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Thls study makes problematlc the relationshupﬁbetweenaa '”‘:VJ”

conceptnon of curr:culum nmplementatlon -as a ratuonalﬂy plandeguact10n '1fﬂs§w
. ,‘.»_ B v »
and educatorS}»orlentattons towards the |mprovement d* their own

%

practfces Such a dist'nctvon between Instltutaonalﬁh maﬁéged change fﬁ}f“

Y N !J < "“"-"

'and\the concern of educators to lmprove educatl n ra}ses lmporgant
P .)a

.

questtons‘for school practlce._ Thns study lnvesgtgaﬁis thns.dLs-‘

Jtunctlon weth teachers and consultants in the context of thelr tiﬂ -
‘experlehces in |mplementtng a newly mandated provuncuLl sqcnal studles>
curr{culum.'_ul : IA - N %" . - ﬂi i: - t%

» s . -
i

An ihterpretation of ‘the mean?ng of the ﬁélationshim'betkeen' ,
. e o
the management of change through |mplementatcon and the?nnpgntlons of o

: . vt

‘ educators rauses questions . about our typlcal ways of planncnq snu
N4 '“?. ) .

actang in school curficulum settings. Thus leads to a hermeneuﬁtc 2 E -

¥ . . L -

questlonsng of the teéhnologlca} presuppoé1t|ons whlch underﬁle socual“;“%gl
action. A hermeHEUtlc questlon!ng is made poss:gle by cmitlcally
reflectnnq upon these typlcal modes of plagnlng and actlng in public -

schools in the context of a partncular sutuatlon&of currlculum change.

§

Conversatlons wnth three consultaJts -and three teachers

particfpatlng |n-the.curr|culum change.form the prlnCIpal approach-in

this |nvest|qat|on The mode of research |s |nformed by 1n5|qhts
A '
_ga\ned fron an understandung of Gadamer's phllosophlcal hermeneuttcs.,

. e .
relatlng conversation to.questionvng ~According to Gadamer the onto-.
. o i _ .
e S . R .
Yogical:structure of a genuine question is one of openness lying in

the direction of that which is questionable. Gonv%rsafion‘as,a mode R

kS

of research allows the patticipants,as educators to punsue,the question




‘ledglng g im ipations fo{ them .as practltwoneﬁs.
. 4 -

v

The p;ocedures followed nn the |mplementat|on

fundln s about factorgwwhuﬁh 'nfluence the school chadge process. ‘The

\

These contradlctlons orlglnate in a fundamental dlfference

‘», . .
"l

‘j € technlcal rat»onallty of adm'nlstratlve actuon rooted a

e -

,pureaucratic'requinement‘that the chan?e be managed by transforming it
into airatiohal]¢,p]anned action. - ," _ | '

JThe existehce ofla tensioh be§Ween oooceptualizations of
curricuiariehds‘as objects of goministrat}ve act{on and“é<qhange
prooeSS as a situational -praxis of the participants 25 not new to

teachung. However, thus study concludes that- tradltlohal mediations
.whfoh might serve to.practically resolve»;hese contradncttons ahe now
being.anticipated thrdugh-research into praétfce and are themseIVes
beooﬁing'objects of bureéuoratic control. This contributes to a’
‘growing technglogical penet}aﬁion of theAlifeworld of both'teachiog
and consulting. An“Understanding of these effects helps tg_indicare
the shape of alternatlve school improvement activities whihh are

based upon a sePé transformat|ve practnce of the artars,



research, .| wish to~acknowledqe them here.

kR \
ACKNOULEDGEHENTS

- o .

l have been helped By‘the advuce, support and example of - many _

teachers, colleagues, frlends and’ famnly durlng the course of this

»
-1 feel especnally fortunate ih havnng a most supportlve and

scholarly 5uperVIsory committee, Professor Ted Aoku as chalrman, -and -
§

Professors Harry Garfunkle Bruce ﬁann and Maxivan Hanen as committee o

-

members | would like. tﬁ%thank them both for their colleCtive help as -

v

. a commlttee and for their rnduvidual contrlbutrons to my thinklng about’

s .
\

the various aspects of the research questlon, to Professor’ Garflnkle
\

for lntroduc1ng me to‘crltlcal theory and'historlcal socnal analysis
and for his kindly advice and |nC|snve crutlcnsm as I atteMpted to

apply it; to Professor Bain for his help and-encouragement”in my
efforts to undérstand an existential phenomenological view of language

;and for‘hfs deep fnterest Tn manyvaspects of the study;'and to -

9

Professor van Hanen for his helpful advtce concernung Contlnental

I

Q

philoSophy and phenomenologlcal research and for his contlnued

remlnders about the essential pu?poses of currlculum research. As

13

'chalrman of my superynsory commﬁ?tee Professor Ted Aok i has been “a

true mentor, sharlng in the excntement of the question,_Showing an
unflagging confldence in my ‘ability to pursue it. and serving as an
example of scho'larship and teaching that | hope someday to be able to
emu]ate. Desplte my frequent hesutatlons and self- doubts he cont:nueo
to nudge me ahead guldlng the way by ponntlng to new opportunltles and
pﬁ:sentnng exactly the':lght questnon at the apprOpriate time.. | wish

to convey my special thanks to Ted as teacher, colleague and friend.

. 1



. ] have also been Very‘fortunate in’ hav»ng Professors Ken Jackn|cke ;:b
and BJ]I Plnar as members of the examnnlng commlttee.. Professor ‘
nJacknacke S supportive and probing questlonlng was much apprecnated

Professor Plnar s work in reconceptuallznng curriculum theory has been

2

both an lnSplration and a gunde in my research into currlculum nmplemen-

- ~ S o
P

tation. His partlcnpat10n as external examlner IS, therefore,
. especnally gratlfylng and his questnons and ‘advice have been most helpful
in suggestlng future research.dnrettlons.

A -

| would like to thank a -number of socual studnes educators who have '

—

- diven of their time and thoughts about currlculum as conceptuallzed and
school practice. Thelr words speak of their lee-long commxtment to
chlldren and school lmbrovement. Here ! would especually Ilke to thank ;

‘~Hans Bernard, Jackue Hobal Roberta MacKay, Mnke Burke, Ed Harasam
Shenla Mawson, and the late Nendy Mitchell.

L The learnlng communlty of the Depart@ent of Secondarybﬁducation at

theyUniversity of Alberta has been an especially rich one within which
to do curriculum research. 1 would like .to particularly mentlon both the
|nstttut|onaltzat|on of the doctora] research learning communlty in the.
form of the Ed C! 690 seminar, as well as the vnformal communi ty. of

‘friends and colleagues meetino over.coffee or in seminars'formed by.

B

graduate students. Informal meetings of this kind were imménsely

-

valuable testing places for ideas in an atmosphere of scholarly ingu'iry.

Fellow graduate students Eric Burt, Basil Favaro, Linda Peterat, Michael

Bopp, Eric Chappell and Roger‘Neil have all been influential and helpful

w , -
with variols asppects of this research. ,I am especially indebted to

Angel?ne Martel and David Smith whose knowledge and interest in.language,

viii



L

‘questloning

| would llke to thank my frlend and nelghbour Marqaret Voace for féyf

~her patlence and speedy typlng of - the conve;satlon summarles durlng thejf"
j ;

.research Her care and expertnse in/typlng the dlssertatlon has also

r

been most-helpful R f' B t o S .'{’,:
. (1 - . ', f',

_y, the dcssertatton has ‘been completed wlth the<loving

Jof my family. 1 am especually grateful to my wufe Rullah whose"
teaching and consultatuve experience helped me to keep my feet on the

.ground, and to my chlldren Richard and Sarah who are glad that dadﬂy

has at last ""passed hlS dnssertatlon "o




- et

.¢ , TABLE OF CONTENTS

The Critical Interpretive View . , . .

L

- o ‘ ot ., ’ »-S- )
Chapter l . o ~ . -r? . Page
I; ‘SITUATING AND ORIENTING THE QUESTION
OF CURRICULUM IMPLEMENTATION C e e e e i e e e e 1
Introduction . .'.‘; .'. .o . .‘f e b e e e e e ' 1>
* . ] ’ - ' - ' . .
Purpose of the Study . . . : . . . . . 2
Research Questions . . . . ’ B
Otganization Pf the Study .. v e e e | 3
Liﬁitations of th; Study . . . .-, . ; e e e . 5
, | . . . . ,
Definitions . . . . . . ., . ... ... .. 6.
A . : .
. o :
Autobiographical Reflections . . . . . . . . o« e . 8
<|I. . CURRICULUM IMPLEMENTATION AND THE CURRICULUM FIELD . . . 15
B Iﬁtroductlon e .’.1. e et e e e e e e e e . 15
Currlculum Public Eduéatlon and’ the State ' The |
. Historical Context of the Implementataon Problem . . 18
. The General Problem of Provndlng Aj
Public Education . IR o . .. 18
’ .-I" .
" Mass - Education and the Emergence of .
 the Currlculum Field . . . . . . ... ... 19
" Technical Reality and the Growth of
‘State Involvement in Education . . . . . . . . . . 21
The Implementation Rroblem is Created 25
Alternative Modes -of Viewing Curriculum
lmplementatlon Tttt e e e e e s L e 29
Criticism of the Traditional Field . . . . . . 29
The Reconceptualist View . . ... e, e e . 29
The Deliberationist View . 31
32



Chapter ¢
" " . The Radicai vi¥ e e
Reconceptualism.Revnsited Llnklng .
Story -and. Structure C e e i e e e e
fen. " CONDUCTING THE QUESTIONING OF CURRICULUH fﬁ; v
: IMPLEMENTKTION/. I T N
- .~ ' . . - . " . .'3"
j ntntrodu¢t|on .'.L.'. Cee e e e e e e e
The'Devéldpment of‘ﬁédern Herhenéutics o o e
Explanatlon and Understandung' The
Hermeneutlc Questlon . . « s o o o o o .
) SchleleTmacher and Dilthey s Ep:stemological»
AHermeneutacs e e e e . S e e e s
Challenges to Ratlonal Knownng P e
» ~Gadamerw Ph:losophlcal Hermeneutlcs . v e
vCritiEbSm and Hermeneutics . ... ., . .,}} .
] - . h
Hecmeneutics as Dnstancnatlon and- B
! . ,Parttcupatlon « 4 e s e ¢ e e e e
\\'3J o The Conduct of Research Usrng a Conversatronl .
\ - The Nature of Conversatuon’ ..... . s
— \\f Conver;atlon asAD1stanCIataon and “
\ i Partici?ifioq st e s .. « o . . .
\ . ¥ tonducting the Research - e e e
\ " '
@\ Context of the Questioning . . .
1 Historical Context . . . .« e . Je LJQ
. X The Cdfricu!um Guide .; . . . .
| ~Learn|ng Resources R . .« ..
‘ The lnservnce Programme K oo . < e
iV. Tﬁi PARTIC IPANTS' MEANINGS’ . . .
o o - »
s / Diane . . .. .

Page
. 35
239
39
- by
'
4
. b7
. 50
3
. 756"
..,53,
. 64
. 69,
: '9\3.
.7k
6
.y
. 78
. B2
8



1
’/‘ ¢ o
Chapter ) - R
. Her Background . 'v. .
L . ¢ v
Our‘Relationship L
The Mean};g of Curriculum
Linda . . . L
Her Background ,.n; . ..
. . %ﬁé ?6ur Relationship . . . |,
> The Meaning of Curri-olum
Jeﬁnifer ; e e -
Her Backqround
OQur Relationship |
. L4 -
o T“evMéah?ﬁqﬂaﬂ’abrv’ﬁ”'wm
iy N
’ Hi% Bactground N
wOur Reiationsh’p .
The N;?avvivvb of Curpiculyr
, .
fred . - . . .- .
Hie Raclagraund .
Cuor Relatio sh'r . .
T tegidea o . 1
oy
7] Rarlgreved
Qo Relot anghiy
Themes f ‘anversation
V. CUTIFOTIONS ON O TUE “F'€/°‘“

w
. . .
v
. - .

Implemeitat ion

fi 9
1 rle p
[

y-‘tfm..

Page
86
86
89

103
103
104
106
120
120
120
123
133
133
133
138
155

155

158
173
1713
174
177

198

Y o}




Chapter ‘:i I - .‘._ B “Pagel_"

workung in the School System Mediatlng
Technlcal Control and Pedagoglcal Concern . . . . ., 201,

~ Contradiction between Inquury as an
Attitude toward: Teachlng/Learnlng I ' .
b 4 , and lnqulry as a Model . . .. .., ...... 203 -

Contradictions between Helping Children : L
and Citizenship Production . . . « ve v e . .. 209

A Contradiction betﬁeen Education as
" Having an Enlarged Understanding and .
Outcomes Based Education 2

COntradlctlons and Educatlonal Practiee‘.‘.,.','. 215°
? R .

The School as the Site of Conflicts between""
Technical and Practical Perspectlves of )
Teachnng St et et et et i . 218

¢ . . i Seoee
\Being Technical and Being Practical o

*S EducatOrS A O N . R S 220 :

Managing Teachinq ;hrough Rationally . '
) Planned ACtS . e'- o Ne ] - L] . - . . . 3 .‘..o . L] 223

i

Colleglal Relatlonshups are Becomlng A
ObJects 6f Control . . . . . ... < s e s e . . 225

- A Tendency towards a Standardization and
Control over School Outcomes is . ‘ :
Reinforced . . . . . . . . . . . . v .. o o o . 227

The Erosion of Practical Reason . . . . . . . . . 228

Some Cohcluding Obseirvations . . . . o e e 4. 230'1

Ce e oL 233

Towards Improved Practice .

BIBI IDGRAPHY Y S X ¥ A

(APFENDIY A INTRODUCTORY LETTER AND INITIATING QUESTIONS‘
TO TEACHERS AND CONSULTANTS . & . .., . . . . . - 2k9

AFTFNDIX B, TRANSCRIPY SUMMARY 0F GONVERSATIONS,WITH A Ry
PARTICIPANT (LINDA) . . . . . . . .. ... ... 256

APTENDIX C. PARTICIPANTS' REFLECTIGNS ON THE RESEARCH . ... 305

APPENDIX D. DISSERTATION WRITING: A PERSONAL HISTORY . . .. 313

]
i



,y).~ N - ’
: LIST OF TABLES
‘Table e s - - o Page
U A Comparison of Bureaucracy, Technical = . . ly
Curriculum Theory and Scientific 4
Management ... L. .. L . L0 e o0l e e e .23
2. . Participants’ Themes . .« « o » o o o o v o o v . . 84
/

Xiwv



Xv



Chapter [

SITUATING AND ORIENTING THE QUESTION OF
CURRICULUM IMPLEMENTATION

There'}s a need to=bridgé the. gap betweeh the printed curriculum
and classroom practice. (Chamberiin and Crowther, 1973, p. 17)

We conclude that the Master Plan is still, five years after its.
creation, far more than dh idea in the minds of its creators
than it is a guide to Social Studies education in the classrooms
of the province. (''Downey Report," 1975, p. 7)

You know ‘it's really frustrating . . . how the inquiry process
on a philosophical base. is so exciting .and you see what's
happening to it [in implementation]. In the name of inquiry
the opposite of real inquiry is being done. (Jennifer, Conversa-
tion 4, 21-5-82) ' : ‘
Between the idea
And the reality
Between the Motion
And  the act
Falls the Shadow
(T. S. Eliot, The Hoflow Men)

Introduction

This is a study of the meaning of curriculum implementation for
a group of consultants and teacherc pnqégpd in the implementation nf
a social studies curriculum declared mandatory by the provincial

department of education. These participants are immersed in the

’

practical task of translating a rationalized plan for action, in the

form of a curriculum guide, into classroom practice: Some qf the ~._ -
potential implemenration probTems_had alFéga?\been anticipated by means
of a'thornugh evaluation of the difficulties experienced with the

nreceding currticulum, This, coupled with ragearch literature ~n



’

effective‘inseryice pPractices, was used\té des n‘an extensive.pro“f,

gramne,of’Tnservice'teacher educa : at/a considerable cost. ‘lb
order‘toiturther obv»ate posscble lmplementatlon problems an $8 million
'grant was provided by the provincnal government from a spectal trust -
fund to produce an array of teacher and student ‘resource materials -Lf.'
'supportlng the new curruculum. These resources, and the inservice plan

based on the research literature have enabled the broduction of a

rational plan of action for the implementation.

Purpose of the Study

The purpose of this tnvestlgatlon is to question the extent
to which our hopes for children and soclety find meaning and are .
realized through the taken for granted technlcal ratlonallty of )
installing a plan into practice which informs thas, ‘and many other
efforts at-schoo} innovation. The situation.of the participants fn
. this study is a common one for teachers and curriculum'consultants
who work, as do most educators, in bureaucratically structured state
school systems. As partlcnpants, they are endeavourlng to institute
a mode of teaching which will improve children's learning and will
help to realize key'aspects of society's goals. In tnis case, the
aim is to prepare children to become concerned citizens, skillkd in -
the investigation ot public issUes,°through a social inquiry,process.
l”of‘teaching. | ‘ |

& ,

The goals of this curriculummare clear and the-impfementation-

is carefully planned, but the results are complex and, in many ways,

contradictory. The meaning that the curriculum implementation holds

[y



_relationship. between improving teaching and tﬁzj{a§E‘of'cufri

educators -and to ask what possibilities exist for # to iniprove

for the pérticipants forces: us to. consider again the nature of the
culum
J _ T 3 S

development in school systems. On a still moreAfundamental level,

- ., ~e .o

\ - S Kl
. the purpose of this study is to reflect more deep‘v;qn_who_we are as.

4
s,

educational pfactice~within schools as Jnstituflonsifﬁr public
.. . . ., . I‘~\{‘
education. .

Research Questions R

There are three questionsjwhich haVe_gufded this reseaﬁpp.

They are as follows: o ’ Y

1. What do the concrete acts and.objects of curriculum

implementation, i.e.. inservices, the teaching/learning resources,

curriculum guides, etc., mean to th® participants?
2. What do these acts, objects and meanings reveal about the
way we live as educators within institutionalized educational settings?

.

3. What possibilities exist for reforming cuirent practices

. so that curriculum implementation will fUlfill the participants'

desires for better education?

-

Organization of the Study - .

The'disseftétion, which poses a pfoblem of practice, begins

with a recollection of my”own.practical xperience with curriculum

- £ e
implementation as the origié%{ing point of the research. In
Chapter 11 these reflections will joiqf{he conversation about curricu-

jum- implementation which. exists in the literature -in order to
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sutuate hastorncally and conceptually my questlonlng of lmplementatlon.v5

The revvew of thns llterature shows how currnculum lmplementatlon
flnds its roots in- the managerlal orlglns of the fleld It also
shows how currnculum theorlzlng, crltlcal of the technlcal ratlonallty,

e A
which makes ”lmplementatlon as’ |nstallatwon" possible, has tended to

critique at the level of theory, over the. heads of the partlclpants

i

caught within the very real constralnts of worklng wnthln a publlc
ducation system.
A hermeneutlc mode of research seems to—offer posslbllltles

r engaging participants in a critical reflection of thelr own.
concrete experlences of currnculum lmplementatlon. Chapter (NN
sketches a brief hlstorxyof the development of hermeneutlcs as lnqulry |
into the human sclences. Drawung upon Gadamer's (1975) example of
conversagyon as belnq :Ilustratlve of the unnversallty of the herme-
neutlc sntuatlon, | explore the features of conyersatlon as a means
of hermeneutic questioning..: |

"The meaning of curriculum implementation for the consultants

. 1
and teachers is presented in Chapter IV in the form of varlous themes_

which have emerged from the conversatlons In Chapter V theSe'themes
are drawn together in the form of several conclusions about the
relationship_betweenlthe'imblementation'of a.retionalized reoreSenta-
‘tlon of teaching contasned in the currlculom and the. Ilved world of

teaéhlng These conclusnons poont to a technncal reason whlch trans-.'

mutes the educators' wnshes to improve schools lnto the " productlon of

more effectlve Q%Ehanlsms of control OVE'F teachﬁng and%oon

N . L Fheer B wasm PRI, Zi‘;i\w - By v

leads in turn, to a final concludlng questlon*—ls it poss:ble for
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: : emancnpatory change to take place wuthln the bureaucratlzed structures

. - -
J B

' of PUbllC education? ‘ - ' ‘ o RS

H

Gt

- : . -

Limitations of the Study | N
B . : . . .

As a reflection on situational.practiee, thiststudy dbeshnbte

-

I3

make a statlstlcal claim that the actérs in this study are
V4

representatlve of the general populatlon of secondary socnal studies

=

teachers and copsultants. Nor is there any c1a|ﬁ that speccfnc
features of the gesearch have a.general predlctlve*val1dlty. The
'researeh istéeneralizable te the extent»that readers as participants
in"the educatlonal enterprlse share in an experlence of schools as
nnst:tut|0nal|zed structures for educatlon. The research *is
generalizable,  too, in the sense that readers share in an ethical
.éemhitmentvte making school's mo?e.educatienal places. As such the o .
study is a part of what HMax Stephens refers to as ''practical dis-
course,' a guide to practfealsactidh (Stephens, 1982, b. 87).
| In Chapter‘lll | relate the questign of vaifdity to hermeneutﬁcs
as bartteipation and distanciation. Researeh conducted as cohversa—
tron for the'partfcipants, and as a uritten text for the readers,
becomes a means by thch;we distance ourselves from practice and
permit erftica] reflection to take placeré'Distanciation. however,

: does not remove the essential belongingnéss that we as educators have
to the educational enterprise. A hermeneutieal awareness of our
situatedness as actors acting in'th{s setting returns,to“usvas we

appropriate the insights gained -in critical reflection. ;;l;ﬂ

PN N . v' -

4 ,




f:.'@ .

Definitions °
= rlons
-y - .

