As e'reeult,' etticienoy became-iﬁporteht‘tb her as a meens'te cepe\

with the denanda or both teaching and home connitmente , She saw
.herself as both the anbihioue career pereon and the main care giver
in her femily.  Her double connitnent to her work and her family.

»bdwever, prevented her rron, ror the preeent,_seeking advenoement in

s her eereer. ' She relt that as mnch as phe tried to break out or her

r eerly aoclalization uhich trained her to be 1n oherge or tbe

ﬁ,telily/h0|e sphere, -ehe could not. Hhile she could think and reason

Q”fifebeut her ecbiene retionelly, e-otionally ahe was’ tied .fze~

1»’ }

Once Herilyn had children or her oun, ehe was able to claiu'

°

_ ‘1-leale anonylity end bureeneretizationﬁ

ifﬁfin'th"intinncy ot rauily., She eebreoed bobh worlde. f*i

Donne'e:perienced -ore contrediotion within the school;iteelr

110

: ;/1f"1f<,‘*

»:"V';.f_'-j"'mr emotional life ‘in the ho-e and’ 1«. efficiency be. her drivinsf
.ddve;f°’°‘ 1“ h‘? 30l°hiﬂ¢ She elbreced two Horlds eeperetely, not'f;v
}uuntins aohool to 1ntertere with hole, nor ho-e vith s°h°°l°:nssﬁ‘d;?é;rfiaf"
- .r;-f_:uc;rk._

,»v,feidir.. t th. exhenstion, g} nnnerteinty end ontangle.enta "glgf'gf'”,?75"

'"‘ aueteuenee: and’ self




: A

b'.nurturing rheiorie. ; "Beyond her own 1itt1e uorld" f she- was
disappointed in the education system s ebility to really help those_‘
kids who needed it. : Fanily problems carry over into the school and'
teaehers who really care, who see’ students as &hgin_ students ree;
obligated to do sonething ror those students who experience family ’
‘separstion or violenee. “The sch?ol is 1imited in the caring it can» - ;7 L
ﬁProvide. As.an efficient, organized system, the demands on teachers L o

. L . e .

’“fia for more and more . peports, controlliug of attendance, monitoring,

M . | o
| I

‘”f,evaluating, etc. '
- Donna found thattbeins narried took a large portion or her time
She seeks priuarily within her ranily relationship her personal
C nurturanee and sustensnce,u Hishing as well to separate her teaehingf‘
- e:rron her ra-ily. : She is eonsidering teaehing part tius.,> In’ anyff"
o case, she expeets teeohing to essune a lesser and lessqr inpertance‘j,
;ujin her: life.“ig, o Ti‘;i,luj,,”f'jri-ff: o : "-” 1_; d_;«1“;_.g
'. Both Donnn and Hsrilyn have in a sense retreated tron teachin;,“‘ &
'iinvesting less or thsnselves personally in the relstionship and

dfrifsseking rether their identity and e-otional sustensnce within fenily*q} -

,D .

‘"“*'elacionshipe._ i:f>i.,:%:a¢ﬂ?v*v L

_,;;csring?“,.1stionships sssoeiated with the bone/donestic ’pb°"°-f;»fffr"

: pectstions or te-sles.

‘uo-en's responsibilit 40" hols and -
Hhen houe snd.aork.obligstione

']hgfffxﬁ  The cultuse dafines’
ST ;Q f..ily ss hef'prilsry mu._.=
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v ' o
B " conflict, the home has tb take precedence. Women's self-

/. . images are built chiefly around their family roles, whereas
men's are conditioned more by'occupational’roles., :

(Simpson and Simpson; 1969, p.206)

: Almost a century earlier, Virginia Woolf described her difficulty
incf-enot nally freeing herself ‘from the constraints of - her

socialization which derined her as remale. o5
In” order to achieve, to write, or even justl to be
themselves, women have to murder the phantom of the 'angel

-in the house' (meaning the Victorian concept of feminity)

.~ talways charming, always sympathetic, conciliatory,

o ";sacrificing herself daily to others' o .
S | : " (Dyhouse,. 1981, %60) .

- \\ ) R

I the‘samhuera, Winnifred Holtby stated. o]

This tendency to consider everybody else s 1nterests more

'inportant-than their own is one of the. major expressions of

- women's. inforiority oomplex. Zhén a woman believes enough

‘4;'1n her own mission to be ruthle s...then, indeed, something

: . happens. But most’ nomen dread before anything 'to cause an
R upset' or inconvenience a. famiiy, and their work suffers.

v | = fi' ’.i 'yll (quoted in Dyhouse, 1981, p. 36)

"

Hith the advancementjor capi:alism, tactory produption took over‘ ;J(’
moh of the material production which had rormerly occurred in@_'
_éizindividual households and cottage industries. vas' 1ndustries were?h .

‘?.;iﬁf;establfshod,' uork uas detined as occurrins outside the home, 0'iln"’_

,'_.._"V'b.raotories, uills, uines, etc., and as wage labour ror males.» Homen's; '

‘home’ sphere,di

"‘.“

iposition 1n sooiety was to be in charge of the domestic,
: SRV fol
‘1e household; .

fi:rssponsiblef"for daily re—vitalizing’or the labouring

5&;head 1n a, nurturingJ suDPOrtive,;v'haven of love' so he could returﬂ

i?

\.‘. .»_\..

“fubnen cane from q position in which their own nature was
u'definod fbr then by others. Their selves qere almost

EUR ’ .
oo B .,,\_“ s / o .
e R Ty -
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totally determined by what the. dominant cuIture believed it
needed from women 'and therefore induced _women to try to be.,

CMiller, ]976, p. 118)

&
A . ) o /

Hithin' the family, ' women assumed caretaking duties; supporting
and nurturing‘husbands;and children in an unbaid.labour capacity;’and
in turn supporting the capitalist ecenomic arrangements of which the

’family was a part Through the dominant modes of societal ideology,
women's role\Has been defined for them as. nurturer,‘ as upholders ofj
tarmorality, as oonsumer expert, as home manager, ete. Capitalist
| eoonomic arrangements "have been effective in separating .‘the.
publie/male sphere and the private/female sphere,\ eaoh based on‘-
opposinf values ‘or as also claimed, | a substantial%z% different
consciousness (O'Brien, 1981) - '11 ', f; _f IS - 3;";" s
| VOmen live in both the sohool and the family as the 'other' in.'1
structures not of their own making but of their own mainteﬁanoei
"HOmen entered the teaohing profession to. olaim their fathers, but,'i'»
: they entered on the invitation of sdperintendents and trustees ‘who . t
fwished to olaim their mothers (Grumet, \f981) v In this .sense, kther.
| traditional male-f'emale relationships az\produced and reproduced inju;
>”f_ourf; schools with the dominant structures and _ values beinghg
'iff patriarchal/male and the professional rhetoric and lsentimentalized'ffd:dt
‘révalues being female. women have been defined by the dominant male,"
lfpower group both within the family and the schools._agihnyff"' ”
Such definitions by a doninant group arz inevitably

false...suoh ‘definitions are’ grossly  distorted byf the ,,j;;;}f;?t’t
dominant's own unresolved problems and dilemmas.- nf- RIS -s'-“ R

(mnep,._ms_ p;' 118)
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‘her an interests in home activities with a career. In teaching, the
professionai idgolégy in support of nurturing and caring was
consistent with the values of women's role in the hone. ﬁbwéver
after years of experience the school reveals itself as a male-
dominated, bd?eaucratic organiza£ion valuing control, authority and
;réﬁbrt writing more than the teacher-student re;ationspip. For home
economics teacheps, the human values associated with the home are
1ikewise‘devalued in the school setting.

Within the personal family sphere, fér women, the early dreams
and hopes of a perfegt family and home result in disillusionment and
a sense of confinement anq a loss of autonbmy within tﬁe domestic
role. The littie ‘value wﬁich society placesxon domestic .work is
realiied:‘ Women's role is revealed as ideology, eqotionally
confining women in domes&ic service to others. For home' ecopomics
teachers,_ the appeal of integrating home and work interests becomes
a double' bind. Can a subject/area based on the family domestic
sphere be 'freeipg' and inspire traqscendence?

Within the past century, bofh waves of feminism have been
atteﬁbts for women to gain their autonomy and to direct their own
destinies, or in the curriculum terms w; have been pursuing, to claim
their own situation in order to realiz#;?ibilities. As more women
" have ehteﬁed the public labour force, ~£hey have enceuntered the
dcugle duty of domestic and paid labour. They have also experienced
the_ contradictions between, the values of the public and private

spheres. The embracing of both worlds creates intense contradiction

in the individual person.
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‘The_adVantage man enjoys; which makeg itself felt from his
childhood, is that his vocation as a human being in no way
runs counter to his destiny as a male.... He 1is not
divided. - ‘ .
(de Beauvoir, 1974, p. 758<9)
The valuing and affirming of the female exberience within the
current feminist movement encourages women to advange and transcend

I

_rather thgn retreat. The movement as a whole has altered wogeﬁ's

13

consciousness.

Traditionally, women have retreated to their homes, to sepgrate
public from p;ivate,’ self from social, to see phe personal as
personal and private. However, within the cﬁrrent fehinism is the
ilfustration that the personal 1is political. Each problem we
encounter in human relationships and the family is oconnected -to
public poli&y, secial vaiues and arrangements, The private
revgrberates 6n all societa%'levels, *despite the individuélistic,
private rhetoric which maintains isolation éné'#lienation in §ociety
(Caplan, 1981). '

Curriculum as a lived orientation through which relationship wiih
others is mediated is the entry of the private into the publicl The

-thinking, acting individual embodies curriculum. For women seeking

autonomy in Sooiety, the struggle is similar to the seeking of
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autonomy (claiming of curriculum) in the world of the school. It is

a desire to connect the split between public and private, thinkiﬁg\
and acting. © The desire to claim a situation which is. lived but

defined by the other dominant group or ideoclogy.
J/

. . . \ & y
Certain .points and actions indicate the potential for curriculum

growth and realizatiod. The teacﬁers' early dedication to values of

"
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nurturing and caring 1is a gp?istance against the de-humanizing,
bureaucratic organization qf the schools. The shaping of courses to
encourage ° experiential.‘learning represents a valuing of the
inqividualis experience -and development. This: early resistance
encounters limitations in the QOminant patriarchal values of the
school and . society, , and in ﬁhe ;;;Eibnal demands too great co be
maintained over a long-period of time, particularly once one's ow;\f§\\\\‘
family draws similar demands. ‘ | | . |
Home economics, as a subject matter, links the private Sphere
 with the public. The contradictions between the two spheres are
experienced as uevaluatiOn in the schools by home economics teachers.
As a 'subject’, homé‘economicn has the potential to lead the teacher
to. penetrate the limitations which contain and confine curriculun.
Within the subject itself, contradictions between the 'content' ani
the teaching approaches prouide an'opening_to reformulate curriculum.
The contradictions 'between family theory and the family as 1lived
proyides additional openiggs for refprmulation. | Home economics
focuses on the family, a microcosm of the society in which the male-
female relationship and its oppcsing values are confronted and

ncgotiatéd. To claim curriculum in home economics -is  to claim

poéaibilit? personally-and soclally.

Behind, through and around our ‘conversations, curriculum was
spoken as we talked of the influences which altered and shaped the
daily action in the classroom. Daily action is grounded in the
,personal situation, the teacher as being and: knowing. | As that

through which we bring ourselves to form, currieulun\springs rrom ‘the

.o
F}

e
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personal dynamic; the bope; possibility, and”imaginatiqn our life
inspires. =~ As the rdrm"ofigur being, it is reiealed in biography,
personal and professional, the merging andvrefliption of one in the
other. As tha£ through which relationship is mgdiqted,.-currieulum
entwines teacher, student and subjecﬁ matter in an inquiring
rélationship, inquiring of self and other,‘ of self 1nﬁother. Our-
personal, 3elf understandings are projected into ihéjrelationahip of
working with students. Our needs, and undeystanding'of knowing and.
being form éhe rqlétionship of learning with stuﬁents. .. We see vthem
through'our knowing of ourﬁelvea. .

As knéwing ‘and being, the teachers' perspective of curriculum
" both is and 1is mopg-than.' The essence of beingAis the constant pro-
Ject, urging And .pressing fdr eﬁenéence - something 'héw -
3£ranscén6encé'or self and situation. B

" This exploration of th?hteachers' perﬁpeotiye ~of curriculum .
projects néw questions and issues about curriculum and ‘more
specifically about home economics éurpicﬁlum. Berore'raiSing'theaé_
‘qﬁestiona and 1§sues‘ however, I_will’ﬁurn’to the séeon& dimenéion in
which ‘the teachers' perspective is’ explored,_.thé"experiénce of

participating in the curriculum pilot project.
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bh.2. EXPERIENCING THE CURRICULUM PILOT-PROJECT

»

This section of the chapter turns to the second focus of my

conversations with the teachers, talking about curriculum through

reactions to their participation in the pilot project. Currieulum as

hopes, desires, and beliefs _is~_affected also by context, the

situation in which it is located. Curriculum as a focus of interest
origiﬂhted with the desire of educational administrators to alter or
change school programs. As indicated in ' chapter three, the
curriculum perspectivepevident in planning for the pilot project can
be .characterized as bureaucratic?and instrumental,' The teéchers'

perspective is not unaffected by this contrasting' perspective of

curriculum. Curriculum as situation .entails confronting and

negotiatins this alternate perspective, mithe ' ‘bureaucratic-
administrative perspective rrom'which 'curriculum' is named.

In claiming 'curriculum as one's own, it is necessary‘ to
understand “not only the thing but the process by which curriculum is

negotiated and brought to form. In this sense, this section ofrers a
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'critical reflection on the previous section, ‘an exploration of the B}

context or situation in which ideals and beliers are inrluenced.
,.I. ' '

Ay

Ic.nnestinn.nnd.sax.nn

Hhen Hnrilyn heerd there was a need for teaohers to gpilot the

curriculun revision, she volunteered to pilot clothing and textiles,7

courses needed revising However, sinoe there are not many nodern'f

living teechers in the province, Harilyn was asked to pilot a modernf.Ah s

0

‘*;,_aljo.. sne believed both her clothing snd textiles and modern livingf B
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living (personal living skills) course. She described her work in

viloting ae?

I an really attenpting to reviee the modern " living 20 z o
‘course to make it acceptable to me, .to make it acceptable o
. to the new environment as far as the school goes and fo try
~and do it into eonewhat the mould that has been set’ out in.
the new currieulun., ‘

Harilyn was open to the revieed ourriculun because she believea o

it otrered some needed organizetion and atructure.
O -

I do like ‘clean beginninge. T like clean ende. I like -
modules or units or unipnoe.~ I don't 1like twenty-five,
hours. I believe in a. nice clean, tight structured ocourse
but you cannot, - it just ‘doesn't work. You can't do-it all
in twenty-five hours., And I don't believe that our
teaching should start ofr with that as being the  basic
preuiee and then we try and teach fron there._~ n

-

"Sone thinge eeen to take n ehorter period of time then. '
_other things and: by naking an unneturel eondition ‘first,
I'n wondering...what the whole purpose of.the ‘whole - thing'}ﬁg‘ o
is? If we ‘are trying to make eduoetion nore eeund then v
thet doeen't eeen senaible. 4 R

.‘All 1 think they ean do 13 perhnpe come. u* uitﬁ?ﬁhet_HSOne,
" gbrs things should be in.a. course. ‘and some|time limitations -
’~to ellow you your own teaehing etyle. BT
Marilyn expressed extrene truetrncion rrOm Lhe eeoond meeting. :dv-‘:

trustration whieb oentered on what ehe believed piloting a curriculun

oo was about. f‘

n;-SI think there 1e a need for 1neervioee, th“re 13 s need ror-ﬁf
. ‘workshops. . There is a; need to ‘give people etilnletion, say . v
- “ttry this, . I've tried it', that kind of thing. & But I'do:. .~ -
oot believe ‘that is. whet eheuld be. happ 1ns in theaezjjzng; ERRE
c ;?;_..ctinge, nor do I belleve that us: oldiee ( eieppr;) ‘hQQIGf,F e
-:f,zbe dolnz thet thint to the new onee. ?:Vfwiﬁj S '"'”'""" i

R ,5I don't thlnk at thia etaae or the game. Uhﬂn !0“ 'rﬁf”t£°
" . piloting .a course you. should be uorrylng about uhat to do .

'f,uonday -orning.A~“; T .,,_.},k SR ,“Mz.ef'**
",j,fro -e, pilot1n¢ 1e uerkins thrench eone beeio Prﬂlilﬁﬂ th‘?f?n'”
" set up for us like the tuenty-tive ‘hour module whigh I. have
. already’ decided won't work. : But I bave said I will . try
B jthet and I'l zoins to dd ny twenty-flvd houre the best I‘ -
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can even though I think my mind -set is already that I don't
think 1t is the beat way to‘ko )

I obviously shouldn't have piloted. I think the conclusion.
was that I am’ not the best person to pilot because I don't .
do well. I Just get totally frustrated with &ll these'
imperfections or these things that I don't agree with like
how they have started the whole business, obviously I
didn't realike. I don't agree with that and I think that

* there are some grave limitations on the results just

. because of how it was set up.

During bthe last hour of the morning sessions of the second
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‘meeting with the piloting teachers, there was open’discussioo on somei,

of the problems teachers had experienced during their firat month of
teaohing.