® . The term curruculum lmplementatlon 's deflned brdadly as

belng the process |ntended to brang about a- planned educatlonal change,'

-The act of lmplementlng currfcyla 4n pﬂenum (in- fulllng) encompasses

actlvutnes such as lnservuce'sesssons ‘and meetlngs almed at lntro-

duc:ng and discussing the change, as well as wrutten documents liké-

'currlculum guides and’ new resource matersals, Whlch are lntended +0

2

'accompany and clarle the proposed change for the auduence

practpce. Wlth wrlters llke Fay (l975) and Fretre (1973) I note that °

any conceptlon of the relatlon between knowledge and actlon in social’

‘life is a polltlcal theory The claim that currlculum spec:allsts as

-pollcy scientists may recommend an efficient course of actlon for

rea;hlng socval goals through schoollng, also clalms for. them a

rrqht to domlnate teachers and- consultants reSpon5|ble for nuttlnq

.

these- goals into actvon. The fact that the partIC|pants are famlluar»'

h with the term ourrlculum umplementatloh and its implied assumptlons

already points to the existence of a taken for granted structure of

N

domnnatnon By questlonung the meantng oflcurrzculum vmplementatlon, v

L. 3 4

l. seek to make problematlc the commonSense assumption of tbe neutrallty
of the theory »ntQ practice mode of tlnq

-

At this point | wish, to introduce a second tcrm educa-

<

tlonal'practice as a counter balance to an a55umed technologlcal

relat:bnshlp between theory and practlce contalned |n the term .

~ .curricudlum lmplementatlon AEdUCation as e duca&c‘%a;leading out is-
RN . i : -



e

a Ieadlng out of chlldren-pedagogy A leading out from "which' and
to "what“ is. not deflned because any defunltcon w0u1d not be sufflcuent

‘to conveyung precnsely what it is. ThlS is an lmnortant dlffer- .o

- ence between practlcal and technlcal reason |mpl|ed first by Arlstotle

in the distinction he makes between maklng and doing. One reflects on ~

/the meanlng of justlce not to know what lt is, but F04be just (cf.

~

Lobkowicz, 1967, p. 12). What teachers are involved in. doung in

+ educational practice is not'bnly putting some predefined theory into
. _ N

-

action, although there is d certain amount of technique which is like

this, they are more fundamentally concerned with leading children to

I

‘the good.

Gadamer s (1982) essay on practucgglndlcates the sort

a

2
e

of initial étstlnctton which I would also llke to make bétween
technical théories of education-and practical theornzung about
o education. Practical theorizihg consists of reflecting on thgﬁ
| uleeréal, the ideaiéf the-géodt concretized~in teaching} lE

consists of asking "is this the right thing to do for this
child? :
. . the meaning of any universal, of any norm, is only

justified. and determined in and through its concretization. Only
in this way, too, is the practical meaning of utopia filled in.
It, too, is not a guide for action but a guide for reflectnon.
. . . One does not "act' in-as-much as one executes one's freely
and well-thought out plans, but practlce has to do with others
and codetermines the communal concerns by its doing. (Gadamer,

1982, p. 82)

The above definitions of curriculum implementation and educa- o

tional practice are not intended to be the authoritative, last words,

" but meré]y'the first words of an ‘inquiry into the relationship between

a curriculum to be implemented and educational practice. The research



is an exploratlon |nto thlS relatlonshlp, both as a questlon for
phllosophlcal reflectlon and - as a polltlcal quest»on of. who s reallty

.shall»prevar} in the classroom

- . PRt . N

‘ AUtohiqgraphlcal‘Reflections

. There is no place to stand, apart from a standponnt.
- We are always‘ﬂuvang out a story.
o There is no way to live a storyless, ‘or a
standponntless life. (Novak l978 p. 62)

In becomlng aware of my own standponnt I will attempt here to
recollect how the question of currnculum vmplementatlon has orlglnated
in my autobiography as a teacher, department head, consultant,

curriculum worker and_gradﬁate<student.'.The‘story is that of the

a . . . 4
L S

educator in the system.
As a beginning teacher, the curriculum had an lnSIstent and

‘ unquestioned presenCe. It is the task at hand, ot IS what “they" in
“ ' & -
.authoruty say constltutes a grade nine educatlon ﬁor these chlldren

WasKl‘really that accep;ing of the manifest expectations in the flrst-

Q

year of teachlng? In retrbspect lt-seems sov although | alwayS had

the belief that children were not really learnlng unless what was
“learned” had meanlng.lor them. There was always abprohlbltlon -against
memorization in my history and’ Englash llterature classes. But lnke
many qreen teachers, 1 did not gpestuon that . the acqu:sntlon of
curricular knowledge;_albelt in a manner thai was comprehensible to

the students, was not, in fact, what constituted the educationalm,

_precess. . -

- My grade XIB Eurqpean hnstory class stands out for ‘me as a.

<er

stark example of an 1rreconcalable cqnfllct between curricular knowledge‘f”



. how get through the pub]lc exars .

L . ‘ . ¢ ‘v . eD

and the cu}tural capltal of the students ThlS happened in my thlrd

, "nyear of teachlngywhen | was gnven a class of strqulnng students to some-

]

+

'vftoplcs, d'successnon of revolutions; the Puritan, the French on to

‘the lndustrial,,but what was. the point? The,gulf between this’

..cugfiqulum.and their lives in a small Newfoundland coastal town was

¢

‘too wide. | recall the looks of .fear and frustration in history class

as | laboured to make thesexéfeat events of ''our cultural heritage"
seem relevant. Homework assignments were a litany of repeated phrases

from the text. | remember Walter's prodigious feat of memory, a whole

page summarizing Nepoleon'S'accomplishments, copied by rote in response

Y

to the wrong question! Could there bewepy.pUrpose in thL§lCUrricUlum
except to deny these students a high school‘diploma?
The;following yvear | experimented quite freely with the

prescribed‘teﬁth grade course where there was no public examinatfgn,

s

but ﬁy:interest turned to the development of an alternative curriculum,

one which would be relevant to the avérage student.  Having now
L] . .. »' . - L .

-

become atsocfar studies\depértment head; | approached the school

.

principal with the idea for a new course called 'Community Problems."

" . . . \ ;
t outlined five units which wé agreed were of gmeat relevance and“
importance to citizenship in the modern community. These were:

government, law,:labour and management issues, the news media and the

-

future. Supported by advice from a professor of social studies

+

curriculum and winning the approval of the province's diréctor'of

In the province of Newfoundland students wrote a common
province-wide public examination in their graduating year. Until 1973
this constituted the sole measure of determining the students' final
grades in each course.

. »

! dutlfulﬂv began_ coverlng the textbook



..

‘°-ln;truction; | completed the cou/se 0 tnme for Fall olasses.glld

7

January my programme won a natlonal award For lnnovatlve teécher-;

developed currlcula. But *in the clfﬂerOm :t wasf,ar ftom a clear

success. Students, who shared my llberal assumptlons of tﬁb possu-

o )

' blllty of effectlve citizen vnvolvement in -an ostensnbly egalltarlan

“but barely looked at the obJectxves and evaluatlon statements

Q

socnal structure apprecaated the course because lt ”showed how" thlngs

K

really were " But l recall Ross, too, brlnglng hls parents to the

school with the complalnt that he couldn t understand .my ctasses and

o
N A

that there was no textbook to learn.- And there were the same "t *
frlghtened and puzzled looks from the same students who couldn t grasp
world history. - Students llke Ross and walter had been the impetus for
the course, but it now appeared that thns proqramme even Further‘

complicated school for them.

-5

‘ln retrospect I can partly explaln what happened in Frelrla'n0 )

Yy 2

terms. The students were not allowed to problematlze and begln to

cdntalned in the offucual curriculum w1th my own taken for granted op
But there is alsa thefquestlon ‘©of how one fits as a teachers
system. hallenging the relevance of a curriculum in the ceform -

. L]
1970‘5 was not difficult, partlcularly if one proposed

qpnsclou5r
what seemed to be a plausnble alternattve "My alternatlve plan .con-

tained the requisite statement of obJectlves, content outllne, student
L\ S [
texts and a clear |nd|cat|on of how student learnlnqs-would be
i : 4
evaluated However the plan was, in fact, a poor gunde for practlce.
’ o

I generally followed the course outline and used the student texts,

L

B

-

- hame thelr own reallty.i | merely replaced the academlc cultural capltal

10



following their submission to the various levels of administration

Ry

who,had»reqﬁested thgm. What set the reai objéctiJ%s“and the actual
'evélgatfon practices.were the well wdrn expectations set 9ut"in the. -
routines aﬁdArhythhs of the school year. Thete were reporting periods

and evaluation protocols to be observed. Tests had to look like testsﬁ

~ and had to be given by the teacher. Certain pérgcentages were allottéd

- for unit work and examinations, students had to do well ar poorlyvon

the course, and each one required a numerical assessment in the form of

a mark. Student's, in_shot  ee~ded to he sorted as tangible evidencr

that the <chnel was doing its jch. \

These are the brute realiries of the ~ituation vhich we all,

students, colleagues. parentsy adminictration, teob for granted and

.

which were affected very little by a rew }“al\ The neat curricotam
guide which flrttened f‘\'nf the rourse int~ nhject'vec, mate:r inls, I

strategies and pvaluatin%, while nof nececcafily <upbr fluous 1o clage
) Y :

%

: /
room proctice . did p ok reprecent wﬁar really woul happen and did not

;
<

addrecs ' he lnfqinpl rp‘ku"ict T'vvpul':e N broadening the nymber of

stutentc who derived mesning ard tye ne from erhnnl What the gui-!
did dn, howe er | wa: v establic-l 0 ae —ameone whe bnew comething
abrut g i vl efnidieg ey Po g I thae herame ore onf the part i
wrifere ol the new master cnide 1o e provine’al corricgl o e

At v he  tame t jre bl diet i cagt e togtoam ~oanspltant

[ TR ERIRE 3 I X - SRR fre o s mnmbher - o Q?f‘! viith owe it :1‘(7 t he
ma-ter quide foo the 1y o travincial eeial atudioc curtriculum. e
aslkzd curselver hovs doy derion aed halp to implement = progr amme o

st Ve cdaegt IR Al thfal ot el phiag e o h
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and clearly stated princnples of Iearnlng .and bellefs “about person and o

soc:ety in the" provunce of Newfoundland and Labrador? Ne dellberated

" on these beliefs and prunc:ples and reflected upon our own experiences

v * .
as district curricufum consultants whlch had taught us’ that the

formallzed intents expressed in the. conceptualvzatton of currlculum-
plans usually fell short of reforming_ways of teaching.“OUr rumina'
tions about how teachers might become,part,of the planning process for-

the new curriculum, whlle at the same time remalnlng mindful of our

task force respon51b|ltties, were cut short as- Department of Education

nfficials set deadlines for the productlon of documents; The Departmentf

F

was being pressured by some vocal schoLl dlStrlCtS to get the new

curriculum guide out for lmplementatlon " The chaln-of command could

not begin operating without the‘materiaﬂ to be passed down. Currlculum
leadership from the Department to the districts and from the dlStrlCt
'vofftces to the schoolc requlred that document production be the outcome

of curriculum development. We were |nstructed to get on' with the

k‘-
development task and leave the questnon of -mpJementatlon for the
school dictricte. .

. A . ., ‘ o . .
As a first stage to implementation we introduced the curriculum

-

master guide at regional meetjngs of district,conSultaht$»and‘%e}e§f§d‘“\

o

teachrrs  ‘While there was some interest in discussing this document .. . . .

which cancisted of 4 rationale statement, a K-12 content outline and

aeneral statements about teaching, the audience was waiting to hear
' Y
“the practlcal information of what should be taught at qrade such and

hsuch-'~8ut whnie lmpatlentlm wajtnng d|str|ct offlce consultants, the. .

- w - .
o U e : ™ ~

DeparUnenr anH frnm What - 'rou1d seé, ‘most teachers were p]eased.fhar

e

, . .

e » w o,

&
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\
with the master gulde done, spec1f|c grade level guldes and materials -

t

would be |mm1nehtly avallable, |ndeed some were already underway -in sub-

sequent deoartmental develonment committees.’

ERE a - LR
A . - .

For two years | had experlenced what seens, ln the retelllng,

to be the tnexorable workings of the provincial currlculum maklng and’

o

|mplement|ng‘bureaucracy. As,developers, we made-efforts to find the

fiséures in the vaet edifice which would allow the participants to

.enter into a dlalogue with our assertions in the master gunde, and so

to reflect on thenr own teachlng But we searched less as the dead-

lines approached and the token meetings wlth partlcapants whlch were.

‘(;

allowed to us were mostly the one ‘way sessions everyone was used to.
In retrospect lt seems as if the sysbem runs as it is set up to run,
and we as partucupants play predefined roles ‘ (' bave since learned
to call this functionalism.) Despite these fruystrations, my
colleagues and 1'on the development team apprec4ated the welght of
our responsaballtaes and were convinced that we were ultimately
improving social studies edacation. How else could we do it?

This was my question as 1 éntered % dootoral pnogrammehnw ~ T

- e A et

curriculum. and lnstru;tnon Two years-of reading and dlscussing

T Ty e & -

- - -

“eurricutdmT implementation as a theoretlcal questldn produred a con-

cepfual dichotomlzation of positions‘userul in thinking about the
Qheétion, but somewhat Tess aoplikable to bré;tiéel On the one henﬂ'
there were researchers like Fullan (1982), Joyce and Showers (1980)
and other s who unr‘voblevvvatlrally Accept the nentraljty of the
focl\r\iral rationality inherent in implementing curticulan plane.

Their studiec are confiped tn in/estigating self profecced innavation.

13



pfojéctslfor the purposes-of isolating variables at work in.such
or. ‘ , . .

changes, and applying thesq to improve‘the‘gffi¢iency'of organizational

chénge as a technical:pkqéess, C}iticajﬂliterature opposediyto such
te;hnically igclihedAWntrus?vgnesé, seems‘ﬁnab]e to move beyond a
critical stance and toidisplay a real willingness. to work with those
who find fheﬁselvés.withi; the‘technically4orfented structurés‘béingA
crit[ciied. Phenbmeno1ogically-oriented writers lfke Gfeene (1973)
seek to-give pE;m?ﬁénce to the knowledge that teachers and stddents
construct as co-pérticipénts fn'the world._ Strugtura} Harx{st ;ritfcs
like Apple (1979) and Uhitty (197h5 sth how schools tena to préserQe
and reproduce.an ésSentialjy pngqyg!ﬁsqeial'systemland,Segm_;qlfmp]y
thét these stru;tgres lie beyond the}powér of Pndividda]s to ﬁlter
ther;u N | | | | .'

| Clearly these impressionistic remarks én the conoeptualization;
of curficulum implementation -in the'théoretiqal J?;eraturé aré gtoss

-

¥ oversimplifications of -a migh research literature. Technical,. N
w AR i ° . > T .

-~ e

phenomenological and critical wrif?ﬁg§ haye_p?gvﬁﬁéQfe?gpjgiv?ﬁsﬁéﬁfé‘ e

iﬁtq the §g¢5tiop.:;8ut'congeppusi{zaﬁ[bnéﬁdfiQrﬁgfigeiO?lY‘bfcve* SR
themselves ‘'on the way b;ckj'by the way they.are able to speak to
bra;rft}onéré.-?CHaptér fl provides & reading of the cﬁrrituluﬁvligerai
ture ag:{' applies to implementation with this practicai interest in'

inipd

L T

o

I~
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‘ Cﬁﬁbter It

‘CURRICULUM\IMPLEMENTAT|ON AND THE CURRICULUM FIELD

Introduction

N
.

A review of the curriculum literature reveals a variety of
ways of framing the question of implementation. The most common, or
- so-called 'dominant view,' treats it as a technical problem of schools

and school systems as organizations. >
How to get new educational programmes to work in'practice

has increasingly frustrated and mystified those involved in
‘education over the past two decades. (Fullan, 1982, p. ix)

‘The question of implementation is posed in a straight forward and
~commonsense manner and is persuasive in its simplicity, i,e., how do

Awé»Bf?Hgiébéﬁigchénae Qithn.dur é}jstngvinstitutional.stfuqtﬁres?

i Bpt'SSIﬁglfaq.S;gggs;s?.the matter of‘;choqi change has proven resiskant
to-simplé.safﬁtiﬁngtépNoﬁétheTESS;-fdé;hfgfori;;l ana ideological
reasons the search f§r an effective réié£}66§h?pvgethén'curriculym '

-

plan. and school ‘practice as the solution to the problem of ¢hange in

ianitut:ona‘ cattings has been well-funded persistent and world-wide

1
in scope

]Examples of such studies include the RAND Change Agent Study
(Berman and MclLaughlio, 1977); Dissemination Efforts Supporting Schoo!
Improvement. {Crandall et al.s t983)~ National Sciehce Foundation
researches into the effects of ‘inmovations:in various subject areas
(A.S.C.D., 1980). Non-U:S. examples include the work of IMTEC (The
International Movement Towards Educational Change) sponsored by 0.E.C.D.
headquarters ‘in Paris (Dalin, 1978) and SAFARI (Suecess and Failure
and Racent Innovation) in the U K. (MacDonald and Walker, 1976). Canadian




e

A less obvnous and more fundamental questlon is ralsed by the
quandry over currlculum_change. Noting. the fallure of the somplvstlc

development and diffusion aééumptions in the technicel paradigm,
N

writers like Grumet (1981) and Aoka (1983) have reconsudered the prob-
4

lem in terms of hhuman act1on-how do we, as partncupants in the world

snmultaneously transform ourselves .and the humanly constructed social

world? Because we are partncupants we cannot snmply develop and
carry out a rational plan for school change ‘in the absence of a
critical self reflection. Practical action requires”that we prob-,

lematize the world in an ongoing fashion as we seek to make

_ improvements. Curriculum implementation literature gf'thisftype i's

bgpcerned with the moral and ethical content of both the ends and the
means of the change‘itself rather -than on general rules for effective
action regardless of the quality of the change proposed Further
questions are raised by authors like Young and Whitty (1976), Apple
(1982a), Wexler (1982) and others, who worh in acritical structuralist
research traeition.-\They are concerned with the extent to whrch
situated. individuals can implement changes.through critical self-

. [ 4
reflection and transformation. Apple, for example, argues .that

f
TN

existing cultural, political and economic practices are reproduced in
schools in complex and sometimes'contradictory ways Because these
relations are productlve and%ﬂeproductlve, they can neither be

purposively- rationally altered nor can they be adequate]y understood

through practnca]ly-orlented critical reflection. . Structural-historical

Q

examples include Leithwood et al.'s (1979) case sstudies project and.
the Downey Report (1975) in Alberta which is descrlbed in Chapter 37

‘16
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'explanatlons are also required |f the partncupants are to make the '

?;Qurfﬁchum~work.'_Bo;h'pf,these.altg;nap(yes, the nndlv«dual and the

4 .
P - - . . Y
H “

necessary llnkages between the dlstort|ods and relatlozf of domlnation

which they experlence in schoolg and the social arrangements whlch

©

;ause these. it |s-only in this way that effectlye-and'lastjng change

b

becomes possible. T o~

~ S .
Since Schwab's (]969)'eall-for a return to the practical, a

new curriculum literature has developed in alternative directions l

from the dominant technical theories of change... One general direction,

rooted .in a concern fof humanlyh;rensformative practice, has adopted

~a hermeneutic-interpretive stance which is oriented towards a .view of

‘curriculum implementation as a dialectical seeing of self in situation;

whereih~hoth'the curriculum and the teacher become changedl Here

there is an implicit recognition of an .ongoing. pedagogical vocation to
make schools more educational,salong with a‘Aeeply_rboted suspicion

of curriculum guide or unit plans which purport to be 'the way' to

improvement. Arnother direction, rooted in a similar concern for

<

- transformative practice, has argued that this project is only achievable

if we first understand hew the'demihant.tradition became dominant.
We are not able to change in ways which do not essentially Serve to
reproduce existing inequities anq strecturescﬁ domination in society
unless we recoghize ;he powerful forces which have served.to maintain

these. . ’ '
These alternatives attend to the |ntent|ona1|ty of the partncn—

pants and.a hnstdricaT structufel perspectlve of the.partlclpants "}7”»'3:'

Te N w0 g vee

;sntuatlon whlch are. |gnored |n tradltnonal technacally orlented I

a4 Y- . e - .
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'v.,:;ﬂazv working clesses._ The exatt fonm whlch such natlohal educatlon _7;_.;;;

s -

TV e

}filB{;

the domlnant tradltlon to whnch they are a response. f’"_ f' "iiy-f“ﬁf.'*f a

.

Barton and Lawn (198'1, p.- ZM)1 qu‘ot'mg C. wrlght mlls,

R n

, undlcate how hlctory may overcome the polarlty of self and structure “'vﬂ""‘

in currlculum studles.

=

Social scnence [curroculnm studles}vdeals«wrth<problems-oﬁaw ISR

- bivgraphy, of ‘history, and- of’thear Jntersectlons wlthlh soonal” -
structures., (Mnlls, l970, p. l59) £k e

¢

the curriculum fleld and the- domlnant theorles of change orlglnatlng L

>

in the administration of schools in the United States. Sltuatlng the T'
field hlstorlcally contextuallzes both the current research dlrectnons

in currlculum |mplementat|on as well as the theorizlng of the

-

currlcularlsts. The second sectlon deals in more detall wuth some
of the varlous streams of Currlculum thlnklng and thelr lmpllcatlons

for curriculum implementation.
, N
“A. Currlculum Publsc Educatuon and the State'

The Hlstorlcal Context of the
l@glementatlon Problem s

. ’
- . . . . .
~~

The General Problem of Provndlng
Publac Education

During the latter half of the nineteenth centiry, the indus-

trlal nations became faced w»th the probLem oF providtng 2 baguc . R

D oia s e
-
R i PR )
‘ » Hioa »

o publlc educatlon ?or 1he generalepopulatlon«whlch.nOW‘lncluded the

>, e

R

e . ;’"

Coa e ..*- -~
. = B

, Jpolncles were to take varned somewhat from country tQ cOuntry.

.'r.‘, e By
G el K

England for example three bas:c stances developed whlch tlll exrst.

[
- e . X .

D I
R P

ThIS chapter bqglns wuth an hlstorlcal examlhétlon of the orlgxhs of”:f'f‘f"“



. as tensnons within the system educatlon as ‘industrial- tralning, ‘public.
educatlon as a democratuc rlght, and educat;on.founded in altradltlonal
llheral.human:sm}lwrlltams, 1961,°p. 162).' Publlc educatlon in the
United'States teflectsha‘hlstoty“of the'maSSiye immigratlonTof that

period and the - concern for the maentenance and transmission of’tradl-

A

tional Amerlcan values (Apple, 1979) Englush Canadlan educatlon
. fol]owed ‘a course snmllar to that ‘of the U. S : but lnstead of the

. e o .,trastlonal values of ruPal Amerlca lt substntuted a conscnous preserva-

tlon of values umported from the Unlted Klngdom (Thompklns, l983);

e .
Trltel e BETREES

Mass Educatlon and the Emergence of
' the Curriculum Field

to institute and~re$orm pub]lc social policy through the schools. Pinar

)

' | and- Grumet l198l) point out how the CUrriculum field originated out of
such an. admlnlstratnve need rather than as an academlc d|sc1pl|ne lt
developed as an atheoretlcal,.ahlstorncal activity whlch addressgﬂ ;h
ltself to managirg and admlnlsterlng policies throuqh the |nstrument

> of the school currlculum.
The history of curriculum field parallels that of educational
\
administration. The earliest currnculum writers like Franklln Bobbitt

l9l85 were . admlnlstratars who turned their attentlon from school

.

flnance and organlzation to the development and organizatlon of the

'-|nstructl0nel~programmes., Ca]lahan |n Educatton and the Cult of I

v o

"?f ~‘fl Efflcrency (}962) outllnes how dUTlnngtS formatlve years,_educatlonal

. e,

admlnlstratlon lacklng a strong dlSC{pllne base lnke phllosophy or

psychology, was partlcularly vulnerable to |nfluence by the domlnant

R ._G,x;.',">n-q,~"l9"-l.af' s

values of Amertcan busnness culture MThns led to the.unc;:tlca]

BN
- et e e e L oem - - R ~ e e U .

\-_ . Tt s

The questldn‘of curriculum implementation is rooted in the need _

19
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lmanagement, lnto educatlon. The features of scientlflc management as
. adapted to schools |ncluded

-‘1 deflntte and clear aims

T2 effncnency of means for reachlng the anms through a

. ”_ratlonalnzatlon and- standardvzatcon of the reach:ng process

1oy v - .-
A

'»_i;_ _ fj.; an organrzat+on capable oﬂ aoh«ewvﬁg'these'aims R
"Q:- strong management control of all educatlonal processes

us'g~(carlahan, ﬂ962 p 56) _ﬁ:.‘ :“fjafj;‘n",_,'nlvj,Lb d}:; :‘f;u

-

Callahan documents how a predom»nant emphaStsaon organlza—'

adoptnon of bu51ness thlnklng._umbued by Frederick Tay}or s sc1ent|fnc R

'gﬁona]'effICIency-ln»thevtrawnjng,ofnadm}nrstrators:tn the:flrst(halfhffftﬁ

of thjs'century.]ed to their“tnabilityﬂto‘respond-to the-edueational
'aspects of innovations proposed for schools.. From an administrative
perspectlve the curriculum fue]d consgsted of a. practical and

effucnent means for achlev1ng whatever goals ”SOCIety“ deemed

_ thlS seemlngly neutral process in four baslc questions.; (}) whasde*
educatlonal purposes should the school seek to attann? QZ) How can -

learnlng experlences be seIe§ted whlch are llkely to be useful
: ) "o

=N

*

attaining these.objectivesl/ (3) How can learning experiences be
" organized for effectixf jnstruction? (h)-How*can-the.effectiveness of

A1earning @xperienCES be evaluated? (fyfer 1949). The assumed o
. i ’ l
neutrallty of the four questlons bas tended to obscure the eth|cal

\

~ and polntlcal c0nflnct over whlch purposes the schools should seek to 1
" attain. and who.sbould declde by :educnng these to- technical problems

o

Durnng the 1320 s and 1930'5 there had been some criticism of

';"Q_the narrow rnstrumentalnsm‘of these admnntstratlve views of currlculum ;

., >+ =
. . . LA N . .
i - L. > -

deslrable.. Tyler s thln vofume -an curruculum developmept summar12e5\~gg,f



- - . E. R

‘,\andvschoolrng.: ln l9}ﬂ,,Jesse Newlon of Columb1a“Teachers’ CSIIege 5.f
noted in a content analysus of admlnisenatron texts the% in. use, that
-over four flfths~of the pages were: devoted to the 'hoW' of admwnlstra-
;tion,ytth U'very l:tt!e crnttcarvexamlnatlon of the educational and

bsocia] jmplication§ of the structure and procedures dfscussedh (New]on,

1934, p.- 90).° John Dewey (1929) and Boyd Bode (quoted |n ‘Pinar and

c;Grumet-”l9817 offered snm«lar crltlc»sms But these crntxcnsms a5|de
:'the fact remanned that currlculum practlces and currlculum studles fn-
the Unlted States remainéd |anrmed‘by an- lnstfomentalist ratwbnallty
typlfled in Tyler's model.

Technical Rationality and the Growth : - .
of--State Involvement in Education

The rationalization of teaching in technically-oriehted

curriculum models, like Tyier's,-requires an abstraqtion and idealiza-

tion of practice. I have attembted'to‘indicate aboye-how the

fifSUSCeptlbl]Ity of. Amerlcan educatlon to 551ent|flc management has

?

led to the general acceptance of theSe modeis for school admlnlstratron

But in order to gain a deeper understandlng lnéo;the historical roots
of the bresent.implementation problém and the concern.it evinces in

the educational research litergture, the increased role of the state
't

in the post-war growth of educatiom needs to be examined.

Between 1950 and the end of the 1960'5 there was a tremendous

lncrease both |n the number of students and |n real publuc expenditure '

on educatlon ln the OECD member countrles the numbeT . of secondary
_ school students grew bY'almost.one_hqndred.perdent and the‘percenfage"

of GNP spent on education more than doubled (Karabel and Halsey, 1977,

- q
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5), W|th the great expansuon of educatlon same an lncrea5|ngly

. -
S

e actlve state nnterventgon-through currlculum reforms ' There was.a4.‘

“ o
- o N
© _. N .
: P ?

-WIdespraad adopglon of Tylernan type currlculum'models ln these ,U‘Jif

- = . -~ .ty

t'centrallzed currrculum reforms. Because these models separate the

L he

U2 action in bureaucratlc organlzatlons andotechnlcalfy orlented

T =

p. 266)

- z

{‘acttvuty of development from the actnv:ty of. teachlng, a problem of

'-irmplementatvontns created The relatlenshlps begyeen.conoeptlons of

a oe e -

currlculum models 5uggest$ why Tylernan currnculum models found

PRt S

"an easy acceptance and unquestloned assumptlon of practlcallty.za
There are some strrklng parallels between'techn»cally—

oriented curruculum theory, busrness management and bureaucf%cy.3

The followung table (Table 1) represents my effort to _compare -

Weber 5.six characterrstrcs of bureaucracy with technlcal ourrlculum

..theory'and techniquesVof éclentlfic'management.~ The*table‘ls’somEWhat

o

oversnmplnfled and is merely meant to suggest reasons for the

v EECEE T B

stablllty and dqmtnance of technlcal currnculum theory

.o . R . . - -
vow oo . - . - .o .

?|n .his work -on bureaucracy, ﬁax Weber. has outlvned ‘the". * -
profound change that the sociatl world had undergone as a result
of the growing complexity of modern life. Weber traces a shift
from a somewhat undifferentiated communal Tife to an increasingly.

" differentiated society requiring bureaucratic structures. This:

shift is' accompanied by corresponding transformatlon of socual

~action into rationally organnzed action (Weber, 1968 P. 987)

.‘«

3Kl|ebard speaks partlally to th'% llnk ln h|s observataon

_that the Tyler model offers a technlque for ratIOnally managlng

controversy , o o ) ~.t~
“lt is an emlnently reasonable framework for developlng -
,curriculum; it duly. compromises between warring éxtremes and skirts

the pitfalls to whlch ihe doctrinaire are subject'" (Kliebard, 1970, -
’ S .

L= - R A et e

~

. "
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Iabl»e-.l e e

A Comparlson of Bureaucracy, Technical Currlculum Theory
- ‘ and Scnentlflc Hanagement )

~

Bureaucracy

Technical

Technioues of “Scientific

;-jgf;Systgmatxc.drfFer— X
) entiation of dutles

into fixed juris-
‘dictional areas.

2. Hierarchical levels

of authority and
firmly ordered

- system of super and
subordinate.

. - Management based on

written. documents

subn]ntxes

* ordering respan- k*n

-

L, Posntuons held

through expertise.

5. Functions of

bureaucracy requnre

.Q-»fulf'worklng

capacity of an
T official.

Follows general
codified rules of
operafion.

‘Responsnbzllttes fpr

CUr?iculum Theory

curriculum " develop~
ment, ‘implementation
and eva]uation .
separated.

 Assumes a ‘'top-down'’

development and
diffusion of
innovation.

- Job descriptions and

curriculum

terms of reference

define responsibility, .~

Lo

Roles of curriculum
developer require
spécial expertise.

Teacher has techitcyl -
~expert]se o instruct..

Fu11~g:me curriculum
_supervisors,
"conSultants

developers
teache(s

Authority to develop
and mandate 'official!
is laid
put-in statutes.
Curriculum guides

have legal status.

Hanagement (Taylorism)

.+ Labowr- process “is™ -

~rationalized and
systematized.

Firm management

control of all
stages of the
process.

" Tasks analyzed and
described.

Special expertise i

required by manage*

ment. \orkers-- . .
" trained in a

Division of respon-
" sibilities _between .
fmanagement ‘and
worker.

Work is accomplished
by following estab-
1ished prlnC|o‘es

of operation.

AWéber

5

_ University of Chlcaqo Prass,

Max.
Interpretlve Sociology.

Callahan Raymond

“Bureaucracy,” in Economy and Soctety

An‘bufiiﬁe'of

New York

- Education and- the Cult of EfflClency

Bedminster Press,

1968,

1962

Chicagn:

o

particular process.- -

nor



The table shows -how there ;S$ears to be a’relationshib"between

rationalized.modes'of action and hierarchical structural functional
organlzatlon in bureaucracy,andvthe-assumptions of teehnical curricolym .
theory  These modes of action and organization:also correspond to
teohnlqoes of scnentnflc management which - have underplnned conventIOhal_

business organnzatlona] thinking. The. parallels between the three : ,'~“

help to explain. why technlcally ornented currtculum models have been

taken for granted as a natural way of carrylng out school reform. As-

. -~ -

governments have become more and more actavely involved in the‘tonstous

use of education as’an instrument of 50cial‘poliey,'such models héVﬁ .

Lot

provided a .means Jfor, the. managementLandycoﬂtrol“bfféhange:throughh

bureaucratic ‘structures. Through these curriculum models the vatious” "

L
s %

aspects of the deve]opment and |mplementat|on of new programmes can” be'A

hdrfferentuated and ass:gned to persons who - perform these aspects as

-,

~their specnflc functlons in the system. Programme |th|at'ves,.jiif"

- e

therefore can be made |n plannlng departments by personS'havnng
fexpert|5e in currnculum plannlng; These plans can be.given\to other
expefts, curriculum consultants, to help teaehers understand the*ehanoe.
The school principal, gl.the building manager, then fs resoonsib;e for\\\
nverseeing the change as it is carried out in the schoo].

The parallels between bureaucracy, technical, curriculum theory
and scientific management show how corricu!um |nnovat|o S support and
extend ratlonal»zatlon and control of teaching. In recent years a
further effect of this tendency has been noted by some Writers Dale
(1979), 0zaga and Lawn (1981) and Appl; (1982b) have pdnnted out how

teachers' work is ‘now becoming deskilled and further ?ntensified as a

result of a control of curricular form and its interpretation.

a» ' ' ¥
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ThqrImplemgntation.Problem is Created :

The implementation‘problem occuf< Efcause'ratignally ordered
: n
action logically separatés the curriculum plan from teaching. Unlike
communal actfon which is based upon a shared understanding of inten-
tions, rationally ordered action is based upon a pre-censtructed,
linear relationship between plaﬁ and action.

By the mid 1970's a number of evaluations assessing the
success of centralized initiatives fnto curriculum improvement were in
progress. _Ponaer (197Qi in a review of vw;eaﬂéh sponsored by the Americar
National ccience Foundation into the resylts ~f innovative programmes
in social sfudies, indicatec that sttempts tn introduce social Sciencs
toncepts and modes of inqui int~ the tearhing of schon) social
ctudies hayve largel. failed M-ct tearherc wnfarmiliar or unaca e in
with corial seience methads, stil! anpreoach co-ial grrrdiec ag a
hist 1iral and a mgraphical < tpdy af coajrty, PFendesr ¢ nrludad

tha cnorteat and mearthe! gy a0 rhanged litrtle gince 198, hrra: -

the tno varitone T et b adl acs thr- gerr vl "nmplp':tv et -

L4

aad b gyt w e by Pansy, "t ig g oned ra rhtn

(RN TR N T N '|()‘{s). ne o~ oA ag e v s SITEDY
[ P [ I P L R B R ST 1 oauatt ,\. P R [
D Y I R A R TR R B b o e tial e Tayma oand rhe-
Pl itieg . : P ' [ ot o v ol Ay e e
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- c uld be seen as ‘moments in a tradition of a gradual reform of school
/ 6 .
science which had been taklng place snnce the nlneteenth century.

/

Stenhouse s Humanltles Currlculum Project in contrast was K:] bold

1

lnnovatlon vnvttvng teachers to lead lnquury into. controversval value

lssues. Not attached to any establushed subJect area, the new -

12 . .

crogramme envnsaged a changed role for teachers who, as researchers
in thenr own classrooms, woula transform students |nto reflectlve
;nqulrers.' Macdonald and Walker Gbserved that while thlS powerful
new vision.of teaching yoh a fol]owing'id the profession,.thekgap.
between this and the educationalAprocess as lived ineide theléxistihg

/
schoo! culture and structures resulted in serious tensnons for teachers

I

whirh could not be bridged.

a
*

Other studies, such as those by . Berman and McLaugh]nn (197b)and
Pnpkew-tz et al. (1982) have showh that a deeper examination even of |
innovatinns claimed to be successful reveals that lfttle‘change hae
actually taken place. Furthermore even as evaluative research'was'being.
condycted, the assumptioné of reform through technical practice wereialso
honn’iquﬂct'nned by its former advocates. Guba and Clark (1975), for
eva ple,  abandoned their widely acerpted R. D. and D (research development

Ut geian) mede!l e heing ten harvhw, unimaginative and‘centrali7ed.

The hopes for cocisl improvament thiough a general mobiliza-

titn ol recyrnes dirtarted at public education were disaébbﬁnted.

Thic may be rattly under stacd by noting that stich ]ibv: }‘W Tnspifed

snrial refarm was fiyndamentally ahjictnriral and technical, Such a staﬁrp

. .
\ - v

fergets that the gsch’oovs» institition ig bnthy;h'i‘stc\v ically and
e O v & - ?ylf ‘
Lo L) . -
sccially tonstriucted and maintained The can<truction of the .
>



|mplementat|on problem is a typlcally technlcal and ahlstorlcal
fégpons& to an nnevntable negat|vuty of experlence -

s Thé‘bu&k Qﬁgthe ;g;earch |nto the umplementatlon;problem has.

e -
« £y a ad e R -ty

iobeen: dtrected toward a systemat|c analysis of the change process which

)

takes place in schools;w; N

This growing body of }gs;ar;H }iteratUre"includes many recent
works which have formed ceftain generalizations about the chahge
prbéegs from numefous’empfricai studies (Fullan and Pomfret, 1977;
Herrjott and Gross, 1979; Loucks and Prétt, 1979; Joyce énd Showers,
19805. But deéﬁite this extensive and well-funded re;earcﬁ,'the Jink
between these geﬁeralizatiohs about change; and educators making
improvements in their particular situations rémains tenuous. fullan
(1982), %or one, cautions that the mere application of factors knoyﬁ
to fmpedé sr assistiEhange is insufficient in it%élf. because ch;nge'
depend< on a multitude of situational variables.

The Coﬁplexity ;f the situational variables which exist in the
schoanl change process casts doubt on the claims of the efficiency
and pffecfiven°<< of refarm rhrough technijcal practice. More
fundamertrally, it demands a reronsideration as tn rh;-ﬂxtpnf ro whioh
generalizatinne abou' rhange in schoel' 3n adequately infarm the
effrrtc ol aducatars ~ho are guided by a prrartijeal "ﬁnrpvn for
impreving eduration. An emphasic anl, oo the means nf ~hange fail-=
to appreciate tHefeducational content of the eduratnr &' intentincnc.

Most existi‘r‘\o reaear~h into curriculuym imp]emenfarim\ within

z-vvn]l & cetamg way ke nmderetnand A oan nv-’nnp]a ~f mnnaqil\q snrial change

[ AT P I E R B foe N oot agme at o f manggeme st
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bureaucracy has been highly stable, relatively efficfent,?and quite
effective in contrast with earlier patrimonial and patriarchal forms
-offorganizatién. ‘These disappointing

L R R

.results of research into the .

4+ . e PR I R T T

change process, however, represent somethfng of a crisis of managéﬁent
which threatens the e;fecfiveness'of'Eureauératic school systems by
questioning assumptioﬁs abouﬁ-the possibility-of hierarchicéd]y : ﬁ;
Lnspffed chaAQe;“ln terms of‘organizational intefpfetationé,vjt has
been difficult to detach ihplementation.from management, consequently
the.respbnse has been to use what i; known about the change process
to Sr{ng more asbects oﬁgthe cprriculuh”devglopment process’and
téathing_itself undér fesearch scrufiny andtbvert cohtrql.

Although the research literature on_é;ganizétional chénée

ostensibly includes all participants as active subjects, their

inclusion is largely rhetorical. By isolating the features of change

as an organi?atioha\ process (Hall and Loucks, '1977; Fullan and Pomfret,

1977: Fullan, 1982), the meaning of the éhange for the participants

is not addressed. A desire to make schools more educational place%

for children essentially constitutes the content of change for educators.

But by focussing on procedural concerné, much of the research litera-
ture on curriculum implementation diverts attention. from this originary
LY
pedagogical interest.
'The following section reviews some recent literature which
has questioned_the‘historically dominant bureaucratic/technical

. o \ L ". ‘
modes of curriculum as management in an effort to recover the deeper

educational interest.

IR
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B.  Alternative Modes of Viewing
Curriculum Imp]ementat:on

~

Crutncnsm of the Tradlttonal Field - :]~~ T e Y g

. - P N I R

oy B T T B I G 4

A critical historical analysis of:the administrative-
bureaucratic origins bfhthe cprriculumifield'sketched'out in the
first half of thIS'chapter,has shown how‘a ratiénaliied‘and teCthcal
view of cqrriculuh theorylhas gained wfde acceptance to become the

so-called dominant perspective. Such acceptance has carried with it

the underlylng assumption that there extsts a clear and effective

-

.relationship between a curriculum as planned and its eventual instal]a=v
.tion aslciassroom practice. Critics of this approach have.pointea,out“
.that spch an assumption is unwarrantea suggesting that it is based

more on unfounded technical assumptionS'about educational practice ' ¢
than on an apprecnation of the complex Pprocesses of lnstltutlonal s

and social changev(House, 1974) .

The Reconceptualist View - g

A number of -alternative modes of curriculumftheerizing have
deve]oped in the past decade‘or SO as a.response to criticism of these
unwarranted assumptlons of the domlnant perspectlve In 1975 William
Plnar drew together many of the sngnlflcant critical articles of this
kind under the label of reconceptualnzatlon. In his editorial intro-
duction to this collectlon. Plnar argued that the majority of the
critics of the dominant mode were not reconceptualists because they
continued to tacitly accept its purposes,ui.e., that‘social systems
should be controlied by administrative action. 'They'merely questioned

- . AU ¢

the adequacy of the prevailing assumptiohs which experience had shown



\

to be unworkable and simplistic. These wrlters, llke Beauchamp (1975)

and Johnson (1970), sought to replaee thé atheorettcal and unsystematlc

[ T NG

thods of, 'j:ge tgchn Idy orl.ented. plsac.tu:e, Gf the: tcad; tlonal vo o .; ‘—.’m e ‘

currlculum field with the methodology of the: behavroural socual

Y .
scrences. Beauchamp,.for examp]e, situated |mplementat|on as a problem SRR
- of curruculum engineerlng, solvable by further reSearch |n€b ats 1?;Tf’f Ve u

dynamics. Pnnar |nd|cated that the concerns of the reconceptualist

critics were’ dlfferent, founded as'they were upon an- interest in under-

- - h_
80 ¢

standsng and nuestaonlnq the taken for granted conceptual schemas of the- Cle ey

PN

domnnant mode and- in- explorlng alternat|Ves. Pnnar “denrlﬁied two major o

currents of thls writing; a crltical hlstorical stream Nthh attempted
o i

to surface the presupposrtlons of dOmlnation and control whlch inhere
- in the technlcal interest of tgadltlonal CUrrlculum work and a "post-

crltlcal“ stream whlch explored new ways: of seelng currtculum (Pinar,

1975, p-_xm) o s °.

The publication of Pinar s book was an important eveﬁt for the

v

”curriculum field in that it éoalesced and articulated a growing sense o

that a paradugm sHuft was now taknng place in curriculum studtes e
simul taneous: wuthwchanges in other branches of socnal science theory

But the notion of reconceptualization was a temporary phenomenon which

brought together disparate forms Qf1;UFFiCU]Um theorizing and: in doing

so, tended to obscdre the important differences among these writers.
Reid's remarks are typlcal of thns cr.tncnsm

: [I]t is somethlng of an historical accident that makes it
appear as though exigtential and radical writers share a
common platform. They were united more by what they opposed
than by what they stood for. (Reid, 1981, p. 183)
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 The D“eii'ber'a'ti'ohi'st‘\'liew"
Retd suggested |nstead a more refxned lnterpretatuon of the o

»

j"°.*°f|e1d'whrch?40cated foar- schoo}s of - eunrlcudum theorizlng,»dlffgr[né

) .- . R

*e 00" W rew . o v, e, v..,$, W e e et se e S e . . v e .
RN R e de @

. - -nt, -

from one another on phalosophlcal and polutlcal grounds. Phnlo-

. /”sophlcally, curriculum thinking may be dlfferentlated by whether or

s g“.nOt*ﬁtjaeceptsnd pnéo&@~assumptkons~about-eqntrol plannung and
innoVation in SChOO]So PO]IthB]]y, there are drfFéreﬁces‘between SRR A
: s o R SR - oe "

currlculum theoruznng which supports the exlsgun in s;wtut10na||zed*“

€ .-

o - - -
T T2 e w

system ana those whlch are elther |nd|ffefént to it or oppose it .
. 3 '

- =
- @we o

R »
» rReld categorlzes the dpmunant lnstrumentallst ratlonal paradlgm (the o

~

systemlc model) as benng both system SUpportive and a priorist, The
R crltlcal“stancé [s descrjbedaas belgg systenuoppoﬁvng and a prlorlst

- v,

while what he terms “exastentlallst” IS nelther system supportlng,u or

—

» o

does it aCCept any a prIOTI notlons of control over plannlng and
PEEI ar - o " ueoo .~ we i 'S £ . 52
G - < v ;

|nnovat|on. He descr:Pes h|s own currlculum theorlzung -as 'deilbera-
; Lot ;,, . b ’
tionist' whlch IS non aprlorust but WhICh supports the lrberal

. e o aee

educational assumptions of. the current system. The‘de11berat|ve

wy

approach finds lts source in Arlstotelian foundatlons recognizing
education as an actlvnty of moral]y and ethlcally engaged partﬁcnpants.
-Schwab (]973) Nestbury (1972) and Connélly (1972) are- some of the '

major theortstS'of this view, Coe -

Reid's work focuses on the practical in the tradition of ’
J. J. SchWab,which makes no sharp distinction between curriculum as = -

plan and its ?mplemehtation:- Despite this, critical refleétion, in ‘the,

Sy

sense of having critical insights into the situatedness of one's oyh'
‘;thinkfng, is missing from-deliberationist theorizing. This is shown,

Se v

a ,
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r

. . .
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' thrust of reconceptualusm

'lln part by Reld' lnterpretatlon of excstentlallst theoruzung as belng
| prlmaruly psychologlstlcally-based (1981 P l66)._ ln~tateg°rlzlng'}.‘

reflectuon as benng merely psychologlcal he seems to |mply that consen- T

”sual purposuve ratlonal actuon remains as an adequate f0undatlon for

Currtcudum<decl5Loa making. _[ d lng S0, he has mnssed bbth the major
+ 7»."’9-."’ . - - ..'. 2 .
- - P -u.-.*:o»*.w»ﬂo,«

towards a critical reflectlon upon actual practlce and the theoretlcal

'fconcep{cons of practice as well as the new |nsnghts unto consclousness '

”"“‘: -=~<.a

FREEN

‘prov1ded by the twentneth century contlnental phllosophy. Reconceptual-“qu,

e

Fsm-is-a prOJecx whcch unlted exlstentlal and radlcal wrlters through

“.».. challenging each other! s representations of our situatlon‘. < .