I thought it was a valuable session, = frustrating,
frustrated me to no end but I don't think that frustration
is always bad. It was one of the few times when we ‘have -
all been able to speak about ‘things we have thought about
and sort of come to conclusions about ‘and be able to share .
those 1deas and say,” ‘'hey, . ‘that's exactly what I'm
‘feeling', and so I think it was from what I gather or I
felt, that portion of the session was: indeed what. I think
should be happenins. But they allowed a oertain amount of

" ‘time for that and then that was the end. As I said, its
just a - general frustration with the whole. process. I'm
Just finding it .more and more dirficult and I've never been
good at ritting into the right moulds. And that's been one ¢
of .my problems with home eoonomioa right from - ‘the *
beginning, I don't seem to find these things very easy and

. ®0 I usually énd up opting out, not becatse I don't think.I fof’_
’;rhaven't a oontribution to make or can't: learn a lot I Justﬁi B

. find thea horrendously frustrating often, . ‘and T think vy
'bother? .

Drawing on her beliera and ideals about education, Marilyn placed

her truatration and reaotion in a broader context.,

‘ fe‘;if‘f 7f1 thigk that wé are all just a million miles apart-:f It 1=.T~V”

~ impossible . to oonverae on’ the aano leVel 1r you re. not at
' g‘the aanqgievel.;} - o , Lo L

g ror a 1ong tige heve realized that education &nd h0ﬂ°
ooononica eapeciglly ‘has’ vgry “Pew oritioal thinkers.,
. - People . who dre really able to analyze the essence of what‘
""" '1s happening and discuss that. -~ And maybe I'm'wrong but I '
: “*I};,think that I'm a critioal thinker.; And therefore I get S




really frustrated talking with some really delightful
ladies who do an excellent job of teaching but who never
really question what it's all about. Who never really say
'geezz.-what is thia?' . ‘ S

To me education is more than discussing what we. do on
Monday morning in our lesson. plans.  That is the last kind
of conversation. I want to have. Just because I think there
,‘are 80 many broad things to talk about.

Some of us d?e interested in the whole process, we are not
- Just interested in filling in learning resources. It's too
-bad that's where the pages need to be filled up but that's
not neceesarily ‘where we're all at as far as our neede.

'Igepiloting, ‘I think that you do eeriouely question it all
or you're ‘not really piloting. . . o -

‘ And 'I think it's an’ awfully good exercise.» I think = it's

' been positive in lots of areas. . The amount of -energies
I've spent on. curriculum thie year has been positive. To
queetion and say no is still positive . ’ '

At the same time Marilyn was piloting the personal livins akills

20 course., ehe wa: ‘also: interested in revisins her clothing and

textiles 10 oouree.v She became 1nvolved 1n an. 'informal pilot'

n

proJeot in which tbe olothing and textilee teaohers from both urban»

3‘sohool eysteme met periodioally to diaouee common probleme and their‘

' Treaotions to the propoeed revisiona.‘

Ve talked for an hour and a half “‘No-one had any trouble, |

v”;Juet...beoeuee there were no veeted 1ntereete ‘or agendas or
~anything. - Everyone Juet sort of 1looked at. thia curriculunm

and said, alright what do we like, what don't we like. It™ =

’1'wee reelly a prodpotive bour. and a helr.
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Heeting with tbe group or teaohere in the informal pilot was )

"‘helping Harilyn to see some alternativee ror olothins and textiles.»-

°'”’_7lt'e like olothing ie eo olose to me thet T can't etep outfw o

_of ‘it and see what is wrong anymore.  It's as if I've been - -

' oaged but maybe it's because 'I've had it at. junior high; I y: ¥,s.,

. took’ ‘clothing. at senior. high school, . I went . though - theﬂ”
'~=;J;:olothing program -at . the university, I did ‘alot of ‘ny
. graduate .work-in olothing. .1 mean" it's like ‘1 have thia* '

“zfinoredible beokground thet 1s doing ne more damege than S

e good
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~ We just can'p see bcyoud what we are‘doing here anymore and
‘maybe  there isn't too much worthwhile doing. And maybe
- after some research we just may not have a third course. .

\ The next time Marilyn and I'converaed, she spoke more of her reasons
- for participating in the curriculum pilot projccts,4 both formalband
inrormal. J

" I'm an ‘achiever. ..I get some egz/'strokes.... I 1like

rccognition...and I also get to a point in my own

~ eurriculum development that I need some shots ‘in the arm
- -and being forced to do something and after I volunteer, I -

- feel forced into it, then I structure -some things and it's

good for me. e ' B s

Thc intormal curriculum pilot was most inspiring for Harilyn.
. ,- _
o She apoke enthuaiaatically or the possibility of deaigning an

’_ experimental courac-in clothing and textiles.- Hithin the group she
':waa able to gain recognition she. aousht and alsc work out problems
’:iaho had fclt for some time with clothing and textiles.
‘ }I rarcly work unless it bringa me eomething.

R 4 think that I have a lot more to offer in. curriculum in =
7 -this provincc than most. people do. I think that's where ny.
., "real . strength: ia, is in ourriculum and because I'm an
. 1 organizer, but the organizer is just the added little
- feature -of boing able to...and I think I have lots and lots
SRS & ‘thoughts about ourriculum and I don't have difficulty in .
.,puttiua -all thosc things togcther in an crganized fashion
nnd 80 for me. some of these meetings are good because
L eomctimoe Idon't: havc s necd to share thosc thcushta and
'v ao-ctimoa I do.; N ,

Hc had our noxt ccnversaticn aeveral weeks artor the piloting
tcachors hllp”;tin mob«with the dopartment or education conaultants.'if

Hnrilyn's fruatration with tho piloting toachcrs' mcctings was mcre

f:intdnac d her disappointmont in tho proJect wts ovidont.

’415;1 rind it llmost intolerable‘ ; I'm ao tired by that point
L (noon) and uaunlly angry. : : Sl ,

‘ff"xjvrind itbdxtrcmcly fruatrating and I think very, ery . S
lictlo hll b.on cocompliahed tor the amount or time, energy .»L;;}[»g*




L lnd textilee.hei‘}}:e@ fq-,,
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and monies that has been spent. And given that time, money
and ‘energies and given some proper direction, I think an
" awful lot could have been. achieved and is achievable, but
writing a few films, ' learning resources and guest speakers
'is not my idea of a good amount of results for all that
- energy.  And I think that's all that is going to be
»aohieved by the .whole experiment or. endeavour or whatever,
and it's Juet not enough tor me..

The pilotins ladiea...have been given a nqzigf"taek and

" they are doing that narrow task but had they“been given a
broader task, they would have worked equally hard and given
the right questions and allowed the right ‘scope. of those

_questions, they would have indeed been able to deal with an
awful lot of good * curriculum queetiona as oppoeed to

. .£1lling in the blanks about what film you show. To me it's
‘a .whole different 1level of thinking and they are not
allowing us to think and they are saying that this thinking
bhas already taken place ahead of time and we're not
supposed to do that kind of thinking and I don't buy that.
It nay or nay not have been done ahead of tine ‘

It's 1ike that in the teaohing field. There are perfectly

- decent ' teachers around who ‘allow a certain scope of

thinking in  their classes: who achieve that scope of

thinking and everybody is quite content and ‘happy as I

: think noet of the home economics teachers are in piloting

but that is. not to say that there is not a wealth of

knowledge that is still untapped and giving your kids *the

opportunity to try and deal with that kind of thinking tbat
vthey couldn't achieve thet as well. ' :

Ha?ilyn described hov ehe deale with her extreme rruetration.v

(It Juet isn't worth all this energy to: ne. I nean I can do

my ‘own thing without any of them. And 30 that's why: I'm

% ‘just wiped: out by noon, A lot of things can be ecconpliehed

. without them. And 80, - I ueuelly end up deciding ‘well,

’.alright, forget it you. guys. . SI'1 do exactly as I pleaae
vaend I will eooo-plieh exactly es I pleeee. And I will.

L Hhile Harilyn expreeeed extrene frnetretion with the ofticial
/
pilot projeot, ahe wle very enthuaieetic und excited ebout developing

end teeohing an experilental oouree the rollouing year in clothing

»,-
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wm-. cuupg 1t atriotly 'S looelly 1n1t1ated progru. o

lotuelly Jo-lnn (principel) ie as luch an 1net1¢etor'o£ the
,°*¢¢ eourse ee I e-.f_ It'e_Juet.ehnt we're doing a sood Job or

e
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working it out, agreeing~with each other, but she is very
keen on it because &he also recognizes the fact that
nothing is happening in clothing.

L )

 We're not proposing that this be the course. We just
thought that this is a way that we want to go, perhaps two
or three of us doing something would be of value. If they
(the courses) are all awful, we can reject them all, we
really . haven't lost a great deal because the. kids will
still have learned something whether we decide it's what
they should learn or not. =,

Given a totally new thing to attack, 1I'll héve lots of fun
. with it and I'1ll be keen to do it and I won't feel any kind
of past restrictive kinds of things.

) e Maybe we will indeed be able to look at this course and I
think that  at this point that that is all we are asking.
Just to re-examine the course. : .

Our final conversation occurred after thé’vend 'of' the first
- Senester and after. the last meeting: with the piloting teachers. It
yaa a meeting which reflected back on the e;perience in the piloting
‘pbojéot_ané on oubApEeVious éoniersations;, | |
- 'Marilyn described her reaction to the final meeting.

. I'm’ sure nothing happened differently the last’ time than
haa happened all along. I think it's a- farce and I think
R a gross waste of all our energies and I ocome away
every single time Juat absolutely hysterical almost because -
~it's just so awful. It takes me two or three daya before I
even unwind. Iou know, I sleep ‘with it and yet I come away
- also feeling ~ very,  very,  upset ~with myself. .
" because...because the way I do tbings. I cannot very often
. do .a good job of...like I think. I was - as responsible,
c?:probably more responsible than most people there for trying
- to make so-e changes and yet I cannot seem to do it ‘because -
_,I 3et S0 angry and .80.... I cannot seem to get that change = -
to “ocour and yet I think I am very. responaible for that
S change to, ocour because by and - large thay are all a group
Lol rollowera and they don't question very: much but I think
.f.givon .s0me - opportunitiea to consider, they - would. - I've
';alwaya ‘seen myself as being a little more.able to question - -
. and thereby at least take some kind of initiative in that
~ ‘kind of - conversation and there hopefully: by...but that
" didn't “happen ‘and that's my shortconings that: I find -
Yo' frustrating bccauae\i\ggn t'do’a very good Job of that some
; aﬁf'of the ‘time. v Y _ R

._.
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- 'Qifigainking’ that I have been too nueh or a complainer, too};i;:,

Nothing was acconpliehed absolutely nothing‘and the more
I'm aware of what happened, the more limiting I think it -
was. At the end when we realized that the foods people had o
never met, the clothing people had never met, there was no .
. . conversation about. currioulun. There was such a narrow,'
narrow emphasis that we were allowed to deal with and there
- were no openings at all td talk about what it was all
about. We were never allowed to talk about what kinds of
things we were coming up,with in the modern living stuff.

. We yweren't allowed to interact on Just a pure interactive
‘basis. It -wWas “always so structured and narrowly
structured. - If you ask only these queetions ‘you will only
get these’ answers and that was all that was wanted of us
and I found that obvioualy just totally unacceptable to my
way of thinking. So uuoh Juat a total waste of tine.

It was like rubber atanping someone else's work and adding :
a filmstrip in and that's not what I think that group was
capable of...to me it'a juat a gross 1nsu1t.

: The rinal recomnendationa rron the modern living group were that

a course ahoulg consist of from three to ‘seven modules which would

mean a conaidereble alteration from the proposed five nodulea or

tw 'ty-five hours. Harilyn believed however that the‘ conclusionl

i- in the group wouldpnot be aecepted.
o ali sort of came “to bhis general concluaion.

_ﬁue uorked together actually as a group and 1f anything...it
;}uas reelly quite a caaua;,kind ofcve. L

ro I'm sure 1t won't even, I'm sure it will never graoe...the
- *.books will never see what kinds of thinga we aaid and yet -
" that was really the general feeling of us all and: I ~think s
Fwe thought it would be very workable. , e

Marilyn related her experience to how she views heraelt 1n

i ! relation to her proreasion..e'; f,e5; :”"f”‘feh

e@fI think 1£~anything 1t has totally reinroroed my feeling,e'

J'n}the groub. f,;fﬁﬁ”

?epﬂore than anything 1t haa reinforoed what I be'ieve 1n andﬂ““

9 vhat T valus, - For a long time now in-my. old age if I oanﬁjf‘»:

that I en ‘not ‘a home eceb in that. eenae‘and‘I have. always;e,lf
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:47]call it that, I-have tried ‘and I think I have nellowed into‘bf::fﬁ'. |



much of~\a negative, too much of a cynic about all these
sorts of processes and I have mellowed and I have tried to
give what I consider some of these bureaucratic structure
kinds of things -~ an opportunity and this was the final
opportunity. As far as trying to do something that I
thought - was sort of very group like and...it was just a

very bad mistake. I will not do it again because I cannot’ =

function in those sorts of groups. Nor can I contribute or
bring anything and I believe truly that no one up there is
interested in what education is all about which is what I
cynically thought all along, - and that they don't really
want to find out, don't really want to...they perceive the
world very differently than I do.

-

Marilyn compared the approach to curriculum she experience

heh own classroom ideals.

to

It's 1like limiting a child's growth. You can teach in a
way that you sit down, I tell ybu, you write down, you give
it back to me. That is teaching in a sense. They may not
have really discovered :or grown a thing, whereas if

. sometimes you "just sometimes allow them to consider the

things, they will indeed come up with some answers and they
are going to be far more profound and far more meaningful
than anything you could ever sort of have given to them.
The same sort of thing happens in curriculum. When ‘you
yourself "have worked through it and have come up with it
and have kind of evolved, I think you have . a meaningful
curriculum and a meaningful education thing, but that.isn't
happening. I don't know if it's just a problem of home
economics, certainly it's much:more so in home economics
than in any other field but....

me" and a "feeling of total inadequacy on my part"" it "has not

been a negative"

The piloting« sort of keyed me. up  again. to deal ‘with

curriculum more-so- than I have been for a few years. I was
fairly stagnant, i~ ‘that's the correct word, in doing much

.and sort of carrylng on much as I had when I 1nitially

started. It's been :super in making me re-look at a lot of,

"not all but. certainly on a broad scale, two of the areas I

with

"Although Hax‘ilyn described'the process as heing a "mind boggler .

teach and that's really good. I spent.an enormous. amount
of time thinking and interacting- about . “home econOmics.‘

';process.v I think some good things have been happening.

Marilyn reﬁlected on the good things she believed were happening

e curricuIUm. " 'There's -been some good conversation that I've -
~had with some people and some good thoughts about the whole
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in the informal pilot of the clothing and textiles project.

It was a small group we were working with, eight or nine
usually, which is a very workable group. Afterwards I
tried to analyze why things were happening there...they are

all kind of our age. I found that interesting and I think-

there 1is something to that. I think you have to go a
certain’ way to come up with those sorts of things. We're
all there knowing that we didn't have anything in it for

~ourselves. There isn't any ego at stake, we are just truly

interested in doing a better job of this area because we
all thought there was some lacking in the area. Nobody had
a course in mind but we all knew thére was some trouble and
let's deal with some of those troubles. I don't think any
of us knew where it was going to lead but we all knew that
something had to happen. There was always an agenda but we

were allowed to work through the steps and they took a

large portion of time sometimes. I don't think it's
actually going to die. : -

I have found those meetings very positive and very helpful
and good -fun.

- She believed the official curriculum pilot had stimulated a

of energy and interest in curriculumu

You nave to. say that that is because of ‘the piloting
because if it wasn't for the piloting, we in the separate
and . public boards wouldn't have been meeting together to
‘discuss curriculum because piloting has obviously initiated
a lot of conversation. It hasn't been a loss for me in the
sense that I am going to be doing something. We'll see
where it goes and where it leads and maybe some “other
things will happen too. It's always hard to know what the

 spinoffs are of these things and sometimes the spinoffs

don't show right away

A

1 have found these sessions (our conversations) part of the

-same thing.  There. have been three predominant things I
‘have done...the piloting, ‘these sessions .and the: joint

sessions. The whole combination has made me.deal a: lot
more .with curriculum, - I don't think it has altered my
values very much but it has certainly got one doing things

again or considering things again or trying things again.

and that is certainly very positive.

What have we done in these sessions?

g Just discussing currioulum.' It's Just another 1ittle tool
to keep me’ thinking about curriculum all the ‘time.’ There

is- hardly a ‘month goes by that something in ourriculum

lot.

;hasn't happened that you have to go and consider whatever f
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it was to consider and that's good. You know, that's
really good. '

We considered change and how much she was affected personally by
the project that she might change her teaching.

1 thin¥ it's perfectly reasonable. Like, how much do we
change? How much do we as a ...I guess it's self-
preservation when you reinforce what you believe in.

How do we get better programs?

How is our thinking affected? 3
By a personal level. Not how we see what we do but...it's
not so much what we teach as how we go about that kind of
process. I'm as guilty as anybody.

I have been an experiential kind, of learner and a believepr
of that for a lot of years now.and that hasn't altered.
That was because of happeningd ‘that happened to me and my
life and that doesn't say a thing. That doesn't mean that
I do that all of the time or enough of the time.