-~

4constantly remlhd[lng] each other of the lnevltably Incomplete nature of

R

our attempts to grasp and signlfy our practice' (Plnar and. Grumet 198), p. 37)..

PR e

The.Crltical Interpretatlve'View

«

_ Aoku (1980) expllcntly |ncorporated the dlstlnctlon between

“the crntlcal and unterpretatlve levels of reconceptuallzatlon by

adaptlng Habermas s thesss on’ the relatlonshlp between knowledge and

human lnterests (Habermas, 1971) to curriculpm. theorlzlng. Vlthln

this framework Reid's conception of curﬁ?tulum as a practlcal
eclectlc, and reasoned dellberatnon of possnble courses of action is
considered to belong to technucal reason. -Technucal reason cohslsts

of an ends-means rat10nal|¢y whlch IS rooted in a fundamental human
- o A ' ~

‘lnterest in work Actlon wathln thns paredugm lsmmotlvated by a vnew'-~

of the world as an object to be.acted upon. Curriculum thlnklng |n a’ j_

e o

technical mode is lnterested in obJectlve data on abllltles trends;r~

relationships and so forth. Such |nqu|ry dlstances the researcher

IR 4 e cee o e

as a curr?culum reform movement - that ls orlented f
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o

fro& the researched in the lnterests'of'establﬁ#ﬁtf)an objectively ~° . =«

L

verlflable knowledge.
s P

Host curruculun work belongs to the technlcal pqrad|gm by

-

vnrtue of lts belng the product of bureaucrattc polrcy maklng

pactjvit{es. The historical reasons for thls have already been_‘
discussed. DEC|S|on makrng ia a bucaaucrath moHe reqblres that e e e

N ) e e e

. . B
R4 /‘. v w A e e

currlculum proposals be developed in advance and e|ther falthfully

: ,nnstalled as planned or adapted to meet local condltlons.

';.the‘way in which problems like implementation come‘to be considered

—_—

o,
]

-

e

The hustorrcaltnntenpretatiye:pqradggm‘belonge_to a dlffecent
frame‘of‘referenpe rooted in a prattlcalrhpman interest in communica-
tion. . Rather than viewing the (human) world as a‘facticlty to be ,;
dlscovered the'nnterpretatlve paradlgm under;tands this worlid to bej
constructed‘from the taken for.granted stocks of knowledge and shaped

by the meaningful projects of actors.' Currlculum research 'in thIS

mode does.not assume an objective stance on' problems, such as
: R X

' |mplementatcon which it recognlzes as a productlof assumptions based

@

in the possnblllty of controlllng the classroom aCtIVItIeS of teachers.

The interpretative view, on the contrary, is concerned wnth precisely

v

AY

o

- problematic. The inquirer himself/herself is thus immediately

implicated in the research and is also forced to reflect upon how

.he/she typically views the world at the same time as questioning

implementation.
1Y ‘ ’ l¥ ’ .
. An awareness-of the £ituatedness of understanding comes about

ko)

through the inquiry interest in communication which places the interpre-

tat}on ofmmeanqu at the centre. In Habermas's words:
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'
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1

[l}t is the understandlng of meaning. and not controlled AT
observatlon which provndes access to. the facts. (1973, p. 293):§t‘

L
.

By understandnng that people glve perSonal meanings to experlenced |

sntuatlons and that thgsé meanlngs may dlffer alldg; for d|aloguef”

i

and ref]eCt'O" on wayi °f seeung ' Aok| pOInts to a. number of klndeﬁ'

These

of inquiry which are conducted'W|th thts.dntereSt. |nc|ude‘

. DN

phenomeno]ogy, ethnomethodology, and hermeneutlcs R “‘;1;j_&':_

radtgm nnyolves crltucal reflectlve |nqu|ry

or

abermas s thlrd

P .

which

in an

w3 B

of_bcychoanafysi§, e rmas-g

false consciousness.

is ropted

Haberma

VemanCJpatlon.

_ Following the model =

ggasts xhat,the,criiioalwmodefis“ne€E§§arV“” g
in"order to liberate inte}pretative Understanding from a condition of .-

The_actuat‘re]ationshib between «criticism and

v

interpretatidn in curriculum inquiry is more ambiduops’than itIWOQ1dgj

]

seem from Habermas'S'conceptual formulation.

The problem revolves.«~.'

around the extent to whtch a communu‘.xlve lnterpretative understandlng

~enables part»c:pants in educatlon to pose agaonst a consensus |mp0$ed

.;assoc1ated w1th the work of Paulo Frelre (1973)

by offlcual

|nterpretat|ons.

Critical practlce in education is. often

But the crnt\cal

|n5|ghts which are acqunred by Freure s partncupants become avallable

vthrough‘re-interpretation of their own concrete situations in suth'a

way that the previously accepted definitions by others ‘now become

questionable.

(Thi.s question is dealt with futtherfas.a,prob]em of

" philosophy in Chabter‘B and in terms of the lived ererience of

implementing curricdium in the final chapter of the dissertation )

Aoki notes th:s amblguoty of the existence of three paradlgms of

currlculum theornznng when he makes reference to .Langeveld's ~

.'f I

<,

-
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McLaughlin; J976).

phénomenologica].pedagogy.- Referrlng to an opservatlon or»qlnal]y

made by Van Manen, he lndlcatgs é%. R T

o

.

Langeveld is said to argue that ph ome' logical disciplines
.are constructed within the dialogic text of ongoing
‘sityationally interpretative activity but guided by some
meaningful purpose of what it means to educate within the |
Ccritically ref]ectlye orientation. (Aoki, 1980, p. 14)
I'n writing about curricuTum implementation'practices, Aok i

-~ @ -

- draws the 'nmerpretatlve and crltncal paradlgms together ‘as.an alteraa- -

.

'tlve view of the role of teachers |n relation to school change (Aokn

]983); Currlcuium |mplementat|on has tradltlonally been guided by an

Whese

admxnlstratIVE ratnonallty of |nstrumental action wherenn teachers are
viewed as agents“serVIngvto brtng about deslred changes. The alterna-

tive possibility is that a pew curritulhmgbecomes the occasjon for

-teachers. to éritically reflect upon their own practice in the light of -

the proposal and, in so doing, to transform their own practice as well

as transforming fhe curriculum. This activity is.a hermeneutical
P : ' v
activity. of dastancnat10n and approprlatlon as opposed to the .

“phenomenon technlcally |nterpreted as mutual adaptatlon (Berman and

-

The Radical View

The somese of Habermas's-emancipatory paradigm is located in

a8 Marxist-based critical theory of society and not in a situational

praxis. Curriculum thinking in this view is oriented towards an
"analytical critique of schools as they serve to either sustain or

.'reorodute existing structures of domination in society. The work of

“a

Apple (1979, 1981, 1982) and Wexler (1982) are examples of this

“radlcal crlthue of currlrulum thCh generally holds that such a

e 'f""
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macro analysns |s requlred in order to properly sntuate what schools
Coa e . - - . ey : .‘.b

' actually do. . o "j ,":v'-; '4; o
It is dnffucult to prOJect a radlcal analysns of schoollng and
'.eurridhlum“onto'the questlon of |mplemehtat|on. “.on- one hand, currlcu1um
lmplfmentatlon as it now exlsts can be cnterpreted by crltncal theory
. only as. a subsnd»ary and tellnng example of dlstorted communjcatlon
structured by the overal] relatlons‘of cOntrol, through whnch schools
serve to maintain the dominant interests in the state. On the other
~ 'hahd,ythe'imblementaf}on of its ownycrit[;a[_3nskghts:js anhighry>éf
problemetic questibnkfdr eritical theory itsélf. Fay:(ISZS) states -
this problem of practice as follows:'
A critical social theor; is meant tO'inForm.and guide the
activities of 'a class of. dissatisfied actors which has been .
brought into existence by social agenc&es which it claims can L
only be comprehended by this theory, and it does so. by revealing
how the irrationalities of social life which are causing the

dissatisfaction can be eliminated by taking some.speific action
which the theory calls for. (Fay, 1975, pp. 97-98) -

" Reconceptualism Revisited: 'Linkigg'
Story and Structure

The explanationsvof critfca] fheor§ as apdﬂied to curriculum 1l
‘studies must be grounded in theseducators' interpretations of their-
own situarion.‘-However, new ways of impleﬁenting the e*pianations need
ro be‘diseovered and applied which will avoid fe-instituting pew -
relations of domination. .ways of lfnking the situatienal meaninésbof
ghe participants with the critical-srructuralAexplanations of these

meanings requires a dialogue between phenomenological I'y-based work

-and critical analytical interpretations. Pinar's originél work on

.

v

reconceptualizing the curriculum field seems -to have begun in this



Vo
w’
~ L

splrlt and he urges its contmdatlon.l

-

e
~ -

. Barton and Lawn (19811 suggest that an IDQU|F; into the
J\\\;\Byography and llfe hlstory';? worklng teae;ers ‘might help to restore
A a commeh enterprise-of_emancrpatqcy practice to the poles,of intérpre-
‘tative eXpToratibq and ‘explanatory critique in recqnceptua11$t

¢

curriculum studies. They“argue that not 6nly are curriculum studies
as yet unable to link_the}i9dividual teacher with the social environ-

ment, but that teachers cannot connect with one another in their "own o .
‘ ‘ Tt e s THN . o - " . R . - ) ,
" work situatigns{”jTHiS“enterprise is nowfmore»vitalsthan'ever;

. . . educational researchers need to reconstrict the worknng

]

lives of teachers today, especially in“the light of -the

resurgence of managerial intervention and the arrival of the

computerized classroom.. (Barton and Lawn, " 1981, p. 243) .
1‘They cite trends in §bciqlogica} research (Gouldner, 1975) and

" historical studies (Thompson, 1979) which are looking to the everyday

life_experlences dfcworking pebpletas legitimate sburces for_il1gmi-

hatfﬁg the social world.

Gouldnervane Thempson‘see,their research forming a new social
relafionsﬁipzberween "researcher” and:“reseérched“ which also creates
new POSSIbI]ltleS for practlcal aQtlon Thompson describee rhis

- collaborative enterprlse as it takes place in oral hlstory as follows: ‘gi

. thig is material which you have not just discovered, but

in one sense helped to create; and is thus quite different from
another document. This is why an oral historian will always

]ln a guest seminar given at the-University of Alberta in May,
1983, Pinar noted that phenomenologically-based curriculum work and
critically-based studies were tending to return to their discipline
bases in phiTosophy and sociology, rather than participating in a-
renewing dialogue with one another on. currlculum He argued that thIS
tendency to seek validation in. gthe discipline, tTather tMon”in concrete
school situations., weakens thel€urriculum field

\
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feel a specnally strong tensnon between blography and cfﬁss-uh

© amalysis, ‘But this is a tension which rests . on. the
of oral history:. The elegance of historical .general

of sociological theory, flies high above -the. ordinary ]ofe | ;?

strength o
|zatlon,

expernence in which oral h|story is rooted. . The tension. whlch

. the oral historian’ feels is that of the mainspring‘
hastory and reallty (Thompson, 1979, R, 209)

R Y

between;° e

Bl

Llfe hustor:es of educators worklng w1th|n state school

systems dre rare, but these can offer the’ potentlal for

together self and structure within currnculum studles.'
A .

brnnglng

By glvang »

vouce to 4he experlence of‘these lnduvu&ual educators, tﬁey are

removed from their |solat|on wnthln the system and the potentlal for

meanlngful agtlon is restored.from a'ground of practice.

AN
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Chapter 111 R

CONDICTING THE QUESTIONING NF FIHRRICUL(IM
IMPLEMENTAT 10N

Introduction

'n this éhapter' V will cotlin  the apprea-h ured to
question curricuylum implementaticn in 'he ctudy. The research hae
been centrally infn;mod bylhermenﬂu':r Philasophy in the cance
that it seeks tn 'nrover the relationships with the wet 1d which
map; poscihle the prabhlem of curriculum Tmplpmen'atio”: My
interest has been tn gn heyond = batyral impulse 'o adapt a proh '~
solving stance, typirally nsed in mo=t cordicylum 1esearch, in

order that | may re =senrch apd male problematic the ar wintinns
abhnat D]anﬁing and 'raching whirh allow implemanra|;““ ber anpen:

25 ~ probler ta be snluad, Hermwenaptics, with its focus on »n

interpe gt ey e g oaf Vb v iy 14 reme suited te *hig

Thn der aica o emplny ha'me e ticsg ae =a ,.,.’.".a] "'r’df"

Py Se rhic stedy sence about ac 3 teandtoaf oaorec qnition
that the 11 ac and oy ienreg ".'f inC”\/?({nr\' s ot e fo- g
Vecitimatea sogree 00 i Tae vating both the migy T RYZEEE

t

i hd T e e ! t o Y ' L .
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Reconceptualist curriculum 'theorizing ha§fbeebme

g - .
.unable to fulfill its original'reformist nntents. Its two\maJor

streams of crithue, phenomenology and crltrca] socual»analysns, have

become nncreasungly aLuenated from one another The reSult has not

v
s

been helpful to the currnculum *4e]d as the potentlal for a reformed _

practice based upon the coﬁ%rete experuende of the practltloners

becomes endangered. ' P , '_”‘5. ]

"

Barton and Lawn (1981) _suggest that research based upon the

3

workona lives of teachers is now all the more urgent w:th the

-

advent of more 1ntrusnve téthno]ogy in the form of the ”computerlzed

'

T < '

classrooms.'' Thisg |s on]y one of the more 6bvnous manlfestatlons
of technical change whnch has been taklng b1ace.at an-aCcelerating :
rate for some timel- The problem is not one of haltlng the advance
of technoliagy. The real questnon relates to an extenslon of
technical reason which lies behxpd“the.creatlon)and spread of:nen
techholngies both in the form of macHines.(1iéé~compoters), as weTf
as in social-organization (1ike bureaucracy)' Pavid Tyack (|976)
arques that since the 1890'5 an “organlzatlonal revolutlon“ has
: \
taken place in Amerlcan schooi systéms. Ashthese become urbanrzed,
the small Tecal community rontrblléd school'boards:were suppianted‘
by specializad adminfcrrarive structures staffed byaprotessional
eduratinnal managers, The working lives of teachers both shape and
~re ehaped by these bovpaucratic~strurtuves.
In this study herprenentics fultitls bo n programmatic

and methodnlogical reseafch taske. With regard to the programmatic -

torl hethothe philosophical and the critical streams of modern

4 -

x .
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hermeneutics share a.common. concern with the ''technological penetra-

“tion" of‘sociai liféworlds'(Haberma§; 19713,"197]b,:1981; Gadamgf,

i981): fhesdevelopment‘qf‘critical fgsbonses to th[s human
conditioh lieS'at‘éhg heart of he}mgﬁeufié.feflection. The.
methoﬂéiogfgal tésk félates to the ﬁrdglem of secdring valid
knowledge about meaningfﬁf expe(ﬁencé. Tﬁgsé.two tasks shape*the *
fpl]owing historical keVieQ of the dévqlapment~of hermenéutic inquiry

from Schleiermacher to Rigoeur. “The discuséion centres on the

problem of interpretation as it was originally conceived of by

‘nineteenth century philosophy showing how thé question shifted

4ffomAepiStemofsgicél to ontéfpgical'grounds in t%e twen;iéth century,

anJ coﬁc[pding with Ricoeur's attemptg‘to }e-addré;s thée unresolved

problem’ of validity occasioned Qy this thf;.. While the focus

treats themquestion of validity systematically, the underlying

concern fqr,cr%tical social Thsights i; indicatéd as central to‘

the copfinu}ngiprogramme of hermeneutitc reflect{on.
Hérmenéuticsvié‘the'namé giveﬁ-to %he stﬁay conéerned with

the interpretation of meaning. |t originally came into being in
B}

w, wheie interpra-

specific kieids such a< thenlogy, philology and

tation of past meanings was necésta'v to bring approfyriate megaanen
v ‘

to rontemporaty audiences. In earh af these a,aa; tha art of

e general

interproatation was employed. " The recognition of a3 m

problem of interpretation as bheing foundational te a human sciencr

o

came about in réﬁégnse to\\Qj development af the natural scjences
and their inffuence on modern epistemcliogy. Nineteenth cent!'

philosopher = were laft with 1he guegtion el the spnran: f-te

b
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conditions of knowledge for human conscnousness and actlon once

. empiricism was establlshed as being central to an understandlng

of the physncal world One response was the drawlng together of

- o

Yhe scuence and art of lnterpretatlon used in the diverse fLelds

- of religiony classics and law,‘into a theory of knowledge of thev

*

human spirit (FeAAteAuuAAenAchaﬂten) under a general hermeneutlcs
e
As a general theory of knowing hermeneutic philosophy would establlsh d

both the methodology and condltlons for valid knowledge of a uniquely

human science.

\

Nineteenth.century hermeneutic philosophy was ultimately

unable to establish empiricallyg valid ‘grounds foqr |nterpret|ve

.

knowledge whlch had the same degree of lntersubJectlve vérlfua-
bility as that enJoyed by the naturail sclences.’ In this century
the renewed interest in hermeneutlcs has come about largely in
response to two new deyelopments. -One development has" been .the
growing sénse that ”normal” eoc1al science, founded upon an
a"umptnon of the existence of a unified scientific methodology, '
ls: inadequate to the task of‘fully understanding human.llfe. >
Parallels have bEen.drawn‘between~this and tbe paradigm'shifts:
descrlbed»by Kuhn in his analysis of the structure of natural-
scientiflc'revolutEOns (Gouldner 1971). The other development
has been 2 radical re-~ evaluatnon of former assumptions about .
hnowing occasioned by the advent of the phenomenological and Crltical
sciences. This re evaluation owes much to the ohenomenological

\

investigations of Husserl and his students and to the critical

!
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theories ot Marx and Freud. The contemporary phnlosophlcal hermeneu-
tlcs of Gadamer and the crntlcal hermeneutlcs of Habermas. have, |
respectlvely, developed from these tradltlons of phenomenology and
crltlcal socnal scnence Thene are also.now an |ncreasing number
fof introductory works in the English language which are devoted
to descrlblng the development of modern hermeneutlcs, |ntetpret|ve .
;heory and thelr fundamental lmpllcqtlons for the human science
(Palmer, -1969; Hoy, l978; Badman,'l978§ Bleicher, lBBO;,HoWard,
1982). |

A sgetch of the philosophical traditlon of interpretation
follqwe. lhis serves as an introduction to the second part of the
chapter in which the salient featores of philosophical hermeneutics
Q and critical hermeneutles, which have informed my research,vare

explained. A methodological fophs will complete the second section. s,

: n&
This will centre on a discussion of the structure of cOnversatlon

and how it can be related to interpretive and critical reflectlon
¢ | \l
on curriculum implementation acts. , i .
The context of the questioning will be described in the third

part of the chapter. Here, | will briefly describe the history of

the new cG(riculum and the provincial and school board plan for

. A
implementing it. The roles of the consultants and teachers partici-

pating in thic research will he indicated at this point.
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A.. The Development'OFVﬁOdern Hermeneutics

Explanation and Understanding: ‘ L
The  Hermeneutic.Question '

-,

The name ''social science' has carried with it-an'internal

contradiction which has preoccupied phllosophers”for several centuries.,d
2 It . . ;

To be counted as scientific knowledge must present itself as being"

"

stable, drganlzed and coherent. In order to present itself to us in
this way |t must have certacn standards of agreed upon objective .

validity. Natural science developed these standards through a . e

. . o
~ ey

methodology of rational empnrttlsm,\ln which the inherent logic of
the physical world may be deduced and structured through opseryation,‘
experimentation and explanation. ,Regularitiestln nature may‘thendpe?’
explalned, and ant1cnpated through a cirﬁle'of\ifpoSQg/logfc and
empirical evudence. In this way napﬁFaT/lawe come to be developed.
The question'of'knowledoe(in the soclal.world is another
matter. " If knowledge, to be scientific, must have the qualltiea of
”stabillfy, coherente and organization, how is it possible fo gain such
an obJectlve stance on human lufe 1o) that ItS regularltles may also be
deduced and structured l:ke those of the physwcal world? Does not the
very selé Qonscnousness and intentionality whlch separate out thatuhnch is
human from the natural world forbid such a perspective? The fact that

‘we speak'of the former in terms of understanding and the latter in

terms of explanation, already indioates a difference in the way we

13 .
apprehend the two forms of knowledge. "But the question remains, what /
is the eplstemologlcal status of understandlng? How do we achleve

obJectlve knowledge of the soc1al world which does not ultlmately
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. bbjectivc’EEience‘ Understandlng belongs to the realm of human actlon

_95

appeal to{tﬁe inaividhal's sdbj%ctivity.for its“validity?
. "' ST o

Tne ﬂﬂgstlgu\oi—the relatlve status of explanatlon and under-'

standlng haé broader lmpllcatlons for the re’étlonshcp of social,
o."

.science to social life. Slnce'Kant, there haS'been a_split between -

science énd ethics. By.gﬁ;abitshing the epistemolbgical conditions

for science, Kanxbalsb removed traditional moral and ethital'philo-

s

sophical questions: from the realm of knowledge now constituted as

<

while éxglanat10n belongs to the stance of the detached observer.

Y

_There has been a tendency ;O'polarlze explanation and

.understanding in social science. . At the pole ofgg}p]anatjen there

stands 50q§qu5cien€e research in the. positivistic tradition which

v T bt
L e

‘recognizes no discontinuity between the natural sciences and inquiries

.intq the human world, In.thjs tradition we find behavioural psychology,

functionalistVSOcinqu and Hemplian history. Their concern is with
observing'and‘explainjng the manifestétfons of human'behavfour,'wiin

an underlying interest in the prediction and control of certain aspefte
of social life. At thefopposite, “understandingbpo1e,” are tnose

investigations which seek to interpret more fulfy the richness of

meaning in human social relations and relations with the natural world.

- This tradiﬁion includes pﬁenomenological sociology and psychology, which

are no less rigorous in their question for a. deep sense of understanding

human life than is explanatory social science in its concern for

prediCtive validity. This interest is exemplified in the following

passage comparing fictive with actual human being by novelist James

- Agee.
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In a novel, a house 6r person has hlS meanung, his exlstence,
entirely through the- writer. Here, a house or a person has -

only the most. limited of his meaning through me; his -true meanang
is'much huger., It is that he exists, in actual belng, as you do
and as | do, and as no character -of the imagination -can: possibly
exist.. His great wetght mystery and dignity are in this fact,
As: for me, |. can tell you of him only" what | saw, only so- ﬁ
accurately ds in my terms -1 know how; and this in turn has its
chief stature not in any ability of mine but in the fact that | .
too exist, nqt as wark of fiction, but as a human being.

Because of his- immeasurable- wenght in actual exustence, and
because of mine, every ward | tell of him has inevitably a klﬁd
of immediacy, a kind of " meanlng, not at all necessarily-“superior!
to that of imagination, but of a kind so different that a work

of imagination (however intensely it may- draw.'l1ife') can at best

only faiptly imitate the least of it. (James Agee and Walker -
EvansL_LEA

t Us Now Pralse Famous Men, qudted in Natanson 1967)

<

There exlsts a contanuung tensnon |n social science between

_ achtevnng a depth ofunderstandlng, while at the same tlme as measurlng

up to the standards of truth’ and consensus as requured of a sc:ence

'Zygmunt Bauman (1978) has termed this tension as “the cha1led§e of

hermeneutics." Bauman beglns at the pole of scuence and attempts ‘to

-

show how 5uccessnve scho]ars from Marx and’ Weber through Husserl and

Parsons to Heldegger and Schutz have attempted to- counter the challenge

Df hermeneutlcs o LT . /'q

-
. . . TP e
q o Lo . a [ o

¢

A good case might aiso be .made fdr prdceeding fram the 6op65tte

dlrectlon shownng how hermeneuttcs as the sctences of understandlng the

' human splrlt(Ge&bteéuuAéenAchaﬁten)have deVeIOPed as the result of the

cha]lenge of the natural sciences. ThlS view holds that-hermeneutlcs

has grown out of a sense of a need to’ recover and malntaln a fuliness i

science to explain the world.

as

it

-

“of human understandung in the face of the powerful claims of natural

Within the context of trad:tlonal educatlonal research informed

is by an orlentatvon towards the explanatlon of behavtour, there

46
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o,

has been a tendency to 1gnore the meanlngs whnch thg partjclpants

,,m. .

“give’ to schools as active subJects. In’ thls _sense educaflonal research
may be éeenvasvaupart of a larger “cultgre of positivism” (whitty,

'L5797h) or as an.activity governed by the dominant rationality -of the

_Mage’ of ecfence“ (Gadamer, 1981).

. Because much'ofktraditienel educational research‘has been
founded  upon positivist eSSumbtfens,’i will trace'nbe deve lopment
of~herneneutics as a reaction to this tendency. It is & response to
the need to recover and define a science ;f human understandlng. What
‘follows is a summary of the movement of herJZneutlcs beglnnlng WIth

.

Schleiermacher's initia],proposal_for a general‘hermeneutics through-

a2 -

Gadamer'slontological turn, to RTCoeuf's‘efforts ' .unite explanetiqn
and un.;er‘Standing. In this .su'mm_ar'y .IA.\.Ni-]l qtte§ to ‘showj ‘how ‘.
hermeneutics - has been nushed forward byAan interest in understanding,
wnile'ét the same time as heving to address the questions of tnuth and
consensus. " This djscussion will conc]uee wgth’some of my ebseryations

on the reletionship between explanation and understanding, and action,’

;part}cularly'h1the light ofHabermasiand Ricoeur's criticisms of Gadamer.

Schleiermacher and'Diithey's“' : \\ o ~
Epistemological Hermeneutics 2 -

In the nineteenth century the question of how one gained
reliable |n5|ghts into human life was framed eplstemologlcallyi In

the Crlthue of Pure Reason, Kant had ‘developed the transcendenthl

conditions for knowledge in the natural sciences. It was within this

. context that first Schleiermacher-and then Dilthey attempted tO'deQelen
- ' - L . o
a framework for the conditions of knowledge in the human-sciences.

3

W7
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o ¢§554a theolognan Schlenermacher was—famlllar with the practlce

.

iof attempttng to dlvine the orngunal meaning of blblncal scrlptures

.
&Y :

hermeneutnc” whlch would provnde the condltions for understandlng the”A

‘0'.,

genius of the orngnnatnng spirit- behlnd the creatlon of ‘the classrcal}

and biblical texts. He held that the gen&ﬁ!cﬂ’lnterpretatson lay tn

B

- the understandlng of the author s unlque tns:ghts

[

Schle1ermacher was able. to dea] with the question of

ekplanatlon and understandlng in the human sc:ences by. contrastlng 3

-u

The grammatlcal lnterpretatlon was, concerned Wlth the obJecttve

-, 0

features of the language while the psychologlcal Lnterpretatton dealt

wnth |nsights into the author's’ subJectlvtty But in hlS formulatuon.

thCh he could not 5ucce$sfully resolve at the level of a theory of

P

»entertainmthefcommon language‘and'the.fhdividuality of the ‘author, on

the subJectlve leve] there was the problem of a medlatlon between an.
empathetlc understandlng of the author and an apprecuatnon of dlffer-
ences between the sub;ectnvutnes.

Dllthey took up the eprstemologlcal question opened by.

Schlelermacher concerning the condlt|0ns for understandang in the

human realm.  There are two features of note concernlng Dllthey s .

psychologlcal lnterpretatuon wuth a grammat;cal lnterpretatlon of texts.

of hermeneutlcs Schlelermacher was FaCed wuth a patr of opposntloﬁs el

. ¥ ’
knowledge. -ObJectlveWy there was the question of h0w to simultaneously
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a resolut19n of the obJectIV|stlsubJecth|st dnchotomy -n the creation

of a scnence of the. sp|r|t the other is the influence of posntrvusm
~ \

hsch was contemporaneous wuth h's own work. These two features -

nndﬂcate thevd+rectnon of hIS maJor work Crlthpe of Historical Reason

Z

in wh1cb;he,attempted,to extend Kant' s_work into the conduct of human

VS

. life. s T o R ' -

dvDilthey tried'tb.heal the split between science and life
by nntroducnng a new dJchotomy between natural science and human
selence. He accepted\that Kant had successfully developed the -
episte;ojogy qk the natural sciences. What was required was an

eplstemology o>[the human sciences whnch accord?ﬁ"%o Dilthei,‘hust

take anto con51derat|on our essent§§1 ”connectedness” to thé human

. worldx The intfoductioh-bf'the‘cqncept o?"EnﬂeanA'-(lffe) as the

“
o

objective content of‘the"GeiAteAwibéenAehaéten‘.mede a parallel

_epiétemqlogy possible. 'E&I@bn&é' referred to the meaning eontent of

life experience. LLfe'objectifiqs itself in the structures'of

.

meanlng, from ‘the structures of these obJectlflcatlons we may trace
back.to the 'spiritual livingness.! For Dllthev however, the life

experience itself remained essentially subjective.

What can bercalled an experience establishes itself in memory.
We-mean the lasting meaning that an experience has for someone
qso has had it. This is the reason for talking about an
intentional experience on the teleological structure of
consciousness. On the other hand, however, in the notion of .
experience there is also a contrast of life with mere concept.

. The experience has a definite immediacy which eludes every

opinion about its meaning. Everything that is experienced

is experienced by oneself, and it is part of its meaning that
it belongs to the unity of this self and thus contains an
inalienable and irreplaceable relation to the whnle of this
one life. (Gadamer, i975 p. 60)

7contribution.* One is this concern which he shared with Sch]eiermacher for -



It ialghis ifredugfbfy present subjectivism in the face of peed fog'°
IR R T - ’ .

e

< an objeéﬁTQé'gdﬁient required by an epistemology thch ultiméteIY VT
 produces an unSatf;f&c;ory-Outcome to Dilthey's hermeneutics.
As a nineteenth century thinker, Diithgy was atteﬁpting to .

define the human

"nb:;?$gaihst_the powerful claims of the eme;gfng

philosophy of ositivis . In doing so, he:was sens?tive to the need

: > A . . Al . ' o .
to.establish strong empirical grounds for such a human science. The, -
.désiré.for epistemological strength eVentua]lY;frustrated Dilthey's

. ] i . ‘f N . ..
project of healing the split between science and life. 1t did so for

two reasons. Fi}stly, he began his work by accepting that Kant had

<

e;taﬁlished the légical‘gréuhds for patural sgience,:cohsequent}y,
hé preserved the dichotomy gy developingfa separate '‘science éf the
spirit.' By BaSWhg the 'Geiéiebyﬁzéeﬂéchqﬂten',on sepg?at;l but
equal cohcéptua]-empfric:T grbunds,Ahe could nbf‘li;k thgm fb the

-NatunuKAéenAchaétén.'- The second reason for the fail;re wé§ thgt
the conditibns of knleedge in éhe human ;cienqe ¢ode_ﬁot05§'asFL '
strong as the'ﬁéturél scienéés.because they«reéted,ﬂéé{}nQSchlgiermahhér's
hermeneﬁtics, hpon an empathetic unaef5£anding of-anotﬁer.‘ The con-

sequence of this was that undérstanding remiined separate and not

equal to explanation.

Chal lenges to Rational Knowing

In the twentieth century the influence of Marxism and Heldegger

én hermeneutics has been decisive. Both have questioned the

qossib{ljty of rational human self understanding. Marxisf%'havg

9

pointed out how existing social and economic relations structure

consciousness. Writers in tzis tradition seek-out means by which we
-.> . B .
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.might unéovef and explain the ways that'underétanding‘bebomésvdis-

>torted. These insfghﬁs have‘introduced an hfstorical/anphropolbgica]- -
f;}itfcal moment fhto hermeneufics which is present in the work of |
Jurgen Habérmas.

,®

o A Heidegger's philosophical inquiries have radically qﬁe§tioned
J the meaning of understanding and interpretatfon in the ;ermeneutical
'éﬁeory of Schleiermacher -and Dilthey. This is ac;ompli?héd by the
“introduction of an existentiél-bntologi;el eermeneutic which'abpea:s
to resolve thé eﬁistemoldgical dualism of undefstanding and explanation
~ faced by nin;neenthnéentury'phijosophy. Heidegger ipdicates tB;p
ﬁndérstanding is not grrived at through interpretation, but thgi a)l
gdnsciodﬁzundérstanding, and the act of interprétation itself, is made
'possib1é by a pre-pfed]étative uhdgrstandigg wgich is a sfructure of
our Being-in-the-world. | |

The fundamental shift between this and thé earlier form of

inferpretive theory méy be seén through the example of the hermeneutic
circle. Schleiermacher's hermeneutical methnd is dialectical, in which
the special insight of the author is present in erch part of the wo;kf
ac well as in the whole, Interpretation requires a continunys movement
of part-whole-part (Hoy, 1978, p 7). The interprater of an hi:fnv‘c;l
text reduﬁres the histarical and linguist}c know'edgo to understand the
text as it was sharpa by the author and the-orfginai audience, At the

«

came time, an understanding of the author's intentions will facilitate

an understanding of the meaning of the text. The text illviminates the
time, while % Vnowledge of the time illuminates the text. Thic deuhl-

knowledqge puts the interpreter in the ppsitinn of prteatially knoning

more ahogt the authn 'han t"v Attt e bavea s oo yigne M friv .1, .-v\; . 100




p. 15). Heldegger s hermeneutlc circle holds that one does ,not- stand

over against the past as an omn:scaent observer. Interpretatjons which

a

present themselves to us are only possible becausé we are already

LN

situated within a fore-structure of understanding. The knowledge which

allows understanding or Pxplanatlon is derlvatlve of the existentla]

{

L

: structure of understanding. The hermeneutlc cnrcle is |nescapable,
\
-

but if one is able to enter into the circle in such a way that the

fore- structures themselves become open to question, then there are

2

ties of .insights anto our original Benng-ln-tbe-worldﬁﬂ “ - £

E)

Philosophical,HermeneUtics,““

He-degger s student, Hans-Georg Gadamer, has continued in the ¢
tradltnon of existe |aT:;ntolbg|cal ph;losophy and has elaborated on
the hermeneutic aspect of it. A central ins1ght has been his rehabllu-

tation of the’notion of prejudice which appiles Heldegger s fore-

structures of unde?stand?ng. Gadamer holds that our situatedness in ‘_?-
X e

tradition makes pos51ble both our understandsng and ensures that thlS
undorstandgng will he’preJuleed Failure to acknowledge this ﬁs e )
dennalﬁég ogg own history and we hecomn unabie to comprehendnthe
siruanénness of our own unders%g"d?nq. He points out how prejunice
qained,its;negat?ve connotetién during the Enlightenment,.wh{eh
attempwed to dogmatically assert the supremacy of reason over history;
Romanticism which opposed thn- was< not an‘effecr.ve denlal of the pre-
suppnqntuon because’ |t merely reversed ratiopmlism (Gadamer, 1975, P. 2“2)
For Gadamer hermeneutics is universal. The understandlng of -

ore's own situation happens simultaneously with an understanding of

texts. This understanding flows from an openne’ss to the meaning of

7
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the text, i.e., being prepared for it to tell us something new, In

this way the hermeneutic task is an outer directéd questioning which
proceeds dialogically between the text and one's own tradition.

The hermeneutical task becomes automaticatly a questioning of
things and is always in part determined by this. This places
hermeneutical work on.a firm basis. |If a person is trying to
understand something, he will not be able to rely from the
start on his own chancé previous ideas, missing as logically, and
stubbornly as possible the ‘actual meaning of the text until the
latter becomes so persistentlv audible that it breaks through
the imagined understanding of it. Rather, a person-trying to
understand a text is prepared for it to tell him something.

That is why a hermeneutically trained mind must be, from the
start, sensitive to the text's quality of newness. But this
kind of sensitivity involves neither ‘'neutrality' in the matter
of the obje¢t nor the extinction of one's self, but the conscions
assimilation of one's own fore meanings and prejudices. The
important thing is to be aware of one's own bias, so that the
text may present itself in al] its newness and thus be able to
7SSert its own truth mgain-t coe's own fore-meanings. (Cardamar |

1775, p. 238)
f~rdamer refers tr thic <~ ccinuspess of the hermeneuti-a)
situation ag effective hictr ic | . nscinvsness, Unlike thae vitim
4

individua! stic understandi-g ~f 4t ine-tions ~f the ather i the
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Langhége is by no‘méans simply an instrument; a tool. For it ‘is
in the nature of the tool that we master its use, which is to say
we take it in band and lay it as jde when it,ha§ done its service.
That is not the same as when we take  the words of a language, °
lying ready in the mouth, and with their use let them sink back -
into the general store of words over which we dispose. .Such an
analogy is false because we never find ourselves as consciousness
over against the world and, as it-were, grasp after a tool of -
understanding in a wordiess condition. Rather, in all opr know-
ledge of ourselves énd"iniélT‘knéwledge of the world, we.are
always alreedy encompassed by the’language that is our own. We ..
grow-up, and we become. acquainted with men and ‘in the last analysis

with ourselves when we learn to speak. Learning to speak does not ..

mean learning .to use a preexistent tool for-designating a world
tlready somehow familiar to us;. it means acquiring a familiarity
and acquaintance with the world itself and how it confronts us.
(Gadamer, 1976, pp. 62-63)- . = ) - : :

“

Larguage as being and the dialdgical fusién of the horizons.of

the text and interpreter come together in conveféétipn: In Truth and

, R | : L —
Method, Gadamer refers to the.example of conversation as being illustra-

.. -

tive of the hermeneutic experience. ‘In order to.interpret a‘written

text the reader must cseek out the question to which the te*t-brovidésgg«

the answer. The reader, like the participant in the canversation,

dogs not place bimself within the ‘subjectivity of the authgr, but:

furne with the aythor to the topir of the text. The werds used by the

4

rarticripante are not the tools of discourse possessed by the

individuale, but the products of a common heritage of being in the

Ve

'"d. In the rfonversation the warld is disclosed fhrbugh the language:

What emerges:in its truth is the logos, which is neither mine nor
your's and hence so far transcehds the subjective opinion of the
partrers to the dialogue that even the person leading the conversa-
tion is alwavs ignorant. Dialectic as the art of conducting a
conversation is also the art of seeing things in the unity of an
aspect, i.e it is the art of the formation of concepts as the
werling out of the commen meaning. (Gadamer, 1975, p. 331)

The ~xample of -onversatian suggests both philosophical and,

®orertoin cente the 2thodnlogical aspects of Gadamer's hermeneutics.

L 8



55

- in terms of .the phflesophical aspect, the queStion of. relating under-
' standlng to explanatlon is subsumed under an overall bntologlcal

question Wthh occupies us as co-partncupants |n ‘a’ common world The
certalnty of explanatlon exusts only |nsofar as we accept the supremacy
of rationalism. Gadamer returns to an earlier fprm of vaJndlty,ln whoch
phnlosophlcal |nqu|ry seeks a harmony between reallty as it appears and
the human m:nd " "Truth happens over and above our [conscnous] wanting
and doing" (1975,, . Xvi). In saylng th|§ he lmplues that there is no
method by which truth claims may be worked out in-advance.

.Gadamer's extended description of the conduct of conversations
does suggest a method.by which ‘truth will emerge. - Hé asserts the ’
hermeneutic priarity of the question, in which the participants are
" conducted by a sense of Gpenness in the direction the question lies.

He contrasts QUE§tiOnS>Wﬁth opinion. Solutions to problems are expres-
sions‘of opinion which tend to hide the genuine question. Questions
take precedence over opinion because they are more foundational, they
are what the assertions of problems and solutions are about.
To conhduct a conversation means to allow oneself to be conducted
by the object to which the partners in conversation are directed.
It requires that one does not try to out-argue the other person,
but that one really considers the weight of the other's opln:on
Hence it is an art of testing. But the art of testing is the art
of questioning. . . . to question means to lay open, to place in
the open. As against the solidity of opinions, questioning makes
the object and all its possibilities fluid. (Gadamer, 1975, p. 330)

Conversation in Gadamer is, however, not intended to be

methodological. It is more of an illustration of the course that

understanding takes, which one becomes aware of and follows wherd the'e

is an arnreciation af the tnivercality ~f *ha hermeneutir csolntion,




.

The human scuences mutually |mply both subJect jg/,abjeét.
¢

Where Dilthey tried to solve thJS problem worklng W|th|n the limits

.

of eplstemology, Gadamer located the lnescapable source ln Belng.;

v

In locatlng the source: ontologlcally, he argues agalnst the allenatlng'f

distanciation requnred of a methodology of social science which segks
objective explanation. Where there are questionsltonvereatlonlfeoog-
nizes the mutual participation of the partners.ln dieloque lo el |
commonly held world, but it does oot return to the methodologncal

demands for an. external valldat:on outsude of the partncupants.

Criticism and Hermeneutics

Gadamer's hermeneutic philosophy, building as it does onlﬂ
Heidegger'slexistential-ontological herﬁeontics, has provided a

~.

sat:sfactory response to the eplstemologlcal problem posed as the

question of relating: explanatlon and understandrng(;’—;ere can be

agreement as to its correctness for us as partIC|pantS wlthln

»

"a communal social world. Baﬁ there remain doubts regérding'its status

»

as social science,and while these remain there are questions as to its.

validity as a source off“knowledge“ along side-empirically oriented \f

science. By returnlng to'ontologioal foundetions'Gadamer may be, in
effect, accused of breaking off dialogue with explanatory science. A
second area of doubt, and ; more important one for the purposes of a
study like t%is which purports to soeak to practice, is‘the question
of the critical moment. How do participants come to ;ake a oritical
perspective on their activities and, by so doing, esoape a false

consciousness?

These questions are central to my entire studyéa?f/yj4ﬂ-be.