I think that believing something and being able to do
something about that are not always the same thing and
sometimes it requires energy...but for sure if we go on an
experiential kick, it costs a lot of money. You know when
we give a persbnalized education service to somebody, that
means an enormous amount of money because time is money,
people are money. I mean, money comes to be the very

crucial essence of it all and sometimes you can do that e
without money depending on your kind of energy levels and /3; :
stuff but our curriculum does not lend itself to that sort G

of very, very special kind of education. You know we talk .
about class size, I think it is very, very crucial. How B

can you have kindergartens with thirty five year olds and
~expect to accomplish anything worthwhile for  those five
year olds. Classes of forty-five in a social seﬁjﬁes 10, I
mean it gets down to talking...the conversations-have to
take so many wide dimensions, there's curriculum and then
there is reality. You know, I think it's so hard to...blue
sky dreaming is really positive and I think that I am
certainly capable of a lot of that but actually sometimes

doing that....

So you are saying that situational factors limit very much your

blue sky dreaming, in other words numbers of kids, that sort of
T %

[oe

thing?

' |
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But maybe that's not right either, maybe it's a cop-out to
make you think that you can't do it. Like why do I believe
one thing and do very much the norm in some cases, 1like, I
don't know. And maybe we have to deal with, maybe 1it's
good that most of the world deals with curricula in a very
systematic, 1like these thirty or thirty-five bodies sit
there and I do it to you and....

Why would that be good?
Because maybe there is no opportunity...lldon't know.
Marilyn described a recent conversation witg her colleague who
has been, as she states "the mover in my curriculum thinking".

We gbt to talking about kindergarten classes and he said he
was going to use the example of a kindergarten claSs and
right from day one these kids are taught that they are not
to make a decision, that they are not to question anything
that they are socialized into a very specialized stream of
things and he is of course tbtally of the wrong way of
thinking and he says that somewhere we have to take a stand
and we all, as individuals, we have to say that this is not
good enough and we have to all do our thing as little or as
big as we can to alter that because he says we are all
responsible for the Clifford Olsons of the world. They
were in your class or my class or someone's class. Why did
that happen? We are all responSible, personally not as a
mass but personally for those kinds of people and those
kinds of behaviours and we are all responsible for everyone-
of these robots we have sitting around in our c¢lassrooms
and 1it's not good enough to say 'but I don't know what to
- do about it. The classes are too big'. He says, 'You do
something about it if you believe that that is wrong'.
Taking that kind of stancé, how many of us are adequate?
It's Just migd boggling. I don't do anything. I don't.
I'm very guilty of telling kids you do this, you do that,
and you do it now and don't....Like I don't know where to ‘
go with that. Like, believing is one thing and I think I .
am a good believer and I have my beliefs well thought out '
and I can articulate those beliefs but maybe I am 99% of
the time no different than all those other people that I
put into that other category who I don't even think are
thinkers about the subject. So it doesn't help. I always
‘think it's an exercise in feeling inadequate, 1like how on
earth do you move these mountains? .

And there are mountains to be moved. Great big mountains
to be moved and I'm not doing anything about moving those
mountains, And to be a good enough teacher in this man's
eyes and I buy it. I buy it always. You have to do
something. And if you don't do anything, you are as guilty
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‘project, she might once again become more interested and enthusiastic

as the people who don't even know that they're doing
nothing.

I think there is such a great need for people like him
because he truly does make you stand up and say 'What the
hell are you doing?' 'Well, I'm not doing anything, dear.'
'Why are you not doing anything.' \

It comes down to ultimately who you are. Are you who you
think you are or what you do? Are you what I see or are
you what you see? Am I the teacher that I think I am or
the teacher that it appears I am? That makes no sense at
all? ' '

I see myself as being a critical thinker.‘ I see myself as™

being a questionning sort of teacher. I see myself as
being able to .do experiential kinds of things with my
students, but am I? I'm not asking that of you nor am I
asking anyone else but I'm saying - who are we in the

sense of if you don't do these things are they real? Likq\

if you do not actually yourself take that one step to move
that mountain...?

"And I think at the end of your life a composite of what

you've done is what you are, not what you thought you were.
Not what you've thought you've done but what you have done.

2 Work for education people

Donna hoped that through participating in the curriculum pilot

about her teaching and that this would transfer to her students.

I find that the longer I teach and the more classes at
junior level I teach, the less I learn myself and the more
boring it becomes to me and you almost feel like you put
your mind in neutral and you can handle it all in memory.
You don't really have to be there in mind. You can do it
all without alot of preparation or without alot of thought.

So basically it was a way of making myself interested in ‘

the curriculum again or interested in what I was doing in
the Junior»grades. -

I thoﬁght if I started with the\ new curriculum, if there
are some new either ways of ooking at ‘things or new
materials that work well, or new areas to teach, then I

¥
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would become interestéd again in grade ten, because a good
part of .my teaching day is spent with grade ten.

Donna was selected for piloting the food science 10 curriculun

revision. She and her co-worker had developed the program they were

teaching with their students and had attempted to standardize it

somewhat within the department so students had a common background.
c

After teaching and modifying their programs for four years she felt

very confident that it was a good program.

You are sure that it covers everything that your students
need to have and you sort of worked everything into it and
you have taken all the wrinkles out of it, to you that's
the ©best program going and so you are continuously
surprised when you go to another school and see them . doing
something totally different and still meeting the needs of
their students. So, I'm working with sort of 'a bias,
knowing at the same time that I have to control the bias so
that I can follow the new curriculum as closely as
possible, otherwise I cannot critique it.

Donna was sonewhat cynical about the direction of the curriculum
revision in moving into a modular format.

I've never really been that interested in educational
philosophy. In the years that I have been teaching, I've
noticed that whatever basically the United States has done,
we do, whether or not it's failed in the states. I worked
through the era of open classrooms and it had already
failed pretty well in the states.... .We all pretty well
knew it was failing in the states and yet we were still
building open classrooms. ' .
So far as educational philosophy, there is a real loss of
faith. I really think that most people who are developing
their educational philosophy should get back into the
classroom and learn about the real world as it's happening
and not Just blindly follow some theory that hasn't
been...without any real practical knowledse about How that
theory is going to work. I think a lot of curriculum
planning and alot of educational ‘philosophy simply haa
neVer looked at what's happening 1n the clasaroou. . _

" Donna's 1loss of faith in educational philogophy relates to her

own eipehionces in undergraduate education. She = began ‘teaching,
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feeling,

$

was

Totally unprepared for teaching as it was when you came out

of university. For all the year that you spent there, you

might as well have forgot it when you actually got into the

classroom situation. : s :
- i

When you are totally unprepared and you spend so much time

getting yourself organized and totally at a loss as a new

teacher, that by the time you start thinking about

educational philosophy, you are five years out in the

field. And then you have come to the realization that all .-

that fine philosophy didn't help you one single bit and so
you are cynical about it. ~ ‘

‘It's so strange because teachers who are doing the teaching

at the Wniversity, a great number of them were classroom
teachers at some point.... So those people who you thought
would be best prepared to teach a class of 'students and
make the first years of experience in the schools. a better
one are so far along the line now that they don't even
remember what the experience was like or how to combat it
or how to prepare teachers for it and so most of that
preparation is done in the school. .

During the sqpond meeting with the piloting teachers, when there

e

opportunity to discuss problems, Donna was particularly

questioning of the idea or expectation of implementation.

I talked to a 'number of people afterwards because I
thought...I - was being too vocal and that maybe I should be
quiet...and let things fall as they may.... :

All those people said...'Oh, no, you are expressing exactly
what I feel'. :

Concerned with the idea that given there are so0 many
questions that -the teachers had about the module and why
the twenty-five hour module, I had the feeling that if
there wasn't some reaction to it, those questions and some
solving of those problems that we were going to have the
same problem with this curriculum as the last. People
would - look through it and then do their own thing and they
wouldn't worry about twenty-five hour modules. .

The only thing that is going to do it in the end is if the .

twenty-five hour module is Set up so that it is realistic

‘and useful and“thenvpeople,will,set,;heir programs up that
way. That is alot of work for us all to change our

' programs to set it up that way. There has got to be some
incentive that makes you want to do it and if your' answer
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broposed in the curriculun reviaion and the bias that each 'of the

is only going to be because the education system thinks

that twenty-five hour modules are great, who's going to do
the work? Nobody. So first of all, you got to. have some
real reason as to why this is ‘good.

I thought that alot of the quegtions being raised were ones
that we can solve by re-structuring some of the curriculum.
Yet I didn't get the idea from the people who have been
working on the curriculum that they really wanted much re-
structuring. I think that's a problem we have to face in
that we all think that our courses are really well set up
and they are reacting to the needs of the students where we
are working and all of our programs are different. . Yet,
the people who have done the curriculum also think that
they have set up an almost perfect curriculum, ~ But they
set it up from what they were doing in the classroom and
from queationnaires coming in from over the province. But
each of us is'bringing a bias.. The currieulum people have
a bias as well because it's their baby and we are wanting
to change their baby and we are criticizing their baby.

The people at the meeting were really anxious that all the
work they were doing would show up in the final curriculum,
that all the searching for resources, all the background
materials, all the suggested activities or a good selection

of them would show up in . the actual ‘eurriculum and we

didn't get that reassurance.

I don't think that. they (department of education) thought

. it was going to be that big of a problem, the kind of bias

that we were all bringing and it is a big problen....

Donna - belieg;d some conpromise ‘was necessary between what ‘was -

»

piloting teachera brought to the taak.

e

Thoy hnve to decide what is important first ;nd, I think
that was done by survey basioally _

It comes through in bitn and pieces...looking at it,. I

don't agree with it.

I went away rather dissatistied with how the questions vere
answered, I guess. I would like to have been  reassured
- that yes, all the work you do is. going to change this and I
:didn't get that reassurance. -

I think noat home ooonomica teachers...unleas you catch a
brand new class and send them out armed with the curriculum.
as it is\now rather than the curriculum as we have been
used - ‘to Jorking with ;t, you won't get a total change.

* -
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Because we are simply going to continue to do it the way we :
. think' works best. And if that-isn't reflected - in the
- ourrictulum, ‘then we will say  the. curriculum 1s very
,interesting but 4#here it sits.
I'm hoping that there will be a compromise but;..I'm,hoping
that whatever the compromise worfks out to be that it's one
. that people will actually use and it's one that students
will become more and more interested 1n taking
L Hhat 1s being taught right now is valuable but I am hoping
‘that we can reach a greater number of students.
For Donna, the meetings witb other piloting teachers were helpful
" and stimulating. * : _ . ///
| ' | N

I  just find it incredibly useful. I really wish we could:
ge together with teachers from all over the province in
workshopa like that on a continual basis. :

vI go to my conventions and so on and I don't really go to
listen to the speakers. I go to talk to other people about
what they are doing in the classroom. I go to get ideas on B \
resources that they have found that I haven't and that I

have found and they haven't. We swap ‘ideas and really a

convention becomes a great sort of visitation and workshop

among all the people I know and meet. .

/4

It's the informal, the aturr that's really, really valuable
and while ‘the topic. may be  interesting it may be
enlightening, they only» serve as a basis to start a
' donversation, to go further on or in another direction.
For that reason I really, really found our seQOnd_'meetlng
very valuable.... . ' : ' S o

‘Although we may not be doing it exactly according to .
department plans, we are each changing our. own viewpoint on . -
how. things should be taught and whats important to  teach ..
and wunt isn't. I -imagine you will see a great change in -
all :of the. people that are there ‘and when they go back to

'the claasroon, that change will reuain. o

. ‘ o
ZDonna'bolieved that a curriculun documentlserved a purpose’ for

toaohers at a particular phaae in thoiv own development.

‘I find that the curriculun is a v:luable tooLo espeoially'
" for beginning. teachers because it is hard to decide on your o
-own what information is important and what isn't uatil you = o
. get to know the atudents a - lot better and gat to know their _ ' : -
" background ~move. But ‘to sit down with the background o
- knowledge in yourselr ‘but " not sure _what ‘the  kids' - L



background is and try to fit all the. things that you think
are  important - into a course for them is really difficult

" unless you have a curriculum to look through and to look at

what skill levels are suggested at which grades and so on.

. I think it should be. taken as a guide because as you gain

more experience you may find that your particular group of
,students need to have more emphasis in one module than in

another.
The idea however of a twenty-five hour modularized ‘pragram

imposed limitations which Donna resented.

I still am finding myself to resent it because - in the
actual sense I'm the one who is in the classroom, that can

"~ see what the kids are needing, what they’are appreciating
. and to go by theé set formula and say that we will do this
for twenty-five hours and if I have to stop in mid--

sentence, that's all the tine we've got and that's it. I

: obJect to- that.,

«

It's a useful experience to bave a new curriculum and to go

. back to the curriculum and compare my program with what I'm

supposed to be teaching and I think that is really valuable

.no matter how long you've been teaching because you tend to

shift to your own emphasis and eventually you may shift far

enough away .that when.you go back you may find that there

‘is a whole section that you haven't been teaching.

.A curriculum guide-however, can bevuserul'even,to an expenienced

teacher. A | | - igtr_ | d .

._Donna's decisions of what and hcw to teach depended on numerous

tactors‘

’”guide.

tnat-were not re:lected'in any centrally planned . curriculum

’

_;'If I wasn't doing the new currieulun, I'héVe a set of
- individualized ‘programs and we can Just move through ‘them

o ‘It depends a 1ot on really mundane things like time or the '
.. year. v -

“at a steady pace and I inject the special things. from here

- and there and thet'e how I get. my own' 1ntereat...'cause I

BT T

-can

do difrerent thipgs with different classes.,l ‘

Our next conversation was after the third neeting or the piloting

teachers.

It was:near semester end, neaning that the pilot project

waa coming to an end and Donna had almost completed the piloting or

ES
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the food science 10 course.

. I am still not convinced that twenty-five hour modules mean

into twenty-five hour  time blocks may Iead to other undesirable

anything in particular. I think that whoever thought it
up, their ideas are sweeping the education field Jjust. like
the ideas of open air classrooms. = We always follow
something that someone else.decides and make ourselves fit
the mould. Ten years down the line we will have all sorts
of curriculum set into twenty-five hour modules and people
will decide that that really wasn't what they wanted and
they'll revise' the curriculum again. It's work for
education people basically. L

Donna also belleved that the attempt to modularize the course

changes.

&«

uhy the twanty-tive hour nodule format was being” adopted and if their

» 1nput will alter the revision at all, they were given no anawers‘

. f:{'rh. real problon is the twenty-rive bours. We keep coming - .
. back to that but it is the problem we are not going to y

What they will do iS set it up in twenty-five hour modules
"and then the next step is to say well,  then we can teach a
four credit or a three credit, so in fact we are helping

them " towards an end that we do not think is neeessarily :

good.

We are‘ wondering where...why the module thing is so

‘.1mportant and where it's going and why it's being = pushed.

That's the only answer that we can come up with, that in
fact they are pushing it because it will be more convenient

for administrators to be able to cut down the program and

'say 'well, we can't fit a five credit program in lere,

we'll offer it.as a three credit and you won't require as

mich - funding and you can maybe teach law or “German or

’ whatever else.*

'Thorc doea not seen to be a viable argument for twenty-rive“

. bour modulés in food science unlesg it is going to be an
administrative tool and it is not inecessarily going to
_1-provt our progra- from what we've/aoen to date.

Donna relt that although the piloting teaohers continued to

'wo've ~not.been answered on either of those points and they
%huve co-a up. over and over again. - : o _

| 7‘ab10 to change and 80 we are all having problens workins

-with it.‘ -

136
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The questionnaires are a very sterile way of having people
“write down problems because no matter how the questions are

_ phrased they are not phrased from the angle of the person
who knows what's going on in the classrcom. It's difficult
‘to answer -a queationnaire 1ike that and" atill give real
answers.

Donna could understand the resistance;tO»chahge énd believed that
~for good curriculum devglopmgnt the people who developed ‘the

oo
revisions should also be piloting or at least sitting in on the

-

discussions. : . ,4 | . ) o

Ir I created what I thought was.a very good curriculum, I
would be extremely resistant to change and if you are not
sitting in and -listening to all the problems that are
happening, maybe you'll never find real reason to change
because problems can be...little check: marks on paper can’
be dismissed without....

We hope our thing gets together with their thing eventually
but we have no promise that we will be errectivea‘..

I would like to get some background as to why they were set
up into ‘hese particular groups and how they arranged that

"~ so many hours were to be spent on this, this and this, and
where they put the emphasis because there must have .been
‘some in order to cover that anount of material in twenty-
five hours. . And so that's the kind of thing that we are
missing, is some kind of justification for what they  have °

_ done - and how they sort of intended it to be done. We are .
sort of left without that and are doing all our own
planning. We are having problems and if they weren't
problems that were foreseen they can roresee them now for
the rest: of the province.v . -

!ou -see I think the people who wrote the curriculum ah001d

~ "be ‘there and hearing the discussion all:of the time and

. because - they aren't, we sort of feel that " discuasing it

among ourselves is fine, you can get a clearer idea of what

exactly the problens are but where is it going to g0 . from
there? : Are we going to be able to re-write it the vay we- :
feel it should be done? o : . '

- I think wa will give our ideas and they will be right and ‘
-we'll look at it again and say: well, - they haven't reallyg;s :
" solved the problems that we've seen because they weren't
- really .working with it andso I. simply will not be using
, gpat‘ I will do. ahat I think ahould ‘have come out of - the.
. eurriculum and I'm sure that'a going to happen with each of
us and it's too bad L .