[
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re-addressod;in the ﬁinol ohaoterﬂ I'n this -chapter | shall iqdicate
how_thoséoquestions ﬁavq.been freated.philosophically’by Ricoouf
and~Habqrmas. I.shall“close thfs §ection by fefurning to Gadamer
and_noting how he displays fhg Crifical,element_in his most roqent.
‘work. ; v o )

Habermao's critique of Gaoamer orlglnatnng from a Harxlot
perspectlve, questlons the unlversallty of hermeneutlcs.. Both are in
‘agreement that lnterpretétlve methods of soclal sc1enc€ whlch focus

: on the subJectlve!y intended meaning of o;hgrs.a§ objects are
inaoequate. They'afe cfitical of such methods in thaf these naYvely
accept the interpretation of the actor and because they do’ not recog-

nize both actor and interpreter as partners W|th|n a dialoglcal-

dlalectlcal sntuatlon (Blelcher, 1980, p. 153). Unlike Gadamer,

.

however, Habermas wants to claim that it is possible to provide on
objective critique outsido of tradition. Tradltlon, he aFgues, is
|nfluenced by the hlstorlc structures of econom:c and social domination
existing in society which systematically dlstort communucatlon.
Participants in conversation will be unable to recognize these dis-
tortions unless they gain an hfstokical/evolutionary perspective on
their situafion.

i

In Knowiedge and Human Interests (1971), Habermas shows

how the model of Freudian psychoanalysis might be applied to society
as a way of bringing these distortions to the attention of the
participants. He also announced, in the revision of another earlier

work Theory and Practite_(l973).'the elements of his own programme of‘

rritical hermeneutics which would provide .the tools for a critical




‘theory of society. This would requiré

‘an explanatlon within the framework . of a theory of systematlcally
distorted communication., If that could be ‘deve loped satis-
factorily in connection with a universal pragmatics and combined
with precisely formulat.'}basuc assumptions of historical
materialism, then the systematic comprehension of cultural

tradition c"‘TﬁWﬁO—SS‘TﬁE“ e mbe—thaf atheory of e

'social evolution leads to testable assumptions concerning the
logic of the emergence of systems of morals, of ‘cosmologies
and  corresponding cultural practlces (p 19)

In his wrltlngs over the past ten years,- Habermas has main-
tained and refined‘fhese basic elements of critiqde of~historiga1
consciousness and the development of .a cqitical'theory of social
action which can replace it. His newgst interest has been in the
~direction of the developmenf of a thebry of communicative action;ﬂagi}
which finds its basis in continental and Anglo-Saxon critical and

. ".' N : ) . .
agalytical philosophies of language.
: . s
Hermeneutics. as Distanciation and
.Part|c19at|on ' i

The aboveAoutlinefdffihé”deﬁelopment of herméneutics has shown.

how the major questions of‘human Self understandlng and action have‘
been addressed in relation to the. development of the human sciences.
The mutual implication of persons as boﬁh the subject and the object

of fhe humén scienqes has raised the qénffal quéstions of‘hdw,much we
may understand outseIVes in our. social lives and to what extent ihis
kind. of undergtaﬁding can” lead to refleétive action. The philosopﬁi;al
debate within Hermehehtics ha; reflected this mutual! implication of
éubject.and,object'by ajternately'émphasi;ing human existence as

participation and distanciation from the social world. Heidegger and

Gadamer have spoken to participation in their objections to the

F

58

aias o




allenatlng dlstanC|at|on of sc«ence,_whnle Dllthey and Habermas have
emphasuzed the crltlcal dlstance ;jqulred for rellable knowledge
" The wr4t|ngs of Paul Rlcoeur seem to open the pOSSIbI]Ity of

a rapprochment between partlcipatlon and distanciation through new

|n5|ghts into the acttvnty of |nterpret|ng texts Theseynew |nSJ§hts;

ﬁrawn from Ricoeur's own phllosophucal journey through existentialism

atid structurallsm to hermeneutlcs, are helpful in th ways;v Firstly,

thty lnstltote a dialogue between ontology and . eplstemology, and thus ' .

help to re-address the;questlon of validity on new grounds. Secondly,

they.bfogi&bla link between Gadémer'e_hermeneutics and:Heoermast

critiealfqheory at the.level of pnaetiee. |
Ricoeureintnoquces his own herneneutic'ohilosophy at the point

where ontology supersedeé,epistemology. He 'is in. agreement wjthithis;

position, but feeIS'that it is'{nadequate,;because it tgnores‘feoitinate

questions of va1idity;

_ With Heidegger we can move backwards to the ground but any return
from ontology to the epistemological question about the status of
‘human sciences is .impossible. This situation is the most urnhappy
that one can think of, for a ph)losophy which breaks the dialogue
with these sciences is left with only itself. Moreover, it is
only on the way back that we can prove the claim that questions
‘of exegesis and of historical criticism in ‘general are dernvatlve _
questions. (Rlcoeur 1973a, p. 125) S . .

Ricoeur points out that the text serves as a-model of z
distanciation which is necessary in all commuhication. ~He shows this
by tracing the primary distanciation which occurs in speech between

meaning and event through its inscription in written texts and the

eventual appropriation of its meaning by -the interpreter. \With Gadamer,

he agrees that the task of interpretation is not to seek insights into

the subjectivity of the author of the text, but to ''explicate a sort



_ hearer. As such the genre rules the productiOn and lnterpfetatlon

of belng-nn the- world unfolded in front of the text“ (1973b p. lhO)

The approprlatlon of: the meanlng of the’ text remalns the end of

interpretation. But contrary to: Gadamer, Rlcoeur holds that dcstancfﬁ-

P

tion is-a necessary condltlon.for understandlng the-meanlng:
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Rlcoeur (1973b) uses the example of the |nteract|on of genre
E
and style in texts to show how dlstanc1atlon takes place prlor to

understanding. In texts, dlscourse is obJectlfned as a work and
lndIVldua‘lzed as style but it- |s so recogntzed because |t is part
of a genre. The genre has a genetuc rather than taxonomlc functlon'

<

|n the sense that it produces a common. ground between speaker and T

kY

of the work, bgﬁ?because it does this, it makes understandang p055|ble

‘IndtVlduallzatnon in style is seen only wnthln the structure already )

provided by the genre._-

The textjltself, as a vork, is i‘Product of dlstancnatlon from -~

"discourse, which in‘turn, is distanced from the event. In discourse

only the meaning of4the event is preserved. In spoken discourse; like'
conversation, the subject, audience and reference are given. 'In text.
the subject is hidden from view, presented only through style and )
selection of genret The audience; in a sense, selects itself becaoseo .
it'consiststof‘readers who' see the’relevanee of the.text for them%‘

selves. The reference, no longer ostensive as it is in spoken

‘discourse, is to a world shared by reader*and writer;' These leVer

of dlstanclatlon allow the reader to partucupate in the. world of the.

text. Here Ricoeur uses the example of literature as the most extreme’
‘ - N N . N .

form of distanciation in which the real is distanced from itself in

S




the mythos of f.the'story“ and the mimesis of the tragedy.

A Miﬁieeeur reverses Diltheyfs thesis by notihg that_sl_elf‘under-~
stand}héﬁand'the‘uhdetstending df>othete‘50me_es an end etwintefptete-
tion rather thanbasve necessary prerequisite tet'ft. The apbfbﬁ}jation
'd‘f"ﬁsés’ﬁiﬁ*g“ ‘only becomes possible through an initial d‘i_st'an‘c'i'st}'éﬁ”from‘
the tekt; tn thts:way Rieoeut is,able to estape psychologism by
]inking'bndeEStand{hg to explenation,v |

1f the last acbio} bnderstadding i apbropriatioh of'the
meaning of the text, this appropriation here can only be
tied dialectically to distanciation proper -to discourse,
writing and a work, (Rlcoeur, 1973b, p. 141)

Ricoeur's re-introductnon ef the hermeneutic circle ae theiﬁi
dialectic between dnstancnatlon and.part|c1pat|on contlhues as a theme
through cher wrntlngs as he ihtroduces further examples of how these
are linked ]n:|nterpretat|on. ‘The examples he draws on include a
-'theory Of'hietory (1978) and a theory of ection (1971).

.Ot particular'intetesgltokthis study .is the way in which -
this dielectic ié'empie;ed.tefmediate the probiem'of tredition éhd‘
' criticism‘in the GademetfHebermas.debate. The" seeming oppés}tion
* does not exist when the;partigipants in this debate are seen as.
reptesenting moments in ethical_lfte whieh is 'a perpetbaf transaction
between the project of freedom and its ethical situation outlined by
the given world of institutiohs“ (1973c, p. 165). Ricoeur'argues.
that the theoretical debate over the precedeﬁte of ethics~over culture,
in fact, becomes resolved in pfactice.

Riceeur sees the dialectical link betWeen'EthJcs/and culture
concretely working in two waye. The firet is the critical distance,

as outlined above, which must be taken in order for undergtanding to

¢
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take place at ali. ‘bistanciationdje, rnltlally, alreadyvlmmanent'ini
the brlnglng to language of llved experlence. But it is. not only
language, because an understandlng of . the 1anguage speaklng to us je
'rooted in “an anthropologyiof'carefﬂ_-Secondly, beg1nn|ng from the pole

* .

Tof”criticféﬁ,'the‘dialeciizf$§faigodatdﬁorh;“ Thefcrit}cal>intereét

only makes sense throughltts immersion in the practical situatioanhfch.'

it seeks,to change. ln thls sense it carries into belng and owes‘its'
existence to a tradltlon wnthln which it flnds |tself

The ethucal life is a perpetual transactlon between the prOJect _
of freedom and its ethical situation outllned by the g!ven world
of institutions. (Ricoeur, 1973c,.p. 165)

The-ethical situation. which has given impetus both to Gadamer's

hermeneutucs and critical theory is the same,’ the evolutlon and spread

of ‘technical reason. Habermas refers to thlS as the ”lnner colonlza-

p

 tion of the Lebenswelt" (Habermas, 1981 quoted in Rasmussen, 1983,

. p- 5). Gadamer describes thls ground in the followung concrete example'
in. a techrological civilization it is inevitable in the long run
that the adaptive power of the individual is rewarded more than .
his credtive power. Put in:terms of a slogan, the socnety of
experts is simultaneously a society of functionaries as well,

for it is constitutive of the notion of the functlonary that he

be comp]etely concentrated upon the admvngstratlon of ‘his funétion,’
in the scientifig, techntca], economic, monetary proceSses and

most especially in admnn«stration; politics and 'similar forms,

-he has to maintain himself as what he is: one lnserted for the
sake of the. smooth functioning of the apparatus. Thdt is ‘why he

is in demand, and therein lie his chances for advancement. Eyen“
when the dialectic of this evolution is sensnble to each.one who
asserts that ever fewer people are making the decisions and ever
more are manning the apparatus, modern industrial society is-
oppressed by immanent structural wressures._ But this leads to

the degenerat»on of practice into technique and—through no

fault of the experts themselves—to a general declvne into socual
|rratlonal|ty (Gadamer, 1981, p. 74) -

The project of both Gadamer and Habermas is a common -one, to rescue

human social action within the increasihgly technological lifeworld.
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B. The Conduct of Research Using a Conversation

Y

‘Using conversation as a mode of researching curriculum
}imp]emgntétidd,Findﬁ!its rationale in Gadamer's statement about the

hermeneutic priority of the question. THe-priority of the question is

posifed by the observation that we are already immersed (prejudiced) in S
& historical situation which structures consciousness. The question,
by admitting to this absclute finitude of. experience, creates a struc-

ture of openness which allows us insight into the WaY;We typically

‘e

»view.tHe world, "'The revelation of the questionability of what s ¢
questioned constitutes the sense of the ﬁdé%tion” (Gadamer, 1975,

p. 326).. o

[y

Conversation is related to questioning in the sense that

participants in conversation are directed by. a sense of openness, by

something presently indefefminate"which is worthwhile talking about.

The popic,'and fhe world to which the topic belongs, are held in common
by the conversanté, but tHe question arrives duriﬁg‘fﬁé courée.of.the
conversatiqpr in Gadamer's words it '‘presses itself upon us'' as fhe
negativityhaf expérience counters preconceived opinien. in my
reéea;ch; fo} éxémp!é. the problem of implementation; of the actual
re]atioﬁ between avratfonal curricdTum plaq and the practical activity
of teaching, is sustained by ‘the Underlying'quéstwbn*of'Ghow do we as ; S
éducétdrs ﬁake schgols mére educatiohal?" Tﬁis queétion presents

’
. 3
itself to us in the dialectic of reflection on practice, It goes beyond

the technical research which seek$ ''opinion'. about exemplary and noor

curriculum implementation practices to be emulated or avoided.

Gadamer refers to questioning as an art which preserves the



structure of openness and wh'ch enab]es the conversatlon to contlnue.\.“

The art of questlonlng is that of belng able to go on asklng

questians,. i.e. the art of thinking. It is called 'dialectic',.

for it is the art of conductlng a real conversatlon. (Jbii’

P. 330) . . . , .-
——

The Nature of ConVersatlon

Mtchhel 0akeshott fn his famous essay ''Poetry and the C'vVersa-
‘tion of Henkindﬂ has suggested that conversation is the appropriate
image. of human intercourse
because it recognnzes the qualltles, the dlversntles, and the .
proper relationships of human utterances. As cuvnlized human
beings, we are the inheritors, neither of an enquiry about
ourselves and the world, nor of an accumulating body of informa-
tion, but of a conversatlon, begun in the primeval" forests and
made more articulate in the course of centuries. It is a
conversation which goes on both in public and within each of _
ourselves. (Oakeshott, 1959. ps 1)
It is in this same'sense~of.conversatioq, as the:voiceQ of par-
ticipants making sense of a commonly held world, that | wish to
introduce the nature of conversation. What | do not’wish to do is to
embark on the analysis of conversation as a structure of everyday life,
. a project which has been>g?'interest‘to ethnome;hodglogy. Writers,
like Garfinkel, Sacks and Goffman have shown how conversation struc-
tures inter5ubjective reality. The researcher in such studies is an
" observer interested in how members accomplish this real:ty, but he is
not concerned with the nature of the reality itself. My concern in this
study is as a participant in the conversation about curriculum implemen-
.S , :
tation. As such | want to look at conversation from the perspective
of how what is spoken about relates to reality. My‘intérezf isin

the topic of the conversation itself.

Roland Barthes (1980) provides a helpful beginning when he -
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.|nd|cat¢s how conversatlon defles classnflcatlon accordnng to a fixed
structure.‘ He descrlbes it as belongung to the order of “almost”

" (presque) wh|ch is not easily accepted by science. The interlocutors

'

are spéaking of sohéthfng which cannot be complefely articulated;

ths-ws a}so Gadamgr s ponnt when he speaks of ‘the structure of

openness |n the questcon. Bar;hes suggests that lnteraturq'as the
science of the indirect" and Eaigﬁfﬁral.is h;:e‘fa]thful to what the
 convefsation is.abdut fhan is analysis. .
Conversatlons as. belonglng to the order of 'almost' do not
N

follow the systematlc orderly fashlon of scuentcf«c descrlptnon or
rational argumentaglon. In their orality they harken baCE to anvearlier,
pré-literate tradition. HdVélock (1976) outlines Eow'orél.language is
_based bﬁ'an asous:icﬁhemory which is associstjve rather than being
codprehensive,“like )fberate mehoryu The topics of conversation are
linked“togather'in.loose bundles of images wh?ch are recognizable’
.immédiately and‘brihg to mind othék-instances ""like this.'" Asspcia-
tions follow a logic of happensténce,~hence the movement of.;onversa*
tioﬁ F; ﬁot linear. Barthes (1978) calls this m;vﬂment of co;;;rséti""

dis-cursus. the action of running here and there.

In A Lover's Discourse (1978). Barthes shows how love™is - .

7

spokén about by a ld\q{ In such a way that is understood by the

‘'reader'’ as a partféfsgnt in the conversation. What is presented

sre not statements about love, but figures nf ﬁhé lover at weork

' caught h\act;géf“.lt has,the chérécter the ""almost," which we rec~q
, .

nize as aspects of being in love.

Figures tale shape insofar as we can recognize, in passing
discourse, something that bas kne read, heard, felt. The




o
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o

fugure i's outluned (like a sign) and memorable (Ilke .an image
or a tale). A figure is established if at least someone can
say "That's so- taue! 1 necognize- that scéne of Language"
[ntalncs or“glna}] (Barthes 1978 p. 4)

4

A lover's discourse employs references to- books, experiences, friends"

and‘authorltles. EEF the references are not to fbe considered
authoritative, but amical. - v
I am not invoking guarantees, merely recalling, by .a klnﬂ of

salute given in paSSIng, what has ‘seduced, convinced, or. what
has momentarily. given dellght of understandlng (Ps 9)
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Conversatlen about currlcu]um :mplementatnonls somewhatlake thls

As partncupanfs We do not attempt td define with any degree of flnallty
14

what currrculum |mplementat|on is. Teachers and consultants-experjence )

their own.and others' 'efforts to improve education in practical

ways, and speak about Fmplementation from ;his éround The figures . :
(instances, recoilections hopes etc.) are brought forth’ against- this
hackgrOund and referred to. as supportnve examples to help under-
standing. ' , N : - )

NDiscourse, at this point, is not dialectical as Gadamer
. . ' \

asserts, but it unrolls, it '"turns tike 3 perpetdal calendar' (Darthes,

r. . The dialectic ofequestion and answer is ' a second.laye;:Which
introduces the cri;ita]'moment more formally into cdnversatiop. ‘This
refinement, erueial to the discussion of conversation -as’ a mode of *
re:e;rch, will be discussed below as it relates tospractice. At the
first level, however, participants in conversation are more funda-
mentally concerned that what they are speaking about is understood

in its various aspects. Conversations .are characeeriied by » pro-

fusion nf evample«, ostensive references and vivid recollections.

't is these, more than anything else, which give a conversation its

-
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form and motion. This-originates in the participants’ .primary interest

. é . .
in‘conversation; which is to come to some common understandings .of what
\ .

the conversation is about. ,

Conversation as Distanciation and _ >
Participation’

, . ‘
If hermeneutic research requires_beth objectivity and under-

Standing; how may conversation become a mode of hermepeutic reseafch?

Fbllowing Barthgs, we note that convewsa;ioﬁ has a rhythm which
distinguishes it from other forms of discourse. Tt Vs a formfof
discourse which seems well suiféé for allo@f%g us t§_catch the
participaﬁts' experience of everyday life. The inten&<of‘this"reséa}ch
has been to approach the ddés;ion of ébrricdlum implementation from the
pe;spectfve of those interested in improving schools. { have been

critical of technically-oriented research which tends fo rationalize

and contro! teaching by gathering data on practice. Conversation

allows research to return to a grourd of practice by letting the

parti-ipants themselves speal .

Bourdieun, in An Outline of a_Theory of Practice (1977); has

shown hr v the theoretical logic of the language of research js Miffo,
) o : L
et from the legic of piactice, Theoretical constructionn= of pract ' ca)
Vife raceccarily seak generé]ivar?r‘nc and smooth ouvt ~ontradi- tinpng in
nrder to construct. an abstract and comprehencive picture. In practieal
Tife.contradictions can exist quite easily if thev do not hav~
practical conseauences. But when practice hecomes the object of
cscholarly research it becomes transmuted-by the requirements ~f

|l.'-'\ve';(_‘9‘ repyeSQV\'arzon_



Conversatuon about cur#ﬁculum implementatlon is close to
practice in the senSe that the partncupants speak about the meaning
of theur activity. The talk contains both_prOSpectlve and retro-
spective views which allow participantskto'compare intentions and

results of their efforts. The‘possibflfty of hermeneutic ‘'understanding

)

is present in such a conversation as the negativity of experience

v

forces us to realize that‘the.hopes for school .improvement 1ie beyond

current implementation practices. 1In addition to this historical-
o .

effective groundedness of the conversation, a possibility for herme-
£ .
; 3 ‘
neutic understanding is also present in the practical interest of .the

participants. A practical interest, as opposed to the technical
interest, implicates the participants in an active reflection on their
own activities and is oriented towards doing.

The potential for a hermeneutic understanding into the question
. ~ {
of curriculum imﬁlementation is accentuated in this reséarch E)/making

:

the conversatlons themselves texts available for reflectoon This

|

introduces a supplementary distanciation in which particupants.ma?“‘
voflﬁrt on what ic revealed about curriculum implementatlon i the//

conversation. 't is at thic level of conversation‘aS°text that the

L’

dialectic can be recovered (recalling Rarthes' po?nt aﬁout the non-
dialectical nature of conversation.) D}rected by the openness of the
qestion, thg conversation itself may be continued as a-dialectic
hetwgen how we speak of implementation practiées,'what these reveal

about our understanding of reacﬁing, how this is shown in the conditions

of work of teachers and consultants, and how tﬁese_all relate to qur'
e

rractical interest in making schools more educational.

6"



Conducting tHe'Resea:cQ‘
The fésgarch wa's ;dhducted by.entéring into a series:éf four
conversations with each df six consuﬁtants and teachers who were
"implementing-a new social studies ;urriculum. The curriculum mandated
for adoption for the céﬁing school vear. The‘partic?pants in the -f

i

conversations were as follows:

The Consultants. ' . /
" Diane - L€ district supervisor of social studies
Jennifer - a district social studies consultant

Linda - a"district social studies consultant

The Teachens
Jim - social studies ;eacher and department head, Northern

Junior High School (5 years teaching experience)v

Mary - social<stddies teacher, Northern Junior High School

' (7 years teaching experience)
Fred - social studies teaéher,_Northern Junior High School
(15 years teaching experience)

The conversations were carried out over a three month period
L .

“from early March to late May, 1982 at the junior high school and at thé

©
<

school district's teécher centre.
Three stages of conversationa]‘research may be identified:

initiating conversation, continuing'the conversafion and reflecting

on the meaning of curriculum implementation. Each of,these stages

followed certain guiding principles drawn from myhu6derstandingﬁof hermen-

eutics. In séme cases.these principle; were established prior to the

[y

resear~h® in other cases they emerged as the study progressed. The

69



three stages and the guldlng.brincjples,of,each"are.summarlied as

follows: L
L A
Purpose L Guiding Research PrincipleSw
Stage | To initiate conversation. Orlenting partucnpants to
: my interest in curriculum
: lmplementatlon. Comlng to
, . ‘know participants- and their
‘experiences
Stage || To continue the conversa4’ : To remaln mindful of. the
tion by keeping the herweneutvc prtorlty of the.
question open, ,  question dnd ,to continue to
. search out the questionability
of ‘impleméntation as
reflected in practlce.
Stage 111 Reflecting on the meaning To |nterpret and accurately
. of curriculum implementa- show the meaning of curricu-
tion and its implications lam. lmpleMQntatlon for the.
for practiee. participants; To Crnttcally

reflect upon the: relatnon‘
between technical and. peda-
gogical practice within the :
exlstlng school system.

.

The first stage of the research conststed of securlng contacts
wnth the social studaes teachers of Northern Junlor ngh School and
with several of the school district consultants. Once the contacts
were made, varovided each participant with a letter of introductlon
and a copy of my reeearch questlons'(Appendlx A). The questions were

|ntended to |n|tnate and orient the conversatnon, rather than as an

imposition of questlons whlch were relevant to me and -my research hypotheses.

...
v -

My purpose was to “break open"the problematic of |mplementat|on in
N ,

order to seek out. what it reveals about practice.
Vhat b have called the second stage of research constltutes

the actual conduct of the research. Guided by Gadamer s admonltson o

-of the hermeneutic priority of the question, I sought to maintain a
. : 3
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structure of opennessvtoward the meanfng oﬂ eurrfculum impiemeq}éfion
'wh}ch‘would bear up and.conductvtne cdnversation. Followingveach

oo
'conversataon I wou]d identnfy the topics contained therein along wtth.
samples of our dlalogue about those topics. At the same tlme | WOuld4
write my interpfetation of how the conversation suOke to Fhe pnacfieeb
of curriculum inpleéentation.j‘Contained withfn the'interpnetaiien
were furtner questionS*I nad regard}ng hdw‘tnis.cu}riculum related to
- teaching, curriculum change and fhe improvement‘ofbpraetice,and SO
forth (Appendix B). Thesensummary transcripts.and'interpreﬁive.
observations and queations were returned to a.participant prior to
the next cenve}sation., |
nnvoiwed a further |n{erpretat|on of the

. ? 3 _ PR 8
meaning. of curf® ldplementatjon as it emerged through the conversa-‘

© The thig

“\

tions. ‘Here,. | attempiéd to surface and articulate the themes of
teachnng, currleulum,change and settlng thCh emerged during the course
“of the conversatlons wnth each |ndyvndual. .These themes are shown in
Chapter IV. Subsequen;‘to this interpretation of Fhe themes of, e
.individua] practice, t‘have afSo attempfed to draw.together seme
overall observations onﬁipe relationshj? of a technica}-;hed}etic
practice of curriculum change and the s}fuarional interpretive pfactice"
ef.teaching. These are pfesented fn Chapter V.

Infused thEOughout the Eesearcn is an in;erest in temdng to a,
fuller_understanding of ourselves as_béings who make curriculum
imu1ementation poesible. This'oVerall dnterest is gunded by a desire

to understand lmplementatnon as an activity in whtch we have engaged

as educators wishing to make schools more educatlonal. As we seek to

)



understand the presupposLtlons of our typlca] modes of ”seesng” ;
problems and actvng to make changes, we ask what does thls reveal
about the way we are? The questlonnng is hermeneutrcd thelnﬁterest
¥s in emanCIpatory practlce. AR ;
‘ . The overall guldlng research prlncnples‘are llnked to’ thls
actlon-oruented \crltncal reflectlon' on currlculum mplementatlon.
The flrst of these |s the princnple of valldlty The notlon of |
valldlty in technlcally orlented research requures that flndlngs be
.verlflable to ali: competent: observers. This is. normally accompllshed
by empur;cai\references which will adeduately show the findlngs to
be the case. Interpretnve research, such as that of Psathas (1973)
is left with the task of retrospect:vely testlng an ultlmately sub-
Jectrve a;reementAln order to satlsfy questlons of valldlty

" Validity in hermeneutlc research is based on dlfferent grounds.
Following Gadamer, we begln by agreelng that there exlsts ‘no pruvnleged.A
vexternallzed way of-arbltratlng valldlty My research lnqunres lnto 3
the practlcal and lt lncludes the practlt:oners ‘as - co-inqutrers.
“Practical action has |ts own in- buuld “valnd|ty for. practlcal purposes“
which is derlved from the stock of knowledge avallable to the. actor and
- the kﬂbwledge that s/he must act. This is true of both. reflectlve |

]

and routrnlzed actlon. The research flndlngs shown here ‘as the meanlngs

J

_of the parttcapants as actlng subJects have a certaln valldlty as: the

representatlons ‘of those meanings for partncnpants t‘u,wli-
The hermeneutlcs of Gadamer and Rlcoeur a]low a’ further Ievel

of valadlty beyond lntersubjective agreement by turning outwards fnmn

‘these: lnternallzed meanlngs to a common wor\d Thns valldlty |s rooted

-



[\

currlculum pians, which is shown |n thlS research produces critical’

13

PR

',un a dialectlcal seelng of self in sntuatlon.' With Ricoeur'this can.

P ‘ ~

.be traced flrst from a dlstancing of seif from sntuatlon through

conversatlons about practuce and about destres for |mprovements in

teachnng Through thls dlstanCIatlon an |nterpret|ve understandlng

becomes possnble by means of a partlcnpation |n,and approprnat1on of,
A e
the meaning whlch stands in front of the text of our conversatlon.
Understandlng precedesJ accompannes, closes and envelops f - -
exp abatuon.. In return, explanatlon develops understandnng‘
”','lcaliy. (Ricoeur, '1978,.p. 165). - - -/ N

‘The test of validity of. the research findinés remains a yalidity

in: terms of the partucnpants, but through hermeneutlcs we cowe ‘to
understand that as researchers and educators |nterested i lmprov1ng
SChoois we'are-aii participants. " The negatlv1ty of the exp ence of °
technicai.action'in the foro of the lmplementatlon of ratlonaiized'

’

|n5|ghts |nto the way we lnhablt the g:Clai world. In hermeneutlc

. research there cs a self-impllcated validlty,orlented towards praé&ifal

action.. It was valudlty |n thiS sense whlch L E have attempted to follow'

as an overall 9uiding:research nrincipie,
- . .

o C. Ephtext of the Questioning -

-
k4
t

L L . : . o . )
What follows is a brief”descriptiOn of the curricuium change

itself and the accompanynng nnplementatnon programme which the

partncnpants were engaged 1n at the tlme of ‘the conversat;ons " This

provndes the context of the questlontng and wnil help the reader to

‘understand some of the specnf‘c references belns made by the part|c1-‘i

.pants in: Chapter IV 3(

.o,

ro



_H:s£6}1c517context

Like most newly mandated curr|cula, the new 1981 Alberta soclal

studues currlculum may. be best understood in terms of what lt was

replacnng The prevuous durrlculum (l97l) emphasnzed the need for stu-","

’dents to. develop vndependent |nqu|ry and decisaon maklng skllls‘on

)

sugn:ficanf socnal lssues The programme sought to accomplish th:s‘,

through attentlon to the valuung processtand |nqu1ry—or|ented experi-

1

ences The knowledge of specnf:c and prescrlbed SOCla] studles content'

was de- emphasnzed in fayour of attentlon to maJor conceptual frames of

_ thought. “This. currlculum orlentat1on stressed the |mportance of

-

addressnng local needs and exnressed confldence in. the teacher as -
'programme developer. As a consequence of thvs there wereno—prescrabed

texébooks or content Specnflcatnons beyond a general thematlc framework

The evaluatnon of the currlculum. carrled out some four years

later, reflected a general concern that the 1971 programme had not been

. well lmplemented o -

Indeed, we conclude that the Master Plan is stlll five years

- after its creation, far ‘more an idea ip the minds *of its .
creators Yhan it is a gunde to social’studies.education jin ‘the
classrooms of the provnnce (Downey Report, 1975. p. 11) )
\ .

The 1981 currlculum, ltself grew from a 1978 interim- revnsnon;uhnch
:attempted to address this concern for lmplementatlon among others.
OstenSIbly, the lntersm currlculum was - to make m;nor changes to the )
J‘orngnnal currlculum ln response to the need for a more expllclt and

: balanced currlculum but much was changed (Clark 1982, p.‘78)

1981 currnculum ‘was a modxflcatlon of the 1978 |ntar|m gulde.‘ ln lt

'central ornentatlon of soclal stud]es as socual lnquury remalned the

declared |ntent but the revnslon endeavoured to be more spectflc as

A

T
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——

v‘?to the nature of SOClal |nqu1ry and to ouﬁllne more clearly how know;

bfledge, skllls and values were related to this overall alm.' The task-

"of improvement was |nterpreted to mean |mproved |nserv1ce and better

lPngramme development, partlcularly in terms of classroom and teacher Lt o N

”resource materlals. _

hd .

; _ .
Although the Downey Report is often cited as the source of :
'fdlrectlon taken in the 1978 and 1981 editions of the new social studies
gcurrlculun there were other,polltvcal'pressures at work during. the

; development process whlch gave the programme its parttcular tone and

“Shape ln an hlstorlfal study of the development, Mawson (l982)

4

Py

outllnes how varlous stakeholder groups such as Canadlan studies

advocates, the Alberta School Trustees Assocnatlon,and others were

promotlng the need for a greater degree of control over=what was to

: be taught in socual studles. A nnwlv created Furrlculum Policies
Board made up of representatives of the general publlc and educators, "
,became an instrument’whereby specific public concerms for accounta~

bility and basic education could influence curriculum decisions.

A

‘Mawson indicates how the Social Studigs Curriculum Coordinating -

Gommittee.(SSCCC),which was a committee made up of social'studies o L

professionals who had influenced the direction of the 1971 curriculum,-

were challenged by .the Cugculum Policies Board and forced to ' 4

’
. -

lnstltute more specificity™ nJ!prescription,in.the cUrrlculdm than
o . . . _

they wished to do. . ' : - -

. R < : , . .

Whlle studles llke Mawson's show up the polutlcal struggle

between confllctnng interests in curriculum development there were
Ny ‘ A L
other demands from the teachers themselves:ior help:wlth_teachjng»the
' ) .
-




-

';prOQramme These demands were made known through the Alberta Teachers'
Associatlon and varlous local school dlstricts.‘ The shape of the 1978/ L

'/

1981 curruculal and’ the 5ubsequent lnserv1ce programme whlch accompanled‘f;f
|t can be understood in rather s‘Brllfled form,as the confluence of :
these twin pressures of control and help.~ l'

There\are three aspects of the lmpleNEntatlon of thls new

currlculum which l w|ll hlghlnght here because of thenr |mportance to =

-
.

the partncnpants in thlS study. These are the currlculum gulde, the

learnlng resources, and the Mentor lnserv1ce prograqge ‘\

The Curriculum Guide

: , : . : o .
The new curriculum gquide was structured-in such' a way so as to

show the major components of an inquiry orlen;}dfteachlngsas well és~'f
the general content of each particular unit. A model . of*social lnqulry
| was: constructed ‘as a heuristic devlce to show the lnqulry process e
~ common to a l\teachlng units (Flgure l) - w'"p#;n }
Each unit was organlzed around a social issue involving a
valué conflict. The social issue becomes the focus for inquiry, wjth
the conflict‘being resolved by following the steps of the model

(The documents are careful to point out that thns is a sample process,

not the only process. ) The value,.sktll and knowledge obJecttves

whlch should acrue from govng through this process are also listed N

1Y

for each unlt

i ' lBecause the ;guide for the 1981 currlculum, whlch was belng
|mplemented by the participants .in this study, was substantlally the
same as the 1978 quide, 1| will refer to them both as the 'new Sk
curriculum." Clark (1982, pp. 8} 84) summarlzes the mlnamal dnffer-
ences between the two QU|des

b..l ) :‘ L o . . '.v.'-_‘v



" Synthesize

Evaluate
the
Decision ,. -
- and
Process

Analyze
and
Evaluate
- Data

\Fidure;l

. Social

™~

fnqu iry Model

P

Identify
and Focus
on the
Issue

Gather
.and
Organize
‘Dlta“

Establish
Research
Questions
and

"_ Procedures




>

-.Learnlng-ReSources

A major concern of teachers and certaln nnterest groups had
been the dearth of learning resources and teachlng guudes accompanylng

the . 1971 currlculum. ‘Jhls concern was addressed origlnally ln l975

4

'through a series of teacher developed unlts in locales around the
v:proylnce and antended for general dlssemlnatlon.' in l977 the»process of.
_-'materlals development was accelerated dramatlcally by the |nfu510n of
) Q;N\\\llon from the Alberta Herltage Savungs lrust Fund for the .
creation of learnlnghkesources. Money»was nowvavallaole for-the large
scale,development of learning reSources; The‘principaltresoorces for
teachers were two: the Kanata‘Kits and:the Teaching Unlts. lhe"'
~ Kawata Kits were multi-media resource packages for‘teachers'to enaﬁle
them to follow an inquiry teachlng programme'for one‘of the'units at

each grade level. The Teachfng Units were “exemplary' unit plans for
: : ' < . .
a second unit at each grade, developed by contracted téachers in the

3 . . i . N . ) ‘ .
provlnce..-Unlike the earlier-local4develppment projects, these kits

and units were supeﬁylsed centrally and developed aLong a standardlzed

-

format: by expert teach\{_

. ¢ ) .
The lnservuce Programme S R

The lmportance of an inservice teacher educatlon component . of ’

T

the cug‘lculum-|mplementat|on was recognized earlyllnlthe evaluatlon

(ul. ’. and revision process, but explicit attentionlwas.not'givenvuntll the

“ " development of the:new”curriculum guide and;the initial production'ofs‘

o the learning resources. In the Sprlng of 1978 Alberta Educatlon
Lo
O Y '

”;{‘ - r'mﬁ.launched the preparatlon of an awareness' inservice package to |nform -
e \-_ ‘Qtachers of the ratvoqale and nature of the revnsed programme The ‘5
- . ‘ ‘r_ ) ' —s




. Chailenge, outlining the brograhme rationale, and Patterns and B

’

. awareness package consisted of two films: Change: The Ultimate-

4

Parameters which ihﬂi;ated the objectives of the curricul?m and introF

duced the social inquiry prbcess. - Included were also some introductory

‘'hands on'' sessions introducing the Kanata Kits and Teaching Units.

1

At the same. time as the awareness package was launched, a

longer term, more analytical inservice programme entitled Mentor .

was begun. Mentor would accompany the mandatory in;rodqctibn of the
curriculum in the 1981-1982 school yéé}.'-lt was intended to‘%elp

teachers with aspects of the programme with which they felt themselves
- ’ M M N

to be in need of assistance. Tedchers could select from one of fourteen

modules in the Méntor series. The subject matters for series was the

social inquiry model. The modules Qs:f,as follows:

&
1. Openers

*

y

2. Gathering Data—Maps

-~

P~ .

3. Gathering Data—Surveys ' .
4. Gathering Data—Historical Documents
.5. Gathering Data—Interviewing
6. Organizing and Evaluating Data . N
O N ~ [ 4 . ¢
7. Evaluating Data : \ »
Synthesizing Data
: &
9. Resolving the Issue
10. Applyin§ the Decision h - if
1. Valuing i R S
. Valuing | e |
12. E\fal_yion of Knowledge , _ - '
.13, Evaluation of Skills - o ‘ j . ' f" .
. 4 . '
. E i f w . P
1h' Eva]uatlon of alues ) T%?W'
/




The modules were des:gned by a development team of graduate students
and professors’at the unnversuty and produced by ACCES§, the Alberta
Educatlonal Communlcatlons Corporatlon. Each of the fourteen work-

shops followed a common format snvolvung a vndeo taped presentatnon

of an exemplary lesson and a sernes of worksheets and dlscussnon

T -activities related to the particular aspect of the |nqu|ry model in

questnon. The Mentor serles as well as the |ntroductory awareness'

package of workshops were presented locally by some 125 teacher/

" consultants seconded From the classrooms of.their local areas and

trained to provide the inservice to their colleagues. " The provincial
ministry of education set aside some $2.2 mllllon to defray the cost
of producing Mentor and released time for teachers.. |

The inservice'programme which-waS»engaged in by the: partlci—

pants in thIS study consrsted of an adaptatlon of the provnncnal

series. Some Mentor workshops were glven, but the majoritybof the

sesgions consisted of'the'introducyﬁon OF-Teachlné'Units or the

addressung of other areas of concern such as ew&iuatvon. The school

district workshops, like the prov1nc5al ones, followed-several

pruncuples oft lnserv1ce educatldn whlch were recommended by a Tripartite.

Commtttee on Inservvce Educatlon {a commlttee made up of representa-

tives of the ministry, schoo! trustees' as’lation‘and teachers'

. . 0' . - ) N - M .
assocnatlon) In making its recommendatlons in 1980, the commi ttee

-

acknowlédd%d certain contradlctlons and dlchotombes recorted by research

. A
into currqculum development and lmplementatidn |nclud|ng ‘the tension

‘between centrallzed and de*centrallzed development, and the need to

{

:regard teachers as active pé?tlcnpants in the- lnserV|ce (Trlpartlte

80-




T R
Commi ttee on Inservice tducation, ]980, pP. 6-9). whfle‘theyfrecogf'

nized these contradictions they had to pFOVidé recemmendations for the

qimplementation of handated .programmes.

Y
7

‘New, tevised and contlnulng programs of.study are statements

of public policy and as such are mandatory. - (Tripaftnte

Committee, 1980, p. 11) ‘ .
Their Eecommendatidne, therefore, were constrained By the implementa-
tion of ''some-thing" having the'status of public policy. This: resulted
in @ compromise which attempted to employ aspects,of decentralization
and teacHer autonomy, while retaining the overal! aiﬁ of coﬁteel.
"The recqommendations included the ;leer identification of "skills, know-
ledge and attitudes to be engeneered by the new curricﬁlum,‘a-focus.oh
the needs and personal goals of the individual teacher:reldted to these
aihs, the development of competencies related to the programme change
by demonstration in real or simulated settines“ most c;osely.resembling
conditions of use, and the "'delivery of inservice by'peees or resource

pecrle with credible, relevant experience'' (Tripartite Committee on

Insearvice Tducation 1980, pp, 13-14) .

s

Q?%"

-?



‘;' ‘ : . Chapter'lv.’ -~

‘' THE PARTICIPANTS' MEANINGS

"

‘Thisfcﬁapter interprets the meaniné that curriqulum’fhplemeh-

5

'

tation has for the paTticipants in this research. The. meannngs

- ABE 2

dlsplayed here have emerged in conversatlons held wngh three consul-
tants ‘and three teachers over a period between March'énd the énq of
.May, 1982. During'this time'they were jugt completing the year of

inservice activigies Qesigned to assist in the implementatiéh of the

4

newly mapdated provincial social studies curriculum,

) The'converséti66s dufing which these meanings emerged Were
qboﬁt how cﬁfriculum ihplementafion related to teaching. Our conversa-
‘étons wére\car}led forward by certain fundamental questlons about the
relatlonshlp of curriculum to teaching. What is the difference, for
;xample, between a Teachlng Unit {(plan) and feachino itself? How is
consulting different from teaching and how do consultapts help
;eachers? In what seﬁqe can we s$ay that a curricultum i< and can bé
implemented? and so forth. Question; of this cort emerged within the
Cf)nte).d of the conver cérion .Aas we attempted tn probhe more deeply tha
meaning of curriculum 7mplp%enrar30n for us as educatorc.

' The rneaninoln( curriculum implementatién to teaching practire
was interpreted in an ongoing fa§hior\ as we continued with each
conversation building on r'he previous one. The themes displayad in
this chapter ware p;oducodkfollnwiné thé four conpevsations and

:

ergaing interpratatrinon with each participant Thiz thematiec

fin




- cripts of the conversatlons and my |nterpret|ve remarks.

y

- have attempted to contextuallze the themes dlsplayed here -

by lndlcatlng something of the ﬂerson s teachlng background and my

r

nnterpretatlon of ?he relatlonship Whlch grew up “between ourselves

ds participants in rsation. Th|s is important for the research,

~

because ‘conversation is a friendly and personal form of dlscourse.

o

As a flnaI lntroductory note to this chapter | have provided-t

the follownng'summary (Table 2) which’indicates the themes of each

of the six participants. I
Sy '
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primary school’ %eaché? in Qrder to; embark on a master s prq%ra

.0_

i

l‘

S

Immedlately prnor to assumlng
thls posntIOn she had - beeh on leave'from her teachung posiition as a

curr‘culum and |nstruct|on at the local unnversvty

,in education,

‘children.

Our Relationship

[t

<

school

and conxlnued “to, teach after marrying and. havnng had

curriculum supervisor

Dnane has ‘been supervnsor of social studies for‘Clty Schoo\
Board for about'iwo and-a half years.

5»;-:-;’5

mme

I4

in

She first bé?an

| first contacted Diane by telehhone in her office at the
board central office

teachlng in her early twentles after comp]etlng a bachelor s\degree

.Now in her mid- thlrtles Diane feels that she is stnll “very

much~in the formatlve.stages of her‘career“ as a teacher and as a

a

. 7
] fﬂb]ained that | was interested in °*

coming to a fuller understanding of curriculum implementation through
%, IR

4 .
' 3
the experiences of <consultants, school administrators and teachers who

were currently involved in a programme of curriculum implementation
| asked if |

N S
might meet with her to explain my research interest

further and to discuss which of the school board social

~

-

A

i studies
consultative st f might be willing to partncnpate with me in the
study. | A :

In her \position as superviéor of social studies, Diane was

1981

social

studies curriculum

responsible for the organization and development of a programme to

assist the teachers and principals in their task of implementing the
provincial

0

»
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Af*As a superVisor in thlﬁ'dlstrlct we are a". serV|Ce Ve 53H

really you have to define %g a partoof the servuc&ibranch Jof .

: the operation what. is my. reSponStblﬁity in: brldglng theygapr

¥ . of the theory- that 1s mardated from. Alberta Edygation and_the

. ,practlce that is axpected out®in thes field. . | . | view myo_
© ‘role as being the ti%cher supporter, provndingﬁany klnd of '

. support, faC|lﬁtatlng as’ muth as possible’ putting the theo?y

.4 inta) practlce, but .not actually d01ng5|t. (Conv%rsatxon 2'
# ‘

TS

hzo—Bz) - _ ‘ SO

R

 We arranged to meet’ﬁn Hbr ofﬁice Priqr to our . meetlng L

b

sent Diane a brlef paper |nd|catlng my résearch lnterest and outllnlng
“ % 'QQ, -\i? . )’ , -
my lnltlai questlons (Appendnx A) vang to a snowstorm she was unable
. -@ B
”to come to her offtee at the appointed time ght suggested a luncheon ‘

ml ceoae
e .

meetlng a week hence so that she mlght compensate for havung mPssed

thlS flnst appotntment with me At the leSt meettng she outlined the

A . B @

school board lnserV|ce proéramme and her role ln the lmplementatlon of
L ® S e .
the new social studles currlculum Because thlS |mplementatlon programme
. % S

. wab such a large undertaklng for herself, the school board and the

e = . )
‘prov:ncnal department of educatlon she belleved that as much lesearch
lnformatlon as possible should be collected on lt: Accordlngly she

6
'warmly welcomed my research proposal and suggested the names of
several of the social studies consultants she mlght contact as

'

participants in the study. Since thIS flrst conversatlon ‘was . |nformal
: ) .

and exploratory it was not tape-recorded.

| | tape-recorded our three subsequent conversations The flrst

two of these conversatlons took’ place in Diane's offlce wnth each *

lastlng about three- quarters of an hour ' These meetlngs were- cordual

but | felt that she was belng cautious in her statements, taking care

.to indicate how her |mplementat|on plans and actions were conslstent

both with her bellefs about change and teaching and with existing



-

88

schoel boabd pol?cies énd organization Havnng also worked at’ a school

board offlce, I was sensntlve to the fact that to do a central office .