-However, Donna's éxperience was not all negative for she did feel
she gained personally from participating in the piloting project.

Whether or not we are effective in changing the -
curriculum, -we have in fact done a lot of work already
ourselves. Over the next three years we would have had to
do that work anyway, no matter what kind of a curriculum
came in.

In the long run, when the dust settles, I will be teaching

essentially the same thing. I will have a lot of new

viewpoints that “I can put into it and maybe from a

different angle. I've already changed my nutrition unit
. almost completely.... . '

For Donna, a revised curriculum was quite apart from what
' ) Gt ' ’
teachers did in their classrooms. .

The fact that the curriculum hasn't been revised in five
years doesn't mean that the home economics teachers in the
province aren't up-toadate;//ﬂé have to be, we have to keep
our students interested.

In the classroom, thq courses have been revised and revised
acpprding to the changing needs of the population around.
‘We haven't been stagnant, we've been revising and revising.

LIR

‘A ourriculum is only a iay'éf oréanizing( information and
stipulating what's important and what's important changes
and home economics teachers change.

Would you participate in a pilot project again?

I think so. It was an awful lot of work but it was work
that I would have to do eventually when the  curriculum
comes on stream. Secondly, it was excellent opportunity to

~get to know teachers who were teaching in the same area

~ from all over the province. That has been good. '

My next conversation with ‘anng was roio'wing_ the final meeting
of the piloting"teaéhérs, after the end of the semester. Our
donversa€3onf centered on.her’beactioha to the curriéulum piloting

- process and her persona1'reaotiona'as one of the piloting teachers.
- One 1s$u§,ﬁh1qh'waa again diaoﬁaaed étrthe,finQI megtingfﬁas. why

'xmodulea”aﬁéuld_be uniformly twenty-five hours. The responsa provided
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by one senior department of education official was that modules in

psiot be twenty-five hours.  They are a guide to topics, the

"- for which may deviate from twenty-five hours.

L}

fhat's the traditional cop-out.

‘eust...a defense mechanism ror handling an obviously
‘»ve reaction. .

Iy do we need a department of education to tell us that?

by do we need to organize a curriculum around twenty-five

our modules to end up saying 'well, do what you think is
ost important for nost hours'.

F Given that he doesn't seem to really care about the twenty-
- five hour system no matter what else we've been told about
ﬁ*how the- departnent of education cares about ‘the twenty-five
- hour moduile system, nobody is going to worry about it, so
b what's the point about all the fuss? - It's foolishness. '

FI bave ultimately little or no faith in the upper
‘5 erarchy.

. The proceaa and expectationa or the teachers participating in the
in indicated the importance granted by the upper hierarchy and '

M‘: Donna became a negatiVe opinion of the department of"

- It seems that you are always expected to...the people who
are going to have the most valuable input are supposed to
do 80 .with the least amount of 'dollars ‘'spent on Iit.
Conversoly ‘the people who have the least input of all and-
will only ' rubber ;stamp it are the people that have - the
money at their disposal. But I guess that' similar to any
other bureaucracy baaically.

. The 1nportance placed on hone economics which could be a L
" very, very - ilportant sub ject field, the importance and '
therefore the funding ‘that is given: to it is determined by -
a person or group of persons who have ~no’' idea of the
concepts. that are being discussed. ~ They have a very bare
‘bones. concept of what's going.on in hone econonics and yet
_they are making a large number of . the decisions and in fact
they are not taking the. feedbagy rron the people who "are
1nvolved dipectly very serioualy.

:Hhen you call a section or ‘your. program lire skilla and you,f
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make it an elective...what student in thé school does.  not
require skills for living.

I am disappointed with the reaction to our .little group.
Get  them together and pat them on the head and say you are
doing a good job, don't expect any more money, don't expect
toggver see your ideas get anywhere really. We'll do what
we ¢an but we don't have much funds, we don't have much
. time for you but you are good people and we like to see
.women working hard and we know that you can do your <4hing

~on less fundsybecause home economists are always such great '
managers that we don't need to give you anymore funds

~ begause you are such terrific managers and keep up the good
"job and gee,” I have to go quickly before I have anymore
questions that I can't answer.

There were a number of tasks that they had ‘to get . &one.
They were not of great interest to all of us but they -were
required of them and so if we had more time perhaps more of
the tasks ‘that we would have liked to have seen get done
would have got done, there would have been time for, but
_when -you have requirements, the requirements of a pilot
project are these and then what you get done other than
that is great but essentially, you must have this, a, b, c,,
d, e, you must ‘fill in the papers the right way and that's
again bureaucracy, you know, they are not interested
much in what's produced but. how it's produced and is it on
‘the correct form.

Despite the chauvinisﬁ and bureaucratic attitudes which Donna
experienced . she did find positives in her experience, confirming
agaln that it wés a valuable and good experience for her.

We (Donna and co-worker) went into it feeling that we had a
pretty good program and we came out of it feeling that we

had a darn good program and ‘& fact we feel that we havev
one of the best programs in thg province. That's a very
‘definite pat on the back and that's not just an ego trip.
-Comparing your program to someone else's and seeing how it’ .
fills - -the needs of your. students, it does a lot for your
ego. I am a lot more positive about our program. =

- It's good to find out that you're not too far out in left
field., .

. - pf,
Everybody found‘it was Just great to spend a day away from
the - olassroom and .work on curriculum materials with people
who were as knowledgeable or more knowledgeable- -than
yourself. It's. just fantastic so that was a really good



It brought me into contact with a lot of really interesting
people with a lot of different- viewpoints. I will not say
that in the long run it has changed my style of teaching in
particular. i . .

It's the kind of opportunity that I think it would be good
to have every teacher in the province have from time to
time, sort of an inservice that's valuable and leads
- somewhere. : i
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4.2.3 Conversation and curriculum: A further retrospect

The teachers' perspective of curriculum is a situateq\as well as

a personalized pérSpective. Curriculum, as the history indicates, is
. ¢ .

named within the administrators' interest. To consider how teachers

miz\ claim curriculum as their own requires exploration of the

lihkages between the private-personalized elements and those of their

situation.

Teachers' lives, in school structures are bureaucratically
situatéd, and as described in the previéus Section, dominated by
male/patriarchal values. This bureaucracy poses as a counterpoint to
the ideology of the té;ching profession based on nurturing, caring
and 1ndividual opportunity and development. Within tﬁf concrete
situgtioh of the curriculum pilot project of this study, \curriculum
emerges as negotiated bélween the teacher and- the curriculum
administrator's view of curriculum.

Marilyn en?ered the curriculum pilot project believing that at
least two of the courses she taught, .modérn living and clothing and
textiles, neéded ré;ision. She hoped ghat_By participating in the
'4.projec£, this needed revision would be g%%mulated, that she would
also: be able to contribute ideas to the gﬁgﬁect which would advance
good curriculum and that she would géin professional recognition for
her pafticipation. " As in beginning any course or new project, h§pes
were high for new possibilit;gs, for some substantial dévelopments in
curricgluﬁ. There were hopes that some personal egerging ideas in

curriculum could advance and that there would be time for dialogue

with other teachers. Domna likewise entered the project hoping to be
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able to re-vitalize her teaching with new ideas or new approaches to

teaching.

"I believe in a nice, clean, tight structured course...."

"] find the curriculum is a valuable tool...."

"We like to have a guide."

The guide is 'other'. A guide, a plan which frees me from me,
which gives me over to you - guide.

nye like to have a guide.”

I like to ég according to my own thoughts, beliefs and wishes.

The students are gone. Quiet. I sit in my chair and the events
of the day ar; alive in my mind. Separated, gone. What was the
meaning of our together-ness today? - Where are they now? What did
they experience in the events of today? Exhausted, wondering.

I reach for the guide, the curriculum guide. I/thumb through,
reading lines, here and there - generalizations,} objectivés. Yes,
yes. No. Activities.

I don't agree.

Okay, 1t fits tHe recommendations.

Deéply, I am'unéasy, mixed, shaken, unsure.... I slump in my
chair. Feelings,; images, the summer winds...

Is that all there is? -
1s that all there is?
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If that's all there is my friend, let's keep on danéing.
let's bring out the booze and have a ball...
If that's all there is...
(Peggy Lee from "Is That All There Is?")

The refrain swells and drifts. |

I close it. There it is on the desk.

I rail against the guide. Who wrote this? What was the intent?
Whose ideas are these written then abandoned? Why are my answers not
there? The spark that will light the enthusiasm, coallesce the
thoughts that will captu;e‘the students toqorrow, reach out to them.
We might run, fly with our ideas.

I reach out. Turn pages. Set it aside.

It isn't there.

As I set it asidé, I am a little bit freed - disappointed, weary,
but a little bit freed. I lean in my chair, survey the room, quiet,
empty, but beneath the surface, bursting with action and energy.

Is that all there 1is?

‘

Both professions and bureaucracy belong to' the same
historical matrix: they consolidate in the early twentieth
century as distinct but nevertheless complementary modes of
. work organization.
. - (Larson, 1977, p. 199)

Magali Sarfatti Larson reminds us that the model of the
profession emerged during the era of competitive capitalism, an
expression of the ideal of the individual practitioner in a free
market of services. While we cliqg to the original ideals, for
professionals, pirticularly teachers today, life is as a sa}aried

specialist in a large, bureaucratic organization. . “Bureaucracy and



professionalism are two .sub-typea of a larger category - that of
rational administration® (Larson, 1977, p. 191). 'Larson-ciaims that
since the idea of the proressionalbpersiats despite the altered
societal-economic relations, it persists as ~an ideology which
inspires - collective and individual efforts and also mystifies and
obscures the real social structures and relations of society;

Hithié the eurbiculun pilot project, the curriculum as document
assumed a life of its own, beyond question. The teachérs served it,
as ultimate purpose. Both Harilyn and Donna exferienced their
participation as regulated and controlled, fragmented into p;nrorming
a function within the bureaucratic structure.and flow. Marilyn saw
her participation as part of a mpureaucratic exercise' in which

teachers were invited to enter one segment qf the ourriculun

revision. She found within the project little acceptance of her as a-’

complete teacher, little concern .ror her needs or interests in
developing as a teacher. Harilyn's'e;periénce vas what Beverly
Cunningham described as being 'thinged' in the project. With
curriculum taking on a life of its own, it poses,. disembodied from
the teacher, who is thingified in its service. Cunningham states
that teachers are oo.non(jﬁ'thinged' in curriculum guides, ‘projects

and theory: "They are implicitly defined as ident1¢al filter systems

through which knowledge paaaea unafrected by the filter itself"

(1979,' p.&).A The bureancratic approach to curriculun viewed the
teacher as an 'it', a 'thing', 2 31ven constant whose being was
denied in the project. Disembodied and ‘thinéified, the teacher
‘axperienced frustration and anger, difterehtiatingiherself ffoi‘the

ndueational bureaucrab, viewing the bureancrat as 'not me'.
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"I believe truly that no one up there is interested in  what
education is all about.”
"It's work for education people basically."

"I have ultimately little or no faith in the upper hierarchy."

The teachers' own classroom ideals defined learning and desirable
modes of relating with others. _In théirelationship between teachers

and Alberta Education officials in the project, ‘teachers desired an

LN

example of educationél leadership.

HarilynA'éOmpgred the educational approach expected of her as a
teacher with the relationship qbéroach she ’experienced ih the
projéct.

' It's like that in the teaching field. There are perfectly
decent teachers around who allow a certain scope of
thinking in their class, who achieve that scope of
thinking...but that is not to say that there is not a
wealth of knowledge that is still untapped and given your
kids the opportunity to try and deal with that kind of
thinking, that they couldn't achieve that as well.

Marilyn finds no recognition of her struggle to bring to -

realization thoughts and hopes about curriculum. At this

—

experiential level;' bureaucracy shows as bureaucratic, remote,

-

nanipuf%;dve, non-practical.
If&g curriculum model carries the hidden concept of teacher
as ‘implementor or facilitator or knowledge salesman, and
ignores the significant factors that make him (sic) a human
' being, then this one-dimensional concept of teacher is just
as dehumanizing and destructive as the narrow  term
tlearner' is to students. - § ‘
(Cunningham, 1979, p.6)

The curriculum pilot prodeetIror'Harilyn:*?athcr than becoming an

opcne'r} of ‘po.a‘aibility! eloaed off, cOntained and isolated her. She

oano‘ﬁo.foel alone, the communication, the support.netuork she hoped. -

A
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for was broken. It was her problem that she could not open
discussion, lead ideas in neu'directions.» While she felt she had

lots to offer in curriculun, the unwillingness to consider openinga
e

lef't her doubtlng herself and her abilities to work with others She

withdrew her energies from the project.

'Fprget it you guys. I will do as I please and aécomplish as I

please."

Individualisa hppears to be a central ideological proceas
' which runs across the whole social structure.... Its
essential effect is to produce the 'subjective illusion' by
which the individual believes he (sic) actsxas a free agent
in identifying with the political and ideological
structures of his society. Because actions, meanings and
words appear to emanate solely from his subjectivity, the
individual cannot grasp tHe shaping of his self by
ideology, nor the relations betweeén his free actions and
thoughts and the social “structure within which he 1is
inserted. The subjective illusion which can be seen as a
characteristic effect of all ideology is magnified by
bourgeois  individualism. Because every person can be
convinced that he or she is a free and responaible agent,
endowed with equal rights, individualisa appears as a
crucial mechanism by which the ideology of the ruling class
 becomes dominant - that is,  shared alike by the rulers and
the ruled and invested with the appearance of universality.

| (Larson, 1977, P 224)
As Larson points out, the belief in the free individual is one of

the central ideological elements in our present capitalist and social

milieu and one of the central 'boliofa of protosaiouals. The .

reinforcennnt of thia ideolosical ale-ent is nogotiatcd in the

ourriculul relltionahip between the teaohera and buroaucrats.

A1M7

For Marilyn, the process further confirmed her own individuality,'

she was fngt a !hd-e océr' '~ She felt . Sepuratéd, distruatful and

‘unlike the o@he:#. She saw hersalr aa a leader, as a critical‘

‘thinker, hdwevqb, her 1nability to open co-unication on thia level

>Ry,
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led her to see the other teachers as not like her.-

3

An alternate dimension of this individualism, is the experience
of self-affirmation. Both Donna and Marilyn féund within the project
a source of self-affirmation.

I think it's perfectly reasonable. Liké how much do we
change.... I guess {t's selr-breservatiou when you
reinforce what you believe in.

. We went . into it (the project) feeling that we had a pretty

- good program and we came out of it feeling that we had a

darn good program and in fact we feel we have one of the
best programs in the province.

At -this point the relationship between teacher and- bureaucrat,
centering on curriculum appeared almost as a ritual. They = come
together, focused on curriculum, interact, negotiate and each
‘aeparate, re-confirming their identities. The teachers‘sp-cogrirﬁ
their.proreégional 1de;iogy in their anti-bureaucratic stance. They
(the other, the bureaucrat) doesn't understand; doesn't care.

Science has created a world in which human beings first
manipulate nature (technology) and in order to do 3o,
" manipulate other human beings (bureaucracy). In contrast
to the world of community and society, what matters in the
new world is whether such manipulation works not whether it -
is approved by others. , ' '
(Hummel, 1977, p. 187)
The teachers return to their claasroo- reoling good about what

they. are doing and will continue to do ‘what they~ think best The

,adliniatrators proceed with their plan,, 1avish1ng-praiso on the~co~

‘oporating teachers while continuing to adninistor tho details of the '

" project.  The rault for poor curriculus will be with individual
‘dovinnt taachcrs who are non-proteasional, rigid, etc., ueeesaitating

more checka, inapections. 1naerv1cea, evaluations, etc.



4.3 SUMMARY ®

In the attempt to eiplore, the teachers' perspective of

curriculum, this chapter has included segments of the teachers'
convérsations and iuterpretative or sense-making refiedtiona ou these
conversations. Simply stated, thé questidna puruyad have been: Hou
and wha£ do teachéra decide to teach each day?  This exploration' of
currioulun defined as the teachers' perspective is a focua on
curriculum-in-action, a ‘conceptual nexus of meanins of the teacher—
participants in=tue study.

The teachers' perspective of curriculum can be uescribed as both
personal and situated. The: personal dimension is conatituted by a
. personal/private dinenaion whioh links with the fanily of origin and
 of preaent eonriguration and connects with our societal position in
teénn' of cluss‘and gender. A further pebsonal dimension can be

"

described as persona;/proféasional,' which connects the individual to

_the system of prpfpssional beliefs and the altering intersection of

these over time. The personal dimension iakgrounded in the bélieru,
'valuos and 1deala of the individual teacher. It is constituted by
tho dynamic relationship ‘between teacher, students -and subject

matter. A relationship which alters and guides both teachers and
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. ‘students, qa it 13 altered and guided.' Curriculun ds relationsh&p~ig___\

a medium in which is sought transcendenco, the eaaence of being,

hunan. Transcondenee as the constant struggle to knou ,  to

undorstiud : ia ‘tbe desirable elenent, which is tranaacted i the

_constant dialectic between “self and other ;in » relauonanip. x

o Relationahip 1n curriculun is further grounded in the toachar's



knowing\ef her self as knewer.»-‘ﬂer awareness of herself as knower,
the way she knows and enjoys learning is theﬁground oi which she
. constructs learhing for students. Through knowing herself, she comes
to know more of her students and of herself. |

Thelbpersonal dimension speaks also'of who we are as individuals

beyond the school situation. The personel becomes public, public
becomes personal. The distinction breaks down. How we see ourselves
in reletion to society and the pdssibilities we se:Kror ourselves 1is
the ground on yhioh transcendence is eeught. In this dimension
curriculum is grohnded 1h gender and class and our consciousness of
.the interseetions of gender and class with all other levels of our
‘being and knowins. This further connects to our profeasional belief
system and th:‘ extent to which its ideology grounds the personal
beliefs and ideala of teaching. -

As situated, the teaehers' perspective of curriculum is a
reactive stance. That is, it 1s a perspective formulated in a
situation defined by the ‘'other' - curriculum as named | by
administrators. Curriculum as situated connects to other factors
within the school system itself - relationship to other eouraes,
‘school expectations and oliunte, student expectationa. Beyond the

*school situation, curriculun/derivea fron the negotiated relationahip\
, between teecher and the educational bureaucrats who define and act in
‘ terna of curriculum. Currigplun thus is a dynamic perspective which

connects the pereonal dinenaion and its uulti-tacete with the multi-

faceted situational diuenaion all of which relate and change over

~ ‘This explohetion of curriculum reveals no definitive or easy

7 . . _ S
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answers. It rather reveals the dilemmas and intricacies of
A o

curriculum, the many threads whicp go off in all directions.- It

moves curriculum beyond the traditional undebetanding in ‘terms of
instrumental or technical action  (objectives, generalizations,
concepts) to an understanding in personal meaning and political

dimensions. ' ' B ¥

Michael Apple states that to search for understanding in the

fullest poeeib;e sense means "to pass from the psychologicél to .the

social, and from the social to the politico-economic and  then
dialectically 'back' to the individual®™ (Apple, 1978, p. 519).

The intent of the study has been to open and expand an
understanding of curriculum rather than to reduce and isolate. It is
an effort in accord with Philip Phenix's idea of extension:

Any entity is constituted by the set of relationships that
it has with all other entities. Thus pothing exists in
isolation, but always in relation. Reality is a single
interconnected whole, such that the complete description of
any entity would require the comprehension of every other
entity.
: (Phenix, 1975, p. 326)
Curriculum in the personal perspective of the teacher, opens and

goes beyond, what it seems at first. It is a nexus of relationships

" which we ceh_ only understand by pursuing the various ' threads of

relationship. Houever,' our understanding is never complete. It is

“always limited by our own linitatione to 3raep the wholeneee, but- it

rorever auaite.
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David Denton also speaks of the limitations we encounter in

bringing experience and neaning to words: : . - .

The language of teaching is siniler to the language of
1ove, in thet it 13 about an experience so holietic, 80
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2\ _
immediate and so close to us that we can't say what it is.

AN

(Denton, 1974, p. 107) lﬁ

Thus, as much as we can open, to bring to words the unSaida; the
takbﬁ4for-granteda, aand the silences, ge can hévér say 1&}'all.
Exberienée and meaning await for it cannop'all be said.

In the following chapter, the teachers' perspective of curriculum
yili‘.be connectled to the current theories of cufriculUu and
considered in terms of action: v Hhat doeﬁ it neaglfor téachbrs to

H r

claim curriculum éa their own?
. .



CHAPTER 5 g

SUMMARY, IMPLICATIONS AND REFLECTIONS
5.1 SUMMARY.

The purpoa; of this study has been to explore thg ‘teachers'

perspective of curriculum and the influences on this perspecﬁive.' It

'arose from concerns about the theory/practice relat:Zoaship, ‘eoncerns

M

that particular curriculum theorizing approaches, purporting to be

éligned [‘ith the teachera' interest, .wopld remain only ‘as theory
un;éss we were more familiar with concrete d;mensionsv in 'daily
situatidns'ror te;cbers. 'The intentvdr tﬁis‘study ﬁa; to explore and
to open to-discourse the teachers' perspective ot cdrricﬁlum' such
that we might come to knou more clearly what ‘this perapective is.

Tha conversations with the teachers in this atudy point to the
linitations of our traditional mode or curriculuu thought and action

concerneduwith objectives, generalizations, concepts, etc. The mode

in which our curriculu- vdocuments are written and ‘the beliér

underlyins this aotion holds that consensus is desirable and posaible
vand-that'action can be sepgra;ed tron thought. Teacherd' 'Eﬁwever,
are here revélled as thinkin& and acting subjccts, thought and action

being tiﬁ;giérn of the same ooin. Action 13 baaed on thought.‘ Our

-

“vdaily action in the claaaroon (curriculul) is connected to a networkx
of . beliers grounded in our undoratandins of our own. being and__
» knowing Tho teachers' perapectivo ot curriculun is baaed in the_ 

":relationahip or toachor to student and to subject nattor. Thg'

A

ir}atu¢qnt5 teacher and aubjoct natter,' each a pnrt of/the~”'

f‘aapect or this relationahip ia the interninsling and co-ing e



other.

Curriqulum in this personalized perspective is embodied in the
téachér. This embodiment, however, inqorporates no£ only‘professional
(classroom) action but also the personal/private consci;usnesé,
gender and class identified, a lived orientation in the world. In
;hié embodiﬁent, the personal ‘and public/prgfessionai dimensions are
one. Curriculum for the female'teache;s in this study was action
negotiated in relationship to their personal/family commitments. The
resolution' of th? conflicting and contradictory commitments to both
family and profegsion was'algo a part of curriculum, a factor in what
was done each day in the cla§§room. Finally curriculum was shown.as

" 8ituation, defined‘ and 'determined bi 'other', and negotiated in
relationship fo the bureaucratic~administrators'’ pefspective.‘ The
'other! perspec;ive, “however, as situation also sPapes consciousness
and must be claimed psychiéélly.and structpraily if ouf 'eu;;iculum
orientation is to be altered.

Curriculum as action of teachers with students can be unde;stood
wholiatically only as it moves beyond the ﬁraditional}instrum;htal
_mode. To understand and to improve curriculum action we must pccount
for the peraonal and political dimensions of the action. /’/

Structures and situations do not only exist out there. While we

can claim they exist 'out there',' structures and«situations are also

T,.
’ .

‘representative of, imprint upon, and form ourvconsciousness. It is'

»at this point that the personal is political, an. expression which has_

taken . on aubstantial meaning in feminist theory Feminist theory
Vreminds us that personal/social arrangements are a base of thé

pclitieal/public arrangements. Homen and other oppressed groups .

9.
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~maintain the 'polis' and thus occupy a position of potential

transformation on a broader social scale.
The democracy of the Athenian polis, to which the Western
world has always looked as its ideal, was made possible
only through the restricted domestic labours. the slaves
and wives of the Athenian property owners. Western freedom
and affluence depend on the domestication of women and the
exploitation of a low-paid labour base made up . of
: minorities and women as well as unlimited access to foreign:
sources of natural resources which are taken from the
ground without regard for the rights of the Earth or the .
people who live on the land.
: (Collins, 1982, p. 363) o

The 'polis' or political ideals on which our present society is

arranged is based on the idea of division - men from women, theory :

3 . ' 4

from practice, - dualities which plague our social and intellectual

©

lives today.
Male/female, minq/pody, ‘sub ject/object, l man/nature,
inner/outer, . white/black, - rational/irrational,

-~ edivilized/primitive...the left hand side of each equation

has. assumed a kind of right of ownership over the. right.

The relationship is one of owner to owned, oppressor to

oppressed rather than one of mutuality. : k
. (Collins, 1982 . 36&)

To claim curriculum will thus mean to claim, wholeness, thougnt
andhaction, mind ahd body, inner and outer, 'self and 'other'. For
teachers, claiming curriculum as situation requires a claiming not
only the part that is me, but also the part that is.'not me'

The teachers' perspective of curioulum poses as a subjective,

alternate position to the administrators‘ perspective described as

\

instrumental 1and technical. To claim an'alternate perspective can

also maintain dualities and divisiveness, leading to no. constructive

or progressive actions.‘, In the dynamic of the relationship with'

. 'other!', we need also to. risk in claiming our creation of the

relationship. Central to our thinking is the dialectic flow, a
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dialectic which can turn positive and liberational or negative and
divisive. Susan Griffin (1982) speaks of the 'intent' behind our
dialogue as what matters above all. She warns of losing self through
denial and projection.
I can be angry. I can hate. I can rage. But the moment 1
have defined another being as my enemy, I lose part of
myself, the complexity and subtlety of my vision. I begin
to exist in a closed system. When anything goes wrong, I
blame my enemy. Slowly all the power in my life begins to
be located outside, and my whole being is defined 1in
relation to this outside force, which becomes daily more
monstrous, more evil, more laden with all the qualities in
myself I no longer wish to own. The quality of my thought )
then is diminished. My imagination grows small. My self
seems meager. For my enemy has stolen all these.
(Griffin, 1982, p. 7)

In conversation, Marilyn articulated the sense of 4internalized
resistance to which Susan Griffin refers, a resistance not 'against
the 'other' but a resigstance deeply internal - the 'other' 4in me.
Marilyn had well thought out her educational beliefs  about
experiential education particularly, however, she did not always, nor
even often enéugh act upon them. It bothered her that she did not,
could not, do more. Her ideals she saw as "blue-sky dreaming" and
ner reflection on her actions as "an exercise in feeling inadequate”.
A form of counter-resistance operates within eath being that clings
to security and old patperns which is enhanced by resistance on the
concrete level. Curriculum development and personal transformation

oz :

- will come through altering the concrete, strdctural' limitations,

personal consciousness and the spiritual will whieh wunites both

levels. ©

The journey into self has no known end, but once you have
been faithful to it for a while you are sustained in your
efforts at social action by your whole being yhich refuses



to shrink to fit the mechanical structures of rundown and
senile institutions. This refusal is no longer a negation
but a joyful affirmation, a "Here I stand and can do no
other™. Then social action, the creation of culture, 1is no
longer intelilectual analyses and preaching. It 1is the
language of our total body, a new poetic wisdom emerging
out of a continuous integration of rational and non-
rational rather than a projection coming out of fear.
(Little?ord, 1981, p. 215)
Curriculum development will occur as duaiities are overcome, when
teachers can claim themselves as both thinkers and doers, when a
) N
profound sense of human mutuality can enter relationships between
students and teachers, teachers and curriculum workers.

Overcoming the structural maintenance of these dualities 1is a

curriculum concern. Curriculum developm&ﬁf will progress as

individual teachers develop their own personal consciousness of

themselves and their relationship to society, to the elements which
maintain oppression and are produced and ‘eproduced in school

settings in male/female, teacher/administrator and student/teacher

relationships.
Dynamic and inspired curriculum requires dynamic and inspired
teachers whose lives are authentic, autonomous and committed.

Madeleine Grumet states:

We have burdened- the teaching profession  with
contradictions and betrayals that have alienated teachers
from their own experiences, from their bodies, their
memories, their dreams, from each other, from children, and
from their sisters who are mothers to those children.

Alienated from self and helpless to change their own class
status through their work, female teachers may be the least
equipped persons 1in our society to bridge the distance
between achievement and social status.

(Grumet, 1981, p.182)

The current Cfeminist movement is individually transforming

L]

«
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women's ‘lives, family roles are changing and the heightened
consciousness of female teaogers offers a powerful potential for
transforming curriculum. Challenged tg‘yéid students in the
transcendence of the present situation, female teachers have
increasingly their own experiential base in a liberational process on
which tq draw. At the same time this potential reinforces the
importance of gender awareness in education, of encouraging teachers'
awareness of their own oppression.

Those who participate in this process of liberating the

individual cannot do so un%ess they themselves are also 'in

process’'. ) i
(Mitrano, 1981, p. 63)

The conversations with teachers in this study pointed to the
centrality of gender in their lives and the struggles they were
having in living their lives with some sense of autonomy. For both
Marilyn and Donna, the double commit?ents to their cageer and family

were central. Their marriages and children combined with the social

) expectation of the home and family as women's' sphere of

responsibility, doubly burdened them with demands on their physical

and emotional energies. These double demands in both incidences
resulted in their seeking their major satisfaction within .their
families. - The commitments to careers were limited. (éérilyn for the
time being,  ceased applying for other positions within the education
system. Donna was considering teaéhing parttime, possibly having

children, and stated that school would receive less and less of her.
- ] .

Michael Apple (1982’ described teachers! oppression as a process.

of 'proletarianization?, two aspects of which are the increase in

\ | ‘
teacher-proof materialé and general intensification in the  work

7
»
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place. The' centralized planning and control of curficulum,
separating conceptualization from action in curriculum has led to an
interest in teacher-proof materials. Units are packaged, complete
with step-by-step instructions so that any teacher can use them.
This is an extreme example of thought separated frpm action. The
second é}?ect of proletarianization is intensifiéation. Oncg} the
teacher 1is de-skilled, she relies on outside experts to guide her
daily actions, partly through reliance on teacher-proof materiali:
This requires a constant need to re-learn skills and the time to
'keep up' in the field. Donna described the experience of
intensification in the hours and hours of time spent in evaluatiné,
completing rorms-énd administrative tasks whiqh was not time devoted
to the more enjoyable aspects of teaching, all contributing to her
'professional burn-out'. Proletarianization of teaching results 1n
teachers having less and less control ovér their own labour.

Apple (1982) claims the class location of teachers is a
contradictor; position simultgneously begzeen management and labour,
the petit bourgeois aqd the working class. That is, teachers' labour
involves aspects of both management and working class labour. Women,
prevented by family commitments, are less likely to aspire to the
petit bourgeois positions in educationVAnd are fhus more commonly
identified as proletariat in the educational system.

The general experience of intensification in teaching and the

conflicting commitments to career and family for female teachers

creates a general intensification in, their life with the result that

less energy and time is left for interaction with other teachers in

the school, informally, socially, and'in professional orggnizations ‘
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and acéivities. The result is an isolation of individual teachers
and the affirming of the individualistic professioﬂal ideology.

While the situation of the teachers in this study can be
describéd as oppressive along these various dimensions, there were
also elements of resistance to these Qppressive aspecﬁs and certain

o

incidences and atéempts to penetrate the opprﬁssivenéss and take
control of the situation directly. The _central nature of the
relationship between the'teaéhers and the Alberta Educatioﬁ officials
was resistance. The' teachers resisted the domination Dby thé
officials in the project, tu;ning the resistance into an affirmation
of themselves and their view of and action in curriculum. The
resistance had the effect of maintaining a separation between
teachers and administrators, and theory and pfactice, whicﬁ resulted
in the reproduction of the social and intellectual arrangemenis.
However, within the resistances there were penetrations, openings
Vyhich can lead to the teacher asserting her perspective of
"j?;urriculum. The contact with other teachers which the curriculum
project provided was an opening to collective action which Both Donna
and Marilyn found valuable. |

Dissatisfaction with the structural limitations of one's

work and the social uses of one's productive activity need

not remain a private crises of conscience. The passage

from purely personal problems to a collective evaluation of

their causes begins to merge the personal and political.

. ' ‘ (Larson, 1977, p. 243)

The interaction of the teachers in the'project was an experience
in countering the isolation and individualism of daily teaching.
Beyond the participation in the pilot project, Harilyd became

involved 1in the informal curriculum pilot project. With no fixed



agenda nor vested interests, it provided a means for teachgrs to
conduct a "collective evaluation" of their concerns with curriculum
in clothing and textiles and a penetration of tﬁg dominant mode of
curriculum action.
The smallest discrete unit which acts as the basis for
cultural penetration is the informal group.

‘ (Willis, 1977, p. 123)

The dialogue; the "working through things®, and collaboration
which the informal pilot prﬁject ‘provided rgsulted in Marilyn's
developing an experimental course which she taught the—jyollowing
year. ‘ |

A closer speculation on the resistances and partial penetrations
which the teachers show can suggest ways.in which we _ma& enhance
curriculum transformation.

It is within the oppressive elements of the situation, creating

intense contradictions within individuals, that progressive elements -

are contained. The ' teachers' being female contain = these
vsimultaneous;y oppressive and potentially powerful elements. Women

are loosely identified with their career. As the proletariatvor the
. : 4 .

teaching profession, they are freer to be critieal and challenging of

.y‘e'

it.ﬂf Houan's expectations of career are opposed to those of men, who
as aspiring petit bourgeois are less likely to challenge the status

quo.

The expectation of career .is 'é powebful factor of
conformity with the existing social order and a source or

basic conservatism, S

(Larson, 1977, p. 229)

Women are currently situated at a time in which their identity

may be based primarily in the family and yet,“ remaining 4n_ ‘the
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teaching profession they are seeking an affirmation.of the female
experience in education and attempting to penetrate domination 6n
this lgvel'itself. The feminist movement has offered women a soéial
reflection of themselves contrary to the: dominant ideology and a
self-affirmation as female. Homgp now are more willing £o challenge
their own domination in families, in society and in gchools.

The idea of curriculum as embodied points to the importance of
gendeb in understanding educational action and experience. Gender is
as Michael Apple (1982) states,wthe "absent presence" behind our work
in education. Historically, education has been av%%scul;ne venture.
Since the schools of the ancient Greeks, and 1ater:in the militéry,
seminéries, and universities, educaiion was intended to prepare young
males for participation in the.public\world. Since women's future
would not be in the public sphere, education was not an issue. Ohly
in ‘the baat two éenturiea have women ig Western societies begun to
demand equal educational opportunities within the public sphere}
However, women have entered and lived in educational institutions
within male structures dominated by male values.

Adrienne Rich (1979) states that the content of education

validates men as it invalidates women. The messages of education are

that men have been the shapers and thinkers of the world and that

this is 'ohly patural. As well, the experience for women in the

eduéational structures has been an experience of being prey, ' not an

autonomous being.

The undermining of self, of a woman's sense of her right to
occupy space and walk freely in the world, is deeply
relevant  to education, The - capacity to think
independently,- to take intellectual risks, to assert
ourselves mentally, is inseparable from our physical way of

L4
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being in the world our feelings of personal integrity.
(Rich, 1979, -p. 2u2)

Dynamic, independent ard adventuresome curriculum is not Iikely
v
to spring from bodies, devalued and confined by society. '
If for men (sic) to be in the world of work is to be

totally dependent, insecure, and permanently threatened -
if their work does not belong to them - men cannot be

fulfilled. Work which is not free ceases to be a
fulfilling pursuit and becomes an effective means of
dehumanization. €

(Freire, 1970, p. 1&1)

Claiming curriculum ‘for women and men requires a ' gender

conscientiiation, a critique of the ideology which surrounds our
bodies for our bodies are inseparable from our minds.

Curriculum writers have recently bégun to 1link feminist and
curriculum theory (Mitrano,'1981;‘6rumet; 1981). Of urgent necessity
is an increased exploration of the male experience in education, the
sort of which has begun in a recent essay by William Pinar (1983).

We are two inside each one:of us, It is because we are
double that struggle is poasible. I cannot liberate my sex .
without yours, since we are inextricably linked by a g
history that has objectified our bodies, a history of
fragmenting ideologies. , .
(Gagnon, 1982, p. 273)
Feminism as a social movement is altering substantively and

conceptually women's lives. Women are recovering their voice to

speak their experience and alter their aituat. | As such, feminism

represents a -powerrui {mpulse with potehtial for treneforning the

social reletionahips within schoola and thus currieulun.

Honen are .spending less »time devoted exclusively to their

families and more time in their careers. . Confined to the lower
Y
levels in the education system, yet well educated and experienced,

they are demanding and developing autonomy within the aituation. As
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an indication is Marilyn's commitment to teaching and her curriculum

development work in designing and teaching experimental courses.

Feminism, centered on transf§rming female/malé relationships is
transforming the substance of home economics. , Donna believéd’ that
the women's movement had a tremendous impact during the past decade
in altering the Self—image of home economics teachers and our belief
that home economics was a course of equal value to Soth males and
females. With a new self;image, hoﬁe economics teachérs confront the
subjgg} area; ;;king:' what will it let me be? With new personal
knowi;dgé, old concepts are transfﬁrmed.

Michael Apple describes this interaction as a:

Progressive element within the content of the Qateriai that
contradicts the messages of the form. And it is in the

interaction between content, the form, and the lived
culture of the people involved that contradictory outcomes

may emerge.

Feminist theory on the family has advanced analysis historically,

‘ and politically. Bome economics is led beyond the surface chatter of

“

textiles, meats and management, beyond the takeﬂ-ror-granteds of
women's role.in the family andlsociety to situate a grounding in the
perennial human problems of the relationship of the individual to

. society, the private to the public spheres of existence. This is theA

kind of focus which is akih to Harjorie Brown's description of the

" purpose of home~§condmics in solving problems 'dt.thé.ramily as a

Lfamily".

" Problems of the family as a family are concerned with
suffering brought about by the family's inability to engage
adequately in areas of action which defined its role as a
primary social institutjon. These aréas of action include:

L4



(1)action in rational-purposive production or procurement
of the physical entities required by the family for the
gobd life, (2) communicative action within the family and
" with social groups outside the family for understanding and
for consensus in defining the good life, that is, in the
formation and determination of values and goals, and (3)
emancipative action in freeing individuals, the family, and
society from dogmatic beliefs and from social forces which
are dominative or exploitative. )
(Brown, 1980, p. 101)

Home economics education, therefore must provide service
which seeks a broad social consciousness and critical
awareness of conditions in society that historically damage
the family's ability to act in the interest of human
happiness. , ’ ‘
{Brown, 1980, p. 101-102)

EN

165



5.2 IMPLICATIONS

Now, a turn back to the current discourse in the curriculum field
to consider the implications which this exploratory study poses. In
the earlier section, an overview was provided of the conceptual
frames for curriculum theorizing of Giroux, Penna and Pinar (1981)
and Aoki (1979). It was claimed that this study was situated within
the reconceptual orientation to curriculum, in focusing on personal
experience and ideological critique..

A central concern which has emerged in the curriculum field is
the extent to which reconceptual theorizing has been confined to a
reactive stance. A stance which lapses into the problem of all
ideology - 'They are not like me' (Griffin, 1982). It is a reactive
stance which based either on personal or eritical dimensions,
aspires to the dominant position and the poﬁer encompassed in that
. position. The oppressed aspire to the position of the oppressor and
employ ;tactics to render power. Critical theory poses to know whét
is best for the majority of people and proposes agenda for securing
this better state. It takes on the instrumental; technical attitudes
of scientific management. "

/ : ’

Karen Mazza criticized the reconceptual theorfists for failing to:
Establish a reconceptualized view of design that'sheds the
consequences . of instrumental valuing but retains the
‘capacity to act; that allows curricularists to surpass the
stage of using those values in the creation of alternative
educational anironnents. .

To ddte, reconceptual theorists hgve'railed to seize the .
radical implication of thq}r_obseﬁvation that conceptual

_tools and structures mediate . consciousness - the
implication being that beyond the use of criticlsm, they

must fight the domination of the technological perspective
by the development and diffusion of alternative conceptual
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tools, structures; and social relationships, ones that

mediate different perspectives.
(Mazza, 1982, p. 75)

_ 'y
While Karen Mazza's criticism seems at times to be calling for
' )

reconceptual theorizing to be more prescriptive, she is pointing, I
believe, to the need to be more than reactive, to begin through

\
language,  process and structural changes to move to concrete

alternatives. : .
James Macdonald queries the intent behind curriculum theorizing,

“reminding us that whether we pursue‘curriculum in "the clothes of

/
/

science or critical theory or techniqué" (1982, p. 55), the intent i
/
a rationalism which retains the dualiém of théory and practicé. ~ AS
long as we retain the idea that we kn?ﬁ what is best for someone
else: men for women, women for men, administrators for teachers,
teachers for students, domination and.oppreésion is the experience
for the other. This intent touéheﬁ on a_aeeper level than Jurgen
Habermés' tri-paradigmatic scheme of knowledge suggests. ﬁis scheme
implies .that we can employ any ope or all three ways of knowing:
ltgchnical, interpretative, or critical. However, it appears r;ther

that the interpretétive way of knowing, g f;n%@? in the personél and

embodied consciousness, penetrates the restrictions of the
rationalist intent of the technical and critical knowing.

Coming to terms with one's intént, 'is coming to terms with one's
‘ ] ‘ :

heéd to know.

" The emotions _that govern the need to be rational or
'objective' (analyze, distinguish and categorize) are
anxiety, fear and tension. . ' :

(Macdonald, 1982, p. 55)



Aoki stated:

I find it important to centre curriculum thought on a
broader frame, that of 'man (sic)/world relationships' for
it permits probing of the deeper meaning of what it is for
persons (teachers and students) to be human, to become more
human, and td act humanly in educational situations.

(Aoki, 1974, p. 4)

The people/world relationship is viewed in terms of action -~ work,

communication, and reflection and three forms of  knowledge:

nomological, situational interpretative and critical, each indicative

of our need to know, our need to understand. These three forms of

R .
knowledge, however, are based on a need to know which also needs to

‘be critically examined. Each still reflects three ways of 1linking .
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the individual to society. The intent behind Habermas' scheme " -

appears as a need to dominate, to really know. While the intent for

domination 1lingers, we will not be free. Our liberation awaits a
ma jor trgnsrormation in our world view which values difference,
harﬁfny, and liberation for all.

Curriculum can only enhance and affirm life and world when the

rationalist, domination intents are pushed further and further back,

when we can confront each other whole, unmasked and alive, when we

can dance, love, laugh and learn. - My commitment to the ideals of

feminism and the desire for whole and harmonious lives, leads to
rejecting any dominating intent as being progressive and desirable.

The idea of hermeneutics as an interpretative way of knowing,

"emerged rather in this study as'a possible dntologiea;' base. Both

¢

theory and practice arq homents in the search for under;tanding, a

seeking of wholenqasland groundedness. Both empibical~science and

critidal theory pose'_questions which break through our . previous
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knowing, our previous illusions in the pursuit of understanding.

The three methods (science, critical theory and poetics)
are contributory methodologies to a larger hermeneutic
circle of continual search for greater understanding, and
for more satisfying interpretation of what is.

(Macaonald, 1982, p. 57)

Science, critical théory and «hermeneutics all proceed by

T

theory-practice relationship, claimed Macdonald.
“The hermeneutic circle of understanding lies within each of
the epistemologies and also transcends each method in the
form of an ontological platform.
.(Macdonald, 1982, p. 57) .,
This re-search originated in the conversations, the talk which
sprang from the interest and focueion“curriculum.'- The themes which

recurred and persisted vshaped the interpretative frame. f The

conVersations were the occasion to recall experiences and impressions

of my own’teacbing . They were the occasion which called forth the,

re—entering - and re-li;§ﬁg in the search '"for understanding.
Sinultaneously, the . conversations urged beyond to pureue
understancing. -The dissertation attempted through its writing to
show the interpretative éfterplay between the re-living and the re-

searching. ‘The interpretation has been a dialectical process,

I

calling on the experience aﬁﬁ on tne, theoretical of curriculum,_

: pﬁh holcgy, sociology, philosophy, playr!; each against the other in

probing beyond the’ surface reality to a rullness 'and critical

' insight. Paul Ricoeur describedquplanation1and understanding as

"relative moments in a complex prokcess’ called interpretation" (Reagan

& Stewart, 1978, p. 150), with explanation movi 'to nnderstanding ae

experienceo is brought forward, shaped and enriched by lexplanatiOn,

and qnderstanding moving to ekplanation as experience and dialogue

©
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are queriled.

Understanding is rather the non-methodic moment which, 'in
the sciences of interpretation, comes together with the
methodic moment of explanation. Understanding precedes,
. accompanies, closes and thus envelops explanation. - In
return,*explanation develops understanding analytically.
(Reagan & Stewart, 1978, p. 165)

[\

The interpretative sense-making portion of this sStudy has

attempted to portray the movement  between = explanation and
understanding , idea and experience. It has attempted to show the
distanciation of the objectifying moment as well as the engagement of
the 1lived moment. It has critically questioned the appropriateness
of each in the interest of jnst and emancipatory social
reiationships.

Bringing together thought and feeling in a relationsth of
obenness and trust with others, the result of our interaction, our
cnrriculum emerges, transcending both other and self. Self comes to
regiization, caught in the moment, made sense of in reflection. The
poetic melds with the political, without fear. The hermeneutic (as
embodied) breaks through to a fundamentally different way of seeing

the world. Both science and critical theory are important moments in

» the broader hermeneutic.

I am led further to question why this desire for domination is
the enduring intent behind our thinking. How have we ¢ome to live

this existepce,‘ separéted from ourselves? Carolyn Merchant situates

(

the  major . transformation in+ our relationship -to our world

approximately in the fifteenth century, with the transformation from
" : _ B o \ ) . :
an organismic to a mechanistic world Vview. In the organismic view,

we were a part of our world which was alive, balanced, harmonious.

§
.
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We were part of nature, all was alive about us. Not an unfamiliar
view, for it is the original, Qchild's view of the worid. Gradually
through advancing modes of science, religion and all cultural forms,
Merchant proposes we, as people, have snifted our view to a
mechanistic mode separating ourselves from and seeking to control
nature. 'Not like me'. Merchant views this transformed world view
as a major detriment to women, for women came to be viewed. as
'natural' creatures who were also to be controlled.

-~ -

It was man who represented the subject of creation, while
woman was a distinctly subhuman object. She was irrational
nature, rampant sexuality, the primitive dark, bestial side
of 1ife, while man represented the light, civilizing,
rational superego. Salvation was located in an other
worldly return to the spiritual essence and in a
repudiation of nature and the body.
(Collins, 1982, p. 365)

We can glean from Carolyn Merchant's analysis how we have come to
be where we are socially, however, we cannot secure our future based
on ideas of the past.

Marilyn Ferguson (1980) provides a recent hope for a currently
emerging, major transformation in world view. She claims our social
thought is lagging behind the emerging sciquific thought.., The new
transformation is emerging in the coalescing of numerous 'movements',
renewed spirituality, peace, ecology and feminism. From Ferguson and
similar scenarios portrayed by Alvin Toffler (1980) and Fritjéf 5apra
(1982), we hold visions of the future. However, we must return to

the moment and consider the implications for concrete action which

this exploration of curriculum imply.

-

While we projéct ourselves into a future larger andhlonger than

L
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our own, 1in daily ag£1on, we inch toward the Qision. It is hoped
that this study ih portraying the teachers' conversations about
curriculum prgsents a story into which other teachers may enter. The
situations in which teachérs work rarely provide an opportunity for
sharing on the deeper level thoughts about curriculuml and daily
teaching. Iﬁ having other teachers tell their own story and in the
retrospeétive, sense-making segments, it is hoped that the reader may
enter the dialogue on curriculum, strike a resonance with the words
and experiences of the‘ teachers; opening new awarenesses of
curriculum -in-action.
This clarification and dredging up of dur own values and
belief system is an ongoing process, but must be brought to
consciousness and made deliberate. Until we know a
particular value we hold, it holds us - we are not in /

possession of 1it; it affects our work and thinking
although we are unaware of it.

« (McCutcheon, 1982, p. 21)

The exploration of the teachers' perspect;ve points to the need
to reconceptualize and reformulaie curriculum development according
to this perspective. Curriculum is portrayed as the medium and
proeéss of relationship with students and subject ‘matt;r and as
situationally influenced by factors of gender, class, school setting

and dthers perspectiveé of curriculum. Curriculum development
o .

requires focusing with teachers on these various dimensions, in a |-

questibning, critical action.
Curriculum development projects need to recognize that rich and

vital curriculum stems from teachers enabled to live rich and vital

lives. Teachers, like- ifudents, are . developing people, both

professionally and personally and require personal and structural
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support and encouragement in their developmental process. Curriculum
cannot be centrali;/controlled and simultaneously be responsive and
meaningful to the varied students and teachers concerned. Rather
teachere must be enabled to respond to locational and personal
variations, commanding curriculum as the'medium for development of
both students and teachers. This does not mean that chaos reigns but
‘that teachers are enabled to develop and enact corriculeﬁ"pﬁojects.

For curticulum workers working with teaohers, the relationship is
educational, with elements similar to the relationship between
teachers and students. Teachers wish to experience the relationship
in educational terms, to 'experience the 1ideas (theory) which
curriculum ieaders espouse. The relationship desired is not of
directiveness buo‘ of trust, openness, communication and joint
discovery.

Curriculum iﬁ tﬁe teachers' perspective is essentially a story,

reflecting the person and the situation. Both Marilyn and Donna

indicate‘ the development 'which can occur when teachers have the‘
- .

opportunity to share their stories, to talk and learn from each
other. Development can occur ;n a situation, loosely structured, and
tuned to the process and experience of those involved. Parallels are
evident between the teachers' relationship toﬁeurrioﬁium and women's
relationship in society. 'Both teachers and'women'live and worky in
situations not of their own determination. Feminist theory claims
that both schoqls and families are controlled situatione,‘patrierchel
institutions 1nvwhich women. are cast in a position of maintaining toe

structure and control imposed upon them. The feminist model of the

consciousnese-raising group or the conscientization process proposed‘

v
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by Paulo Freire (1970) are examples of an alternate desirable
relationship between teachers and curr;célpm developers. Claiming
curriculum as a teacher parallels the claiming of ones -self -as

female. Elements of these processes were evident in Marilyn's

experience with the informal pilot group: no vested interests or:

task-limited agenda, open and trusting dialogue, an opportunity to
advance feelings and thought,l to name a problem and then consider
alternatives. Mariiyn's experienge was positive and encouraging of
imagination and initiative.

Curricﬁlum dévelopment processes need to provide the opportuniti
on a continucus basis for teachers in small localized groups to
reflect upon and critique tnglr classroom actions in % continuous

developmental process.- Curriculum development necessitates an

encouraging and letting the person emerge, a recognizing of the adult

teacher as a growing, emerging, learning and changing individual.

Incentive and encouragement is needed to overcome the structural
limitations to communication and communal action in teaching.

An ‘altered process of curriculum development places altered

N

- demands on curriculum leaders working with teachers. The work would
demand a trust' and vulnerability; an openness to also being a

. learner. Liz Stahleyrand Sue Wise (1983) remind us of the tendericy

~

to hide behind structures. "Ihstitutions,‘ structures, do not

" oppress. People oppress people - they make decisions to do so, and

the oppressed somtfimes comply in acts of oppression", (Stanley &

3

| Wise, 1983, p- 82). . 14

For teacher ‘educators and curriculum workers, the teachers'’
. N .

“w

perspective of curriculuﬁ urges us to develop curriculum 'awareness
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through examination .of biography, in termsf of" education, home
economics, gender and class. The process of currere provides a model
for developing this.subjéctive awareness (Pinar,  1975). Tho‘process
of biography points to the neoded attention to histo;y, not only

. : . , PR
personal but also cultural,. along the same dimensions. Present

v -

understandings 'and possibilities for future actions can only be

derived with a keen awareness of the history of women, education and

hoﬁe economics. Personal biography is the counterpart of cultural
history, one can only be understood in relation to the other.

The process of currere‘develops curriculum as the relationship

between the knower and the known, a dynamic process caught in the

moment and open to contin%gl transformation. /Furnére encourages a

process described by Lawrence Stenhouse as diScovery or inquiry based

teachiﬂg;

A strategy which invites the teacher to cast himself (sic)
in the role of a learner in his work so that his life in
his classroom extends rather thaa constricts his
intellectual horizons, A good classroom...is one in which
things are learned everyday which the teacher did’ not
previously know.

- (St nhouae. 1975, p. 37)

Learning is finding out what you af?orggfknow.,
Doing is demonstrating that you know
eaching is reninding others that they know just as well as
You are all learnera, doers, teachers.
(Bach, 1977, p. 58)

Discovery or inquiry based teaching casts the teacher and student

e

in a subject/subject»relationship, a praxis in which the emergent is

liberational for- both teacher and .stqdent, curriculum _w

teacher. s

175




176

the centralness of human caring in education. Curriculum development
will a}ise with the opportﬁnity for dialogue, trust, openness and
life enhancing activitiééﬁpf creativeness, adventure and joy.

» From this exploration of home economics curriculum, vsubstantijf?
quéstions about home economics emerge. The-historical study of homé
economics curriculum indicated that in the schools, home economics
has served to socialize females according to the social ideology
about women prevalent 1in the various decades. Thus curriculum
accunulated the various views of women within the domestic sphere:
as moral"upholders of "society, consumer experts; lhome. managers;
':.nurturers» and care-givers, and has developed around these female
role tasks. As well, home economics gained popularity as an
education for girls and ﬁgs been unablé to alter its identification
as a female subject aﬁigt Confined by the'}deology of women in
society it is de-valged in schools as ; course. for females, ;S
females and iheir ‘work in families are de-valued in soéiety.,
Teachers of home economics searching within the subject matter for
'‘what will it let me be?',_?inq few openinés for ;ranscendence. Home '
>ecohomics _;; }challenged to question its substaﬁtive fochs in the.
minutiae _or the female role,anq rather to turn to a focus on gentral
 hunan problems of relationships and famtlies in which the ideology of
'womengbégomes~a central problem.in itself. | |

ﬁpméé; and/familigs are divergent and.emergiqg;within individuals
* and géneraﬁiona. Home ecopbmiés aé‘ahfamily'fodused program demﬁhds.
‘a ‘ceﬁtral embhasis Z: co;mgﬁiégtiVe aningEerpretag;ve, as.wéil"as g

. emancipatory knowledge forms. This means a' recognition  of. the ' .



1

¢
limitations of traditional social science theory as the central

knowledge base. The essence of home economics is its cultural
interest and ‘therefore the emphasis on knowledge forms which are

emancipatory and communicative are required if it is not to serve a

" reification of past social forms and relations. Families are, 1like

curriculum, a relationship through which we seek to bring ourselves
to form, a relationship through which we‘seek meaning and inspiration

as the knowledge foundation for families of the future.

From this study, future directions for research are suggested.

Gender was portrayed as a central dynamic. The relationship Between'

gender and eurficulum, the history of women teachers in schools,
longitudinal studies relating curriculum to'teacoing career, and the

experience for women (with children of their own) of teaching other
people'e children, are all research focuses which can enlarge ouo
understanding\'s o‘ the gender dynamic. -

Research which will increase our underetandings. of the

.

relationship between home economics currioﬁlum;and the‘ideologj' of

women can point to the conoeptﬁal elements required in curriculum
which would be liberational for individuals and families. Additional

exploration is needed on the unidueness.of home economics education

* in the individual teacher's experience of teachihg about' the

'private’ sphere of life. Understanding wodid be - enhanced by

research foouSing‘ on the history 'qf Canadiah leaders in HLome

economics education as well as the sooial-

s history which have influenced eurriculum changee. | A recognition of

[

ﬁthe origiﬁs of home economios in the reminist interests of a century‘

ago. ghen women were struggling for equal educational opportunities

%onomio and politioal
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and an examination of the original idealS as ﬁhey have been hampered
and altered during the'past century can clarify the present issues
ﬁhich require deliberation in moving school programs to a direction
and form of value to all students, participating in families both
presently and in the future.

Home economics educators share interests with feminists and other
female teachers for their curriculum 1s.determinéd in part by - their
.aituations in society and schools. They can benefit by participating
'in  formal and informal'consciousnegg Eaising or exploratory groups
with atﬂer women teachers and feminists in other fieids, in examining

factors particular to these central dynamies in their life.

a8 g
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5.3 COMMENTARY FROM CO-RESEARCHERS

The first draft of this dissertation was written and copies were

forwarded to each of my co-researchers. We met agaih in Jupé, 1983.

to reflect upon our involvement duping the study: I was primarily
concerned as to whether they felt I had fairly portrayed their
perspective of curriculum as we had discussed ea;lier, during the
course of the study. Secondafily, I was interested in severalkother
reactions to the study: Were our conversations about curriculum. a
worthwhile process in themselves? Were my iqterpretati;e, sense-
ﬁaking expld?ations appropriate to our discussions? Is this a useful

study approach with possib®e meaning for other teachers?

(&)
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Have I.'£31;;1.nnn&nax:ﬂ.gun.ggnxgnaaiign.anq your perspective gﬁf >

) feulum?
L
"Marilyn: Yes. Overwhelmingly, yes. '

That's why. it scared me a little gs T read it and it
certainly moved me as I read it. Had ;; not been aceurate,
none of those emotions would have come.

. Ir it doesn't ring right, you dismiss it and that
wasn't the case. I think it was well’ done from my
" educational thoughts and reelings to my feelings “a
female and my role that way, to the kind of feelings I have
about my home economi%P ;role andfhow I fit into that.
. , y
%ts fair. Sometimes I looked at it
: i Wiy I felt at that particular time?!'
For the. most party its very fair reporting.

. “‘ m ..
e : . )

|
¥ - .

13

R T e

R

. discussions?
Donna: I found most of it quite close on. T found it helpful

ARSI S

g
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to be answering those kinds of questions while I was doing
the piloting itself. . :

It was a good format in that you actually have our
conversations, rather than just interpreting and putting
down views, because I think the person who reads it then
can decide for themselves if the interpretation is fair, as
well...or if they (rather) make their own ~ interpretation
from it. ’ '

Marilyn was éurprised that feminist theory had become a central

part of the study.

The

occasion to think again on things we had discussed.

I don't -think I was conscious...I didn't necessarily

get that (feminism) connected to what we were talking
about. I didn't think that would be part...of the
dissertation.

Because of that more than anything else, you seem to
have captured...the essence of what I was saying and

feeling.
ge. ng B

-

interpretative sections of thé‘dissertatipﬂ were for Marilyn an

I felt very validated many times.

_ Other times, I felt, t'interesting conclusion', and it
made me think about what you drew as a ?onclusion about
that. A couple of times, I did stand back and give quite a
bit of serious thought because I don't think I necessarily
thought about 4it to that extent or felt about it as
exclusively as you stated and so I did find myself on a

couple of instances -~ it was my role again,-the female/male

thing or the excuses I make for myself éﬁ order to allow
myself not to succeed - those kinds of ings. I found
that really, really. interesting reading.

Marilyn spoke 7of the critical and yet somewhat gentle look

conversations and writing had encouraged her to take of herself{

The values I talk about I'm not doing those. I think

I sort of knew that anyway, but it sort of hit me strongly,

I thought 'You're not this good dear, you' re not any where
near what you're capable of being.' And I think I -am
capable ‘of being ‘damn good but I'm not that good.. I'm
pretty mediocre right now.. That's interesting for nme.
That's good for me to have that zapped ‘at me. All of wus
settle - into all sorts of complacencies and give all  sorts
of -excuses for .this, that and the other thing, but

ultimately ‘those don't mean any thing becawse if Johnny -

walks .away and. Johnny didn't get as much. out of me,

e

the

-

.9'?_
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whatever my excuses are, it still amounts to Johnny not
getting much out of me. As teachers, that's okay to Dbe
zapped. I think to be privately zapped is much nicer than
to be publicly zapped. To be privately, you can perhaps
see and try and do something. Whereas when you are,
publicly =zapped, then you are destroyed. I don't know
where I will go with that. ‘ : -

It keeps hammering away at me.

And my own children hitting the school system does that
when I see teachers not giving enough of . themselves - 1
think, 'But, Marilyn, you're there too'. When I see my own
kids, I say, 'It's not good enough', what I do. It is good
to get zapped like that for I think only through =zapping,
-one changes things and alters and tries.

Marilyn spoke of the re-search which was the intent of this
study, an open ahd trusting questionning; rather than a pushing for
answers. Answers, solutions which impose and fall short. The re-

search, the study was the process in itself - the moment of opening.

The re-search was perhaps the means and the end in one. Qur

conversations could‘continue, reaching cut and returning, to alter ‘

? o

and try.

Is this a useful study approach With meaning for you and possibly
other teachers?

Donna: I think so. It would actually be a helpful kind of
thing to have...that kind of discussion with the people
“that you are piloting the program with and for,. as well.
The ideas we have given to you, may have been helpful to
the people for whom we were doing the curriculum study,
directly. , K
I was quite interested in the differences. and
similarities between her (the .other teacher' s) point of
view and mine. Especially when e are both going through
the same system. :

Marilyn° Most useful to meé was not. as a teacher but as a female
and I wasn't really thinking that that would be part of the
work, that struek me as being the most meanlngful td' me.

. We all need to be validated any times and it validated
some  of my feelings and thinking...that this could be a
fairly eommon occurrence, the fpustrations and thihgs I go

.
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through. And therefore taking it a step broader than you
and me. I think many females could identify with that
whole 1issue between job demands and home demands and what
we expect to achieve in our job and we sometimes don't make
those achievements because of ourselves.... That would be
useful to gpore than just you and I.

Jd think the particular approach and writing style lends
itself to people finding it easy to read and wanting to
read more.

Finally, we ' discussed the vulnefable state we had placed

ourselves in by reaching for and portraying our beliefs and thoughts. s

&S

Since each reader will read our words according to their own

interests and frame of refeyence, we risk being misunderstood.
‘ - . LY I .
Marilyn: I think I am portrayed accurately and yet I'm not sure
I want the whole world to know that because that usually o
annoys the world. -
When I'm the real me and speaking the real piece, tQat
usually upsets people. %

) . ';,’; .l";-
. : | Ty

- She concluded:
: 4

Being thirty-six, we are political animals now. We are
no longer nice little naive teachers. ’

Donna: I am not worried about it. , . o
' 2 .

I don't think that what I have contributed is so
controversial that it's going to excite anybody's real
interest, particularly. I don't think that anybody in our
school division. is going to go back and read any theses. .

So, I'm not .really worried about it. With any of the ,
people, I deal yith," if they qave some questions about my b
philosophy, they will discuss it with me....

+

-



5.4 THE PROJECT: HOPES AND REALIZATIONS

which “formed this study and their realization during the project.
The study nepresents for ‘me apprOximately two years of work two

years of a constant frame; a constant awareness of theapro-ject at

18348

. o Y
In this final section it is time to consider-the original hopes-

times it was, set aside and distanced and at other. times- intense

engagement. In this section, I will attempt to collect the personal

s

thoughts of what it has meant to me to be engaged in this study.

Spread over two years this now in itself is a difficult task for

there have been ohanges and now the desire to go onward. Iwwill draw

-~

on my numehous notes and my journal kept during this.time, to express

the experience. = : .

The study as an experience' has appeared to me as other
R

experiences P have known or imagined In the éarly stages, it was as’

i
a weaving YProject. It was a handful of yarns, threads, each

1ntricate and beautiful within itself. And yeé I could see in each
I

the peiential possibility for interoonnecting and weaving together in'

an expression complete beyond itself. A feeling, a vague id_a, that_'

e
would come to form as I worked and thought and felt. At

4

‘time was the haunting anxiety of wondé,ing_how and 1f it would

he same

connect, if the rinal expression would {

,l . B }‘r..‘.u." .

\.anything? The project later appeared as a story,, am/

il
researchers as I’éxperienced them and the hope that he - reader could

,capture and relate as honestly as possihle the ltz7s of‘ my 'eo-: ‘

"enter.into,the_story. : In the later stages, ol,felt my task was more‘

1

_izéa woul it express

-

attempt to f

»



like threading my-way through a'mine field. One little wrong move,

turn, : sentence, and the whole thing would blow apart. Essentially

©

the projeot has been a journey, set out, lived with and soon to be

’formally ended. It hae become practically a life-style, evenings and

4

eveninge, eunrounded with~papere and_books-at the dining room Qable."

fAe a constant fra?e, it has pushed, pulled and demanded. It is now

\

like an old friend who I will be eorry to leave but who will remain

witbin. '

3 The journey began with certain strong hopes and ideale._ One
Lo : i
central ideal waa‘tc'build a co-researching relationship with the

. 'teachers involved The ideal of co-researching was to avoid the

»

eeparation between researcher and\ researched and to enter a

relationship in which the rdeehrched could becoae sub jec their -

invoI{uent being an educational experience in iteelf, ~an opp tunity
to alter awareness. The intent was to pontray the teachers'
perspective in as rich a manner ae I believed it was and deserved to
pe portr?yed. The previOue section which includes  the teaohers'
reactione
the extent to which the co—reeearching ideal ‘was realized.

The ,pereon to- pereon interaction of - the co-researcﬁing

relationenip ‘led me i-uediately into the concrete situation of life

in echoole. ,The entering a eobool reninde one of all the . eoneuhat

o

dimmed leuoriee ‘of paat experiencee ‘in echoole. - The teacher!a

"vperepective ie seen es part of ;ek\g:ily lire in the echocl. The

-

smell, the etnoephere, the sounde, dinneee of the hells, welking the

hallway uitb a teacher, takee.one oack. Never\anonynoue, greeting

'etndents, aeking about,eeeignnente; projecte, nuneroue little etope

to being involved in this project provides an indication of
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at loekers, breaking up a halﬁg%ushing scene, reprlmand;ﬁg students, -
‘withdrawing into an office. | &he‘realization came back of what it
means to be a teacher,Aa part of a-eituation beydnd eeaching per\se.

On another occasion,..I hed scheduled a meeting with one er the
.school principals. On eﬁgerihg the scheol, I was led by a etudent to
a roonm where'the prineip;l, fe being‘held, kidnapped for the morning
\ﬁy the students' union as a way of raising 'fansom' fory Santa's
Anonymous. The situation again sprang to the forefront. fhe irony
of the contras between our interview and the activities of
education. My questions diminished in‘importance, the lives came
forward. | Y

A seeend realization‘about the coe?esearching relatiopShip ‘Was
the extent to .wnieh this personal interactioq in, the researching .
reletionahip toyched broadly on ell dimensions. | Research wasknot an ___*;_\_~\_
isolated project, set aeidb in certein houbs it becahe-part of By |
life and thus part of my interadtion with colleagues in both formal'_
and inrqrmal settinss. " QOne example of a quite\unanticipated event
'and% yet an event which was{tacilitated'and positive was ope or‘ the
teacberg'« sharing or‘the transcript or,;uﬁ first conversation with T

ber princip;l The ‘teacher ‘beiieved it revealed a lot of her
\\ essened and that it might help.to facilitato understanding between '
\éhe principal and herself. Similarly, as I interacted with edueation

épnnultanba, taught claeaes, ~ worked with teachers, all these

1wteractiona were ”a part.gr.ﬁy_own“altering,denacieusneas in home'
. '.“A~'ecoponioa curriculum. | R AR _' Lot o o f .
\The idea or co-researehing had 1ts limitations~ I waa

vthe \ono Hho dotined the opening questions although did expect the



. s .
..3_ e Ly

focus  to be of inpcrtance to the téachers as. werl, because of their_ ‘

involvement in the curriculum pilot project. I eleo was the cne who

attenpted to ‘make sense o? our convereations,, it'wae ultinately‘ mye o

‘problem, my theaia." We cannct ehirt our research approaches to a
% . ‘\
genuine alternative innediatel{' Both the teachere and I brought our

u.long standing gommon knowlbdge about reaearch to the relationahipa, ]

Thue, fron tine to tine, the teachers did wonder and asked if they

were 'giving.me what I w:;ted' ‘ Hith‘some reassurance they ueually -

understood the open nature of our interactiona, .but at thd\aane time

3

\ .

-

1t eeemed I must know what I wanted. Thus,r our preeent etructurea‘ |

uhich defide graduate student, teacﬂhr dis;ertation, 'etc.. set up

expectaticna and . realitiea which Linit the extent to which ‘;coe,_

‘'researching wmay be realized..' Despite theee linitatione, it etill

: appeared uorthwhile to inch toward tbe alternate ideal.

4

A second central 1deal which romed this. etudy was a deeire ror'

consruence, which I believe is the essence. er praxie). COngruence.,‘

neant that the experience of the study would hernonize with tpe v

~ ideas, that 1 uould not expect or othere what I did not expect ori

\y
'nyeglt, that thecry and practice would be one. The co-reeearching

}aubject/eupject relationahip in which the dichoto-y of reeearcher and

_ireeearched dieaolves. Experiencing the project uea not an experience

l-_ kS

- relationehip wea aleo part or congruence, _ the deeire fcr a.5

Tor ue and thealbut an experience in uhich we are all 'ua’ I am then.

18) are ne._ Critician or critique in thie atudy ie not a critinien_

'v'cc-entary on aituadlon of which we are'all a part,' a,»genditicn‘

.";ue a11 conetruot..7f

S

gtn 7"other' ‘ an individual, etc.. It ie a oritique orv



: 72,§€hn tnd yot to really break looae rron the old conneetions or thatfl!éf”“"

fto know the proJect would go somewgere before it even b"‘n';fgxine*"““ .

V.parnlysia. The nonents or conversation aith the teaoherb weref“

h reaaauranoe. They were nenents of. pushing aheed of 1nspireti¢n, or-”f,

I EM
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The desire ror pqngruence demanded an 1nvolving relationship with,',

the teachers, with nyself and ‘the. various projects which oonneoted to

:'thiar study. ‘The study reeohed- out in multi—direotions. _Thefff

°-

“involvenent was also the source ‘of pain, frustration, anxiefi,f,,;j}

deapair, and Joy . ; o L o S L . :”:..\_ L

~

Early 1n the study, I eonfronted my own deeires, deep aniieties

and Iongings to know. To know the answers, to know it wae possible,

-~ tol
was. spent searching ror others' answers.., I wanted assuranoes,;_;p
éonrorta, security. I confronted ny own. fears. I have oone to know;jffﬁlf R

~

';;freeling of poaeibility, noveaont, 3rowth, § ol
‘The projeet required treauing new territbry, challensing'my own:ef
‘thoughts and old aeourities. It wae an enberrassingly long way into:jfﬂenif*-7ﬁ

thia proJect when I was rinany able to shake loose an old 1dea.;}.___"~;..; R T

\

;(”Loarning 13 behavioural ehange. or ooursa.: I would have rehdilyfn5;ej;sﬁjfﬁ

‘ ,_‘{‘,

;Vf}dislgreed on thp surraoe, snying 'oh, no,' no;_} hink ot chia or orﬂ'ff;:_gf;;ﬁ

'"tf.,,ida witp evory ot.hor 1dea and mmao isa long, slou 'and punrul;”rf{},.‘i"-;"

'}';ffprooe:e.f lll our idona end feelings lre'bound 1ntrioato1y to hour;ﬁm'(,

-

1dont1ty and to 1ooeeq one or eo-e 13 a fraeturing, feerrul prooesa, 

e A fear of knoving 13 very deeply}avfear or doing. beoauae.; o
‘ or reoponsibility 1nberont 1n néw. knomlodge.: S T e
. , (Pergueon. 1959. Pg, 1!6) :

Pelr of freodon of whioh/its posaoasor ia non‘neoesaarily ‘
autre lnkea hin (sio) eee dhosts., S
. (!"1?" 1970) p,p 20

Oid 1deao wore loosened, diaoa;ded or retor-ed tnrougﬁ.



L
. -

X NS s . Sk ' __.»\ e .‘ . R S P . N E
u ) SN e S . K A [N JENT - 2 ce . SN .

Puro joy 1n dipouu:.on with tel‘l;ow gradunte atudgnr..,. &,.‘nt s’ :ln AR

whioh 1nsight edged in. l"reedon mrgod 'rhe projeot 1n taot: puahoqgf :

Projeot continuoa to rgfgm” | ;}‘ :

;;._,rxvontunuy e’ ‘know. deeply g.lut. the othor nide ai’ overy 'ta‘
L.+ 18 .freedom,  Finally we must take charge of the ' journey;
RRRCE R 4 v‘.;_,ursing ourselvos past our own’ reiuct.anoe and nisgivings tnd
SRR -:conmsion to new rroodo-. EE s

S e e i (r-rsuaon. 1930. P- 29“)

A»‘-

Pu't or thc loouninl._ tho f‘rning m fmding -and twqt

/

nyaelf. Fon:lnin, n an‘ artimtion of woun was ot appbal

mistanee 1n thj., proc “a'

o o ';_:..,.;.;.aot uido ly wlitr_, :I.nt ut.____ Howover,'

.‘

uperiencea with tcllow guduatc atudcnf.a lbd u baok into t.hq : s
B "‘-.: considerations. Dnloguo with ny oo-ranmhers and mcouuctiona or |

' the umvoidablo ocntnl dymic g ‘._'

ot' our uvu._., aow elu oould '1' underatand? nma, uuch or tho put

1od lo“" onr_the tornin Ot fuily md wo-ln's history, the

lou, I wm unn -

T : Ll
.\¢. . LA

In tho hw- 'mu, I tound wmuu -.writ:lngs on : rounm.




*/ﬂégsidity in People'a experience. Ae reeearchere or readere_ of ‘flvv‘

: accounts,; | thia doea not nean we have “to . share these other
‘;experiencea nor eee then ae preferential, Just difterent Secondly,
‘feuiniet Atheory elaiue the dietfhé%ion betueen objective : and
. subjeobive aa relse.e It 1e argued that objeotivity 1s the tern that

: ]Ien have given to" their own eubJectivity "Haeculine 1deologiee are J[J'5lf'

1117:"f'the creation or masculine eé%Jectivity,. they are neither dbjective,‘ g

1

- drienne Rich 1979, P.

: nor value-rree, nor inoluaively 'hunan"

Al o A

7; 207) ' Thue 1t 1e arzued that in feniniet reeeﬁ” h, the conecioua?ree

of the researcher is. the central rocuq and muet become explicitly

; "5] preeent within reeeeroh reports. . ﬁ~;ﬁ;}
””jgﬁ1&t¢.§’,;“0 1neiet that the choice is - or either 1nolud1n3 the\-‘:‘-*
: v,zf; 1~;"reeelr0her'e eelr as t oentre of research . or or‘“finply:r\‘
Y ' niot ‘talking o writing abOut it. . It is impossiblé-to 'do' . - .-
- research and- at the same ti-e 'not do it!; ‘and 'not doing <~ . -
.. UftY is ‘the ‘only way that the researcher's self can' be, o
*vf(“*exoluded rron the oentre of the reeearpb proceee. r_g',_¢ '

(Stanley & u;ao, 1983, p. u9)

The living in the uorde ct uy oo-reeeerchere, the eense-nakingeor

;gien. etudy, end the writing or thie diaeertetion had reaIize zha &ﬁffei P

;Anq”ﬁyet, the lnerebility 1e the oentrel‘reeture vhieh lakee it an

L LR 'n\
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. ‘thlt wa—don't. aan't, possibly know how it 13, for eaauple.
A 2 1ive: as . plraplegic peraqn. ‘But we'do conatruct t view

SR S E of whtt thia is from hou we feel abqut'uhgt ‘this, expecience',.

oo unight ~ bp _'like for: ‘the  other person. - It; is  this

. "7, oconstructfon.. which is ‘made accessible: to us through our

: JQ"_‘g,vulnerability..i: d it alsq bakes ‘quite apparent ‘the' part

r 0 played by fhe: researcher in constructingwhat . goes on. . -

R ,Wth;a 18 much more . honest, because it portrays as - central o,
‘what 18 ohntral anyway. * Social events and behaviours can *
.only 'be - inthrproted and conatruotod by’the person. who is '

7 .7 despribing:-their .experiences of thes. .. In essence, of . o
b 'L:! soourse, ' this is what research is = it relates  researfh =
o o exporienoes to an audience as ‘these are. 1nterpreted by ‘the . - °
S roacaroher. _ thina olse 15 poaeible.v.. R o
}'?ﬂf e (Stanley & Hiae, 1983, p. 170); o ; .

The experiance of thih project, was also 1n part. 'aenrning to trust
ny ouq intuitions,._to truat uy owu thoughts and roelings and to .'

; respect tho conneotiona botuecn oaoh. ' 'f'j ;
:_Thought fiqps a rar-, uhen thought ia tolt..v Our'thoughEQa_,
.. can -oreate.. poohqmlnd 1deas.... - Thought can make ' things
" ‘happen, .oan oreate events and circumstances.  Thought can .
~alter. ruuty,r “thought can create’ reality: i The difference =
 lies dip the view of aind as both intellect and . feeling. . -
. " Thought: ‘is elpouorbd by 1ntonsity..- Paasion 13 powlr and .
‘,,V:tho nocoasary active 1ngrodiont ' ,g.-"
i S S xsr.mrrott, 1982. P. 190)

’,.l L h . ._‘ L
3 . . 3 .

B _,,ﬁ‘uhat wo need todny. noat oarneatly, 13 a way ot iungining¢ o
© " intellig¥nce that . ‘is  pot - -objectifying, manipulative, | .
“ 0 "alienating; . & way of fooling within oneself the couraing-f’vfl

¢ of-one's blood, the. ‘aliveness of one's nerves, the povor of .

‘. one's: passions, - the ‘labyrinthe  intricacies  of - ope's. o

L perceptions = ind 'still of acting 1nt0111¢0nt1y4 Hb need . -
‘r;f:ﬁnodcla ot paaaionntn 1nt0111¢o"",.1ntolli¢ont passion. FEEE

':.,/':‘ .

(nOVIkg 19789 po 85)




_ m nttc-pt to slurgen up, .t.o tuno up, to diocipuno a lod nii'zdé;

‘-tfmt one’ em alao dougbts 1n m wﬂdl&-indedm” f°t" the '°""“ e

| '_'Suun Grirfin speaka to tpe pnsent. o

L buin to 1ive with quosuons. uth uncortunty. Vithan
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- Focusing topics-of conversations

Marilyn
Qonnmusmi October 1, 1981

Experiences with previous curriculum during teaching career.

Beliefs which influence curriculum in home economjcs.

Ways in which school climate has altered during teaching ‘career.
Effects of the new climate on teaching.

Relationship between changes in school climate and changes- 1n family,
Reasons for involvement in curriculum pilot project.

Expectations of the curriculum thange.

First reactions to the idea of modules.

Conversation 2 November 3, 1981

Reaction to idea of modules.
* Purposes of piloting curriculum, .
~ Needs of teachers in relation to curriculum.
Experiences within the informal currioculum group. ,
. Reactions to our first interview and this. research pro ject.
~ Rurposes of and hopes for this research project.
Reasons for our actions in research and teaching.
Problems for women relating family and career commitments.
" Effects of socialization on cur female psyche. v
k,’Relaticmehi;:» botween gender and educational beliers.
: 3
‘ i

c_onnmuma December u, 1981

Ueing a curriculum document 1n developing a course.
Experience in informal pilot- project. .
; COntraating the process of the informal and tormal pilot proJects. .
-Ordeéring and priorizing concepts in curriculum,
1 Relationship ‘between our own conceptualizing and’ curriculum. _ ,
- Effects of informal and formal pilot projects on meaning of curriculum.
:{Personal/profeeeional reaeone ror involvement in curriculum development
. . work. S
- Individual needs, career poaition and meaning or curriculum.
. Personal identity and its. influences on curriculum. -
. ‘Role’ denende, individual difrerencea and interest in curriculum..
* . ’Reasons for beginning a career as ‘home economics teacher. . -
a“J;<.i':.coneideratione ‘of other career. poeeibilitis within or ‘outside teaching..
L ;M;}Advantegee end disadvantasee of teaching for women. o .

& January 15’ 1982 s o
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Reasons for frustration in project.
‘Contrast in teachers' and administrators' interest in curriculum.
Continuing kexperience in the informal pilot project.
Plans for experimental course for next year.
- Whether the substance of modern 1iving is in process or content.
Frustration for administrators in monitoring or evaluating program in

. modérn living.. - ' .
Disagreements about content in modern living. v '
' Specific and general things teacher knows about students which shapes\
v .~ curriculum.
,Experience personally and with students in the process of Journal
- -keeping. :
i, What is distinct about -home economics as a subject area. - '
"/ What would. a critical questioning or ‘experiential type program be like
-7 in food science oﬁ clothing and textiles. o

r

’Soniezsatign.s.x’ "February 22, 1982 .; T S ,

Reaction to final meeting with pilot’ teachers. . ° .
Reaction °f department of education officiils to recommendations of
teachers,

- . Teacher alienation ‘and self-reinforcement resulting from project

Impact - of project participation on teachers' ideas.

Common needs of teachers in curriculum. ) K

" Insight into own self from participation with otbers in project

‘The effects of -our conversations in relation. to other projects.,
"The hope for corroboration, deep discussion. ,

The periphery errects of curriculum change project on interest .and

: _ activities.

: Relationﬂhip between our own learning/thinking styles and curriculum.
_How do- we better programs?

Overcoming: inconsistencies between our beliefs and actions.f.
Admitting our resistances to change ourselves. .’ B
‘Need for overcoming: alienation, isolation. : SRR :
Personal identity - self-conoept versus self as experienced by otnaas;_

’
o

{

NP
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i Conversation 1 September 15, 1981

Career in teaching in relation to previous curriculum.

Useful parts of the curriculum document. .

New aspects of the 1972 curriculum revision.

The influence of the significance concepts on the skills areas.

Effects of societal changes on curriculum during past decade.

Student relationships and*hnderstandings which are developed through
the food studies courses.

Influence Jf teachers' personal develapment on curriculum.

Reasons for -participating in pilot project. S

Differences between old and revised curriculum.

Reaction to idea of modules.

Home economics background of students in classes.

The difficulty for pilot. teachers to follow the revised curriculum and

ot

(o

. - control their biases. , | v
Reaction to first meeting with pilot teachers. ' o
The gaps among teachers, universi;%finStructors and de%artment of

: education administr -

‘rs.

mmmmnz October. 9, 1981 ‘/.‘

Reaction to discussion at pilot teachers' meeting about the modular

structure,
‘ The need for compromise between the department of education curriculum
o C, plan and .the ideas’ of the teachers. '
" The use of the revised curriculum in planning pilot food studies
course.

R wa to decide what should be tapght.
’ ’Connocting concepts in. qood studies. -
The emphasis on skills in food studies.
Possibility of surmounting boredom in teaching introductory classes.
Influence of revised curriculum on teaching beliefs. .
*'Reaction to -proposal for this- study. : : S .
. Impact, of ‘pilot project on. ‘teaching to date.;,A IRV
Advantagoa of intoracting with other_‘eachers in proﬂect.i o '
How can-a. curriculum document satisfy all individuals. L
Plan to’ individualize the high: school’ program. o e
The appropriateneas of studying ‘the - teachers' perspecti e of
S " <///curriculum.;~ Sl : g

;-f:w_l ]uoveubev 2, 1981 B |
JiPlanninQplessons using the revised food studies 10 ourriculum.

e }'Does working Within ‘the: twenty-five hour module- compromise beliefs or
- topics. ST T e e e L
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Extent to which- student input determines curriculum.
Responsibility of students for food preparation at home.
The extent to which food preparation is necessary in food etudies.’ ,

The exteat to which students gain in our courses beyond their own )
£ learning at home.

Extent to which students affect food patterns in their. families

The usefulness and importance of a curriculum guide. ‘

Reasons for choice of career in home economics education.

Present career ambitions. -

Home/family obligations in marriage. R - .

Conflicts between-home interests and teaching. -

Aspects of: teaching which contribute to 'burn-out'.

. 'The possibility for creativity in teaching. -

The enjoyable aspects of working with kids, - _

The gap between theory ‘and practice in university teacher education.

The-problem he school has in meeting the social/personal and

‘- intellectual development demands of students...

vTheiyay in which home economics may meet the daily living needs of
students.’ o S

Encouraging problem solving related to daily life.» SR ; -

~

anx.ex:s.atiszn.lt January 27, 1982 R -,
" 4
Reaction to curriculum revision and its effects ‘on student experiences.
The trend to modular. formatting of curriculum in other subject areas. .
Teaching ideas,gained from experience in the pilot’ projegt. S
" Effects of revised curriculum on plan to individualize course. _
Effect of revision on ‘teaching beliefs andQBrevious course.
Limitations of questionnaires “in. assessing teachers' reactions to.
revision.

Lack “of communication between- teachers who wrote curriculum and those

Lot ~ ‘who are piloting. '
Concern that suggestions of pilot teachers of pilot teachers will have :

- little effect in final curriculum document.‘-
Differing demands on curriculum according to difrering students and :
o+ situatior ,
Suspicion that modular format is "a megab to an end that teachers may
. L not support..r v ‘
Benefits of being involved in pilot project.' _ ' ' IR
Pressures; for teachers to keep up to date despite curriculum documents.f‘ﬁ:;
Limitations imposed by 1anguage ‘and. structure of curriculum.-?~ ' ,‘,?~ﬂ;.._
Expectations students bring to food science, as a’. contrast to otherlg IR
' school courses. : ; ; R S I K

W 5_ ' February 25, 1982 - *z:z G,
Reactions to rinal meeting or piloting teachers., \ : RTTRNE
Response to departmentsof education ofricial's final commentary on_f
General reaction an ’feelings about participating n pilot p _ff;‘;x'*

Ly




. ) | )
Different interests and resources of teachers and bureaucrats in
curriculum. :

Influences which being involved in the project will have on teaching.

Influences which events and people have had on curriculum during
‘ teaching career. : <

Influence which the image of the ideal home economics teacher and
women's liberation have had on actions as teacher.
Influence on%curricuylum of the need to be competitive as an
elective course. ‘
Self-reinforcing results of participatihg in the piloting project.
Remoteness of administrators and university educators from the
’ classroom. :
Disappointment in the low priority which home economics education
: has as a course in department of education. '

21
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