A

job like her's one must be loyal to the dlrectton and the goals of the

0

organizatlon Jnnkmust also demonstrate a confldence in exercnsung ‘one'! s .
v bwn responsnbulltles ACCOFdlﬂQ]V, | was circumspect in my questuonlng,

not wnshlng to force Dlane to be defensive about the schoo] board ner

' to make statements which she might feel would compromlse her own

’ ~

]
posntion There were several Qscasi%;s within these conversations

where | offered to turn off the tape-#ecorder or to delete statements
: A

from the summary In her: office | was, also aware that both of us

"

sensed the pressure of her work theFe.\ There were papers deménding
" her attention on the desk-and phgnes Eihging (although her .secretary

was taking messages)e In this room | felt conscious of imposing upon.

Diane's time and how our .ever more teflective talk about'implementation

N .

was becoming inappropriate here. We agreed to meet at a restaurant i

for our. final conversation. : t S s

It was one month before we met for our extended luncheon

Y
-

conversation. During that month Diane, had had a profohndiy mo;ing
educational experience. She had attended a week~long retreat/workshop
n native edueation with some 30 teachers, princ[pals and central offire
colleagues in preparatidn for the development and implementationtof

the board's natiye'education programme. This wqush;p had encouraged
all tHdse present to reflect deeply.on the meaning of their own_.lives

as educators. Diane referred to both this experience and~out own
conyersations a8s a much appreciated ocrasion to reflect and talk about
her.work, an opportunity which was ‘seldbm aveilable in her busy

schedule We met nn thic fina)l occasion for two and ane half hours.
4
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.The Meaning of Curriculum implementation ) -

Theme One: To bé‘heZd-neAponAibie;

c .

The responsnblllties of her own posntnon and taose of others
emerged almost nmmedlately as a theme in our conversat|onsv"D|ane
spbke of how as a currlculum sypervisor she was respons\ble for
facilitatihg the nmplementatlon of the social studies currnculum-aad'
not. for iﬁplementihg'the curfiau]hm‘hefselfl {She reﬁﬁhded me_of ihis
distinction“sevefal times dhring'Our'convefsations Wﬁep l'iaadyerteptly
referred to herJfaék of implémenting-the currieuium; i

T We began [in our last conversatuon] with the |dea that certaln
‘ dectsions are made regarding the curriculum, [and] as super-

visor of social studies . . . you are respdnsible for carryirg
them out. ' '

-
-

D Some clarification is needed here, because it is not my

responsibility for putting this curriculum, this thequ.'
into practuce e .o o '

A major part of my work has been to let principals know,
with some support from the associate superlntendents, [that]
it is in fact their responsibility.

(Conversation 2 '4-20-82Y

~

She also spoke of her own responsnbllnty with respect to prnncnpals

D To make their job as‘%asy as possible [by] identifying and
articulating what thg essentials are that they should_have,
to make some recommendations as to what sort of inservice they
should have that would give them enough of the lmportant aspects
of the programme so they could judge whether or not implementa-
tion was happening in their school for themselves.

(Conversatlon 2, L-20- 82)
Diane pointed‘out’how the programme of §chool based budgeting
recently implemented by the school board had clarified the ‘curriculum

responsibilities of the pxincipaT. .Through school based-budgetiﬁg

.» the principal and school staff are able to set educational objectives

o~ <

and allocate resources to reaching these goals. -
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D When you adopt a .mode ‘where you afe:a:teMptingﬁ;p-art}cylate .
“results in,edQCationfand put a dellar figure besidesit._
~ Once these do}lars bre:a11ocated'you»grq responsible for
~ the results. :° o . T

(Conve;sétion 3, 5-?7’82y

‘While indicating the fésponsibi]ity of others Diane was acutefy

conisi¢us of her own responsibilities. She maintained.extensive files .

of her own.}eﬁos, reports and plans related to the: inservice programme.

She had also ke ' ﬁiary until the pressure of time forced her, to

suspend it in F. She indicated that she wanted\to,keep a

-

record of her a ivities to show how she had carried out her
ffresbbnsibilfties.' She felt that research information, such-as
mine, would also be helpful in"showing this.

At the beginning of our conversations Diane claimed that the
' seeming inconsistency between the teacher's bedégogical responsibility
to children and the reSponsibili;y assfgned to him within a“funttioﬁally
structured educa%&énal hierarchy did not really exist.

D Right away there is a conflict for the teacher, do | respond
to the youngster who is my responsibility to teach, or do |
Pay attention to what somebody else thinks | as a professional
in the classroom ought to teach the kids. » - . this is a
fundamental problem . . . | say we can do both . . . we have
expectations which are defined and determined by society in
this province. It is the Curriculum Policies Board. They
‘are the lay people in the province who advise the politicians
about what it is we ought to be teaching kids in.the social
ftudies. This advice has cQme out in the form of a curriculum
guide . . . we tell teachers if you are going to teach in the
province of Alberta you will do this.

"(Canchation 1, 4-8-82)
This proved to be a‘partfcularly troublesome question which

could not be so easily dismissed by Diane and me as- our conversation
' w .

progréssed. It was a question which led us to ponder more deepiy the

meaning of teaching and the question ‘of who is responstgle}for speaking

\Y

50 .-
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for sOcnety and in what manner they should speak fh t?-i%
| . o - L .
e D Your questnon here [in T's reflectlons on .our. flrst o

o “conversation] about: the role of socigty, afid dd you feel TN
that society is being’ represented by our Currlculum K . Co
Policies Board [or] by our teachers.. "don't know, that's

a really tough one.

T The question | ask myself is nf the teacher has tradnt:ona]ly
been charged with the: responsublllty of teacHing young.
, childrén, thérefore, the teacher is assumed-to_be a
responSIble member of society

>

The conversat:on became \eSS phllosophlcal at thls pount and turned to~

how the provrncual educatnonal authorltnes are tendlng towards more

.
1

centralized control of teachlng Dnane cnted what she regarded as .

the unfortunate |mpoSIt|on of prOV|nCe-w|de achievement tests as an.

‘s

example of how ‘teaching wall be made to conform to externally lmposed

-

expectatans Belng responsnble then developed into a polutlcal

question, the questlon belng who has the power to deflne the expecta-
v ’ ‘
tlons that one is responsible for. havnng to meet?
A
D Backing up from there you enter into the political arena
and have to ask some fundamental] questions about who
dec:des what change is necessary : y

(Conversatlon 3 5 27- 82)

5

; The conversation also began to address the experience of being

R}

responsible in a more direct way, particularly following Diane's .
participation in the native education workshop. She recalled workshop .

experlences whlch drove home for her how lonely pOSlthnS of responso-

bility are for those who occupy them when one is a superlntendent or
a prqncnpal charged with personal responsibility for leadlng a school
'dnstrlct or a school there are so few people in whom one can conflde

¥
| recalled sumllar examples from my own experlence worklng closely .

~

With my superintendent. Diane indicated’ that for.herlin her own

-
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position her clbsesgfconfideht i§ another fémale curriculum Supervisor
\ C oo , o v ‘... ' e ‘ e L
with whom:she converses often.. When | wept on to question the wisdom
* " ‘. , L “‘. .,\“ 4 ) ) : ~‘.
of vesting so much responsibility in.individuals Diane responded by -

describing the way the native education workshop was run as a counter

n . M . » P

example to our current practices. i : -

I . 4
-2 s . : ‘ A

D~ .,... the consultant {from the firm who.ram fbe workshop] -
was 35 or 36.years old: ' He brought with him an elder who
spoke Cree and a middle-aged interpreter. Part of the
message there for me as an educator and: someone concerned
about teachina,other adults, is that one person cannot teach
another person. Many people are involved .and many ages are

involved. _
: _— v < »
. - -The three of_them worked together in a very spontaneous
shion . . . [if] the elder would indicate his displeasure

at something, the young man would stop and clarify something
immediately with him. But there was a great deal of mutual
respect and he would never criticize the younger man.

R ' SRR T - (Conversation 3, 5:27-82)

~

Theme Tio: TFhe 5)_Lub,wan';o.l§ Eu’ng nupomibté ,-504' helping teachens
and princdpals Lo impLement a new cuwuvic n wiile necog-
nizing Zthe complexity of hupan action and3social change.

. . . 4 X .
Despite the care which Diane took in our conversation to
' P

/

- define the limits of her own responsibility as a '"helper of 3m€iementa"
tion,' ‘she acknowledged that she was responsible for the success of the

. _—
inservige programme, but not the imnplementation itself. She felt uneasy

,"/v Y

about this, because she recognized that ordinary measures of success in

the form of immediate t ible results would be inappropriate to some-~ —

thing so complex as teachers changing their way of teaching.

D Implemegtation to be effective has to come™From within
so ypg/have to change the whole value and belief §ystem ~ . ,.
of the individual invelved.

(ConVersatfon 1, 8-4-82)

Piane gaw that the intentions hahipd the rnew social studies curriculum

o
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"of provincial funds into the sc » oard for |mplementatlom had

"y . ) . ‘- " . . | .'.':. T

w '

went far beyond havnng teachers employ some new text matervals “ln the

e

~same old way." She saw lt as an attempt to.put into act;on a bellef

E that chlldren should learn to 1nquure into, thelr socsal world and in

—

__so_dOJng, ‘take an ae;/ve rdﬁe |n thelr own Iearnrng The curraculum

'heingvimpiemented, t erefore, “wat’ questlonlng the very meanlng of“"
teaching her by many teachérs . | ‘;

It was a soufce of frustratlon for Daani that the: scheddllng,of
an lmplementatlon stage within a currnculum prOcess structured on the

trad:tlonal contlnuum of development |mplementat|on and evaluatton

implied that each of these was a dlscrete event. . 5 .” nfusionp

n |ncrease in her consultatlve staff and had giwen
\ - A

helped provide

two -iAservice ddys for alt sotaal studies teachers. But thls funding
S . - ,,/
was for one year only., - s . ,x",”"' ,,;///T/Tf’ ..

D There is no que/t+oﬁ‘|n my and/that>thls is a very complex,l
|ntegrated,eu’/|culum I questieon whether itis possible to
Jear —€fough ab0ut‘the curriculum to.put the intentions into

e classroeom with only a two day inservice,. .. All the

- ~ [research] literature says this takes three to five years.

4 ' } (Conversation. 1, B-h;BZ)
. < Lo, B T S e
Diane feels that the inservice progtamme itseif has been helpful for

the social studies in the'district, because It has nncreased awa/eness

and given a sense of excatement to the subJect area But there is

- | :
little support for her as she confronts the qompLex task of implementa-

A Y +
tion understood as human change and development ln our flnal
conversation we talked of this in terms of trust and cdmmunlty. Diane

remarked how in the interests of qettung«6n with the job we fall to

allow time for trust to grow in a community of people. .
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D How do you go to an associate superintendent or trustees
and say we need an extra million dollars worth of people’
| time to establish trust before we're going ‘to do anything
N " to them or teach: them anything? - [laughs]

T It almost makes you laugh to say it, '"to buy a.million dollars
worth of trust'' . . . in that sentence you show the complete
incompatibility of the two modes.

D Oh yes, and yet | really believe that when | listen to the

. trustees' honest and genuine concerns and frustrations about

N education . . . they are human development kinds of things.
But they nevei talk about them [at Board meetings]).

(Conversation 3, 27-5-82)
The univercity and the rgsearch Iiterature on curriculum
implementation has not been particularly helpful to Diane eﬁtherf She
recounted'rhe criticisms made hy nne of her graduate ﬁchooIAErofessdrs
on a-regéérch studv,thn curriculum implementation.  This ﬁ;ofeésor

-

claimed that anyone who talks about implemefitation superficializes the

: . ¢
process. In oné sense Diane agrees,

D . . as soon as you're talking about lmplementatlon you're
talklng about change . . . teacher change. Everything we've
done in implementation has been very superficial., We've
provided new materials . . . but that is not really what

needs changing

In our district we're starting to go beyond, we're talking
about effective teaching and affective learning Looking at
what really males a difference in the classroom And it'
not curriculum mat~rials, it's not Vanata Vit's, not therse
technical binds nf thinge. ‘ '

| believe that we are stlll at 3 very superficial

tevel . . as soon as yoy’ stagt dealing with another level.
it becomes difficult tn r’p]e'n what vou're doing. So y
don't have suppeit . 'l hen vay don't bavae surport P10
“ard to g 'orward.

(fenversgtinn 3. 77 §-R7)
Rut wheno fgced vith the implement *ti~n taslk NDiane had to fall bhack gon

[ ]

the ~vailahle recearct Trarature which Yeore ' faljzed” its meaping.
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'

D .. . . these are the five areas [ldentlfied in the artlcle ']
upon which [’ based my entire year's plan. Just because . there
was nothlng else for me of a structural nature to build some
loglc into. what | was doing . ., . _to organlze what I was
edo:ng : s

b"f : . - (Conversatnoh 3, 27 -5~ 82)

e
o

In a sense Diahe has been cast adrift in 3 stormy sea between
theory: and practice. She supports the new currlculum because it is an _
attempt to put into Practice many of her beliefs about what teachlng
should be. Her position. seemlngly provsdes her with the power to

fac'lltate the imdlementation-df the.curripulum, but more importéntly,

out the task. This is the meaning of ""outcomes based education”'which ‘f
has recently been adopted by the school board as 3 system of manage-
ment. So Practically she must get on with the job of lmplementatlon

The criticism of implementation on a conceptual level at the unoversnty

2

StrIkPS 4 responsive chord wath\her and resonates with her own
theorizing about teachlng and currlculum plans. But she is. Ieft
without any way of linking this theory with her own véry practacal

situation in which she cannot possibly so easily disavow the notlon
Y] 4
of curriculum implementation, So she unhapplly retreats to what she

acknowledges as an inadequate theory as the only flrm ground on whlch

she ran stand

Theme Three' Conflic* befween curniculum meﬂementat{on and. a beﬂ&eﬂ
. that teaching is a. vay o4 be&nq, .

Diane's appreciation of the rompltxvry nf human change’, and

hence her understanding of the magnntude of the nmplementatlon task, N

e

is rooted in a bellef that teach:ng 85 a way of being consists of far

/

e e than 2 rol‘err'on of leérnah'e sk'lls and technlques
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I feel that as a professional charged with the responsibilities

I do have, | just cannot go intd a group of teachers and talk
about concepts, the valuang process, the inquiry process and
‘all these tﬁlngs [which are component parts of the new .
curriculum] . +gnor|ng the child and the relatlonshlp
between - the ch'ld and teacher. | feel [that you have to]
_grab teachers enotlonally ... . they have to know that you

" are speaklng‘to them personally

(Conversatlon 2, 20 4- 82)

In this second conversatlon Dlane dlrected me to an artlcle entltled

""Teaching ‘as Being: The Right to-Personhood” by Beverly Cunnlngham

WhICh developed for her the dlstlnctlon between teachlng ‘as donng -3

;Job and teachlng as an act accompllshed by a person acting authentically.

ACunnlngham says of teaching:

Clearly there is a need for the recognition of teachers, not

as things, but as beings. Things can be described, deflned
fragmented measured, controled. Things do not change from
within. Things can perform actions,  but they. do not experienfe.
Beings, on the other hand actively describe, define, seek
.wholeness, elude. measurement pursue freedom Belngs change .
and grow and experience. Thlngs do. Beings not only do, but

are. This distinction is probably of greater sngnlficance than
has in thé past been recognized. It is time teachers began to

think about it. Teachers need to recognize their human- -ness
and to take responsibility for improving the quality of the
experience - they call teaching. (1979, p. 18)

Diane pointed to the distinction raised in this article as we

conversed about the needh?or self-reflection if teachers are to see

/

‘the reed foi changing their way of teachinrg She was uncomfortable

with the way the self-reflection ACtivity huilt inem the Previncia)d

inservice pvogramme'bn the new cuiriecalys Mentar Y ot Addrncend

teaching on an ohjective "doing' leval

n

The kind of reflection in‘Hentor is =til] very objectiwve
because Mentnr hag heen designed for elery teagchar in
t'hg\ oy inr'e

So lwhat's needed is] a reflection coeming from within,
Ctome externally impoasd e ”
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' D Yes,‘aod I see MENTOR as-.being very superficie1’in'that""
3 way . .. ’ B . - . o

T You can't get a [true] reflection by asklng a dlrect questlon
can you . .. . it's a bit nnsulting to a teacher to ask them
to type themselves as a teacher.

T ' o .- (COnversatvon 2, 20-4- 82)
Dsane accepts that there are some aspects of teachlng whlch

are amenable to an lncremental acqu|S|t|on of skills and that these

can be communicated through inservice activities and teaching units.

D I like the word repertoire. These teachlng units help to
expand our repertoire as teachers and show us another way
to achieve our goals in the classroom. .In this way the

" teacher grows . S .

g . (Conversataon 1, 8-“-82)
But the relatlonshlp betWeen skills and what it is to be a teacher is

a complex one which is a source of conflict for Dianevin her day to

day work of helping others to implement the hew social studles ' .f
curriculum. In one sense she is able to ratlonallze her activities
by saying that: o ‘ o N ’

D ° What teachers lack us training, the skills - required. 'The
mew curriculum js addréssing this training need :

(Conversation i, 8-4-82)

autonomy .as an acting person thé_e§§ent}ai\tgnsi6ﬁ’getween.freedom
~rd control emerged again and again. (

P . . . and as an individual wh you provide somebody
with a curriculum guide or t ching unit you are wiping
out, to a certain extent, the right of that individual to
he truly rrofessional. . v

(Converﬁétioh 2, 2044—82X

I expressed a similar sentiment in a subsequent conversation.



T~ Change to what? | thlnk that s the wrong question though .
as soon as you prespecify change . .. then that's
manipulation. -That person becomes the object. The change
itself becomes the important thing

(Conversatlon 3 27 5- 82)
Sokln the end, our conversatlon turned to a deeper guestioning of .the
whole dlrectlon currlculum development and lmplementatton activities
have taken o - | |

D I'm not sure what the: long term effects are of the massive
curriculum development activities which have taken place.
I'm not sure if that has been good. It has taken" away the
‘desite . . . and confidence of that individual teacher to
give something of himself.

T 'That]sAexactly what I've.been thiniing.

D And if you can't give -something of yourself in that
lnstructnonal process what are you giving? -

. I've written a little unit for grade one that is
being used throughout the ptrovince. And | shudder to
think about how that's being used by some teachers. And

| shudder to think about how poorly | was able to put down
in black and white about how that should happen [in the
classroom]. And what right do we -have to impose one way
of teaching on thousands of teachers and hundreds of
thousands of kids?

(Conversatien 3, 27-5-82)
Here Diane has also raised the question ot interpretatIOn
which was another aspect of the confdicr between melementarion an-
teaching as being which reocrurred frequently in the course nf ouw
ronvercations. We noted how unit plans, eurri;ulum directives and
inservice descriptions of teaéhing methods eould only be but péle
reflections ofvrearhteachinq in the presence of real rhildren. l
n lThe ‘teacher who madeé this particular unit |ntu1€|vely
has a sensé of what to do with kids, with this topic, the

obJectnves . . - you lose something when you translate this
to-written farm, )

(Convercatinn 1, 8-h_é2)

98
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And yet these pale reflections are re-interbreted,by~real teachers'who

are teachtng real _children in real classrooms and who a;e gunded by

their own beliefs about teachlng Diane sees. thIS sendl;g of these

currtculum "communlquef' as merely communlcattng on what ghq‘calls

.b’. N -
only an lntellectual level \ .
N ‘ ® .
D' It's fine to send and receive at an intellectual led@l

‘but we need more crossovers . . . [the lntellectual Iexnl]
does not make -the. communlcatlon complete: Tradltlonal*y

we send out a unit and expect it to be. ‘implemented . -
and all sorts of changes happen when you start de- codnng.x

(Conversatlon 3, 2753*82)3

Interpretatnon of unit plans is lnev1table, but what teachl%g

essentlally is cannot be communlcated through them So Dlane finds ) “93

N
herself in a double bind when it comes to re]ating implementation to - "
teaching. ' She wishes to communicate with teachers intellectually =~ - -

>

and emotionally as one who is fully human herself and as one wher
regans teaching as a fully human act (teachlng as belng) but.the
means of communlcat;ng through written plans and formally scheduled
inservices at which the plans are distrﬁbuted.are inadequatef This

. o | _ e
is because Diane works within an organizational hierarchy which pre-

structures communication to remain on an |nformat|onal level.
. AR
D | ‘hate the word supervisor . . . I'd like to be called
something else, master teacher evén. There are so many

divisions we create. Even a consultant—there is a lelSlOﬂ

there. | think the most important thing in effecting change
;_IS to speak thelr language and to speak dlrectly and personally
“to ‘them.

©

(Conversation 2, 20-4-82)
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;rheme'Fou‘r: Wv&nq to ac,t mbthemcauq
Vith|n the nestructlons lmposed by the job and the ongantza-
s tional structure Daane strives to act in accordance with her.bellefs
about,teachlng.' Teachlno for her means to be |nterested in the
'intel]ectual and the emotlonal llfe of chlldren In order to act
authentlcally in inservice with teachers Dlane feels’that she must
first establish the‘eXIstence of that common |nterest |n‘ch|ldren wuth
teachers.. She deecrlbed in ‘one of our conversatlons how she employs'
pfetures of classroom situations wuth cap;ions like 'the geranium'on
,the windowsili just-died, but you, feacher, went night on talking“‘
aa‘a oOmmon experience.of te_aching.3 Some, like this one, are negative
examples, others are'posrtive statemente of.rhe relationship of teacher;
'and child in the shared world aof .tha olaseroom. |

‘The need to develop a sense of community founded upon trust

~ . R .3 el : . .
and a communal interest in children and the improvement of life in

the classroom were continuing themes, particularly in our second and
third conversations. But as we continued to discuss the importance
of this, Duane reflected on how the day to day pressures of -her job -

as supervnsor afforded her _S0 lnttle time to sit back and thlnk about

—

e, ‘how the dnrectron of these daily tasks she’ performed as a supervvsor

w\gfa:ed to her. beliefs. ‘ : )

0\\ .

i
J
!
i
H
i

'Dh l'm very much a changed person from when | took on this
job,, almost two and one half years ago. .! need to get

back “ . . [to university]. mlsS|ng talking and
thinkingeabout education in }4ﬁzkway

»

& w (Conversatlon 3, 27-5- 82) R

The pressure to do her _Jjob and the. consequent tack: of opportunlty ‘< S T

Wi T e »
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v usually has the feeling that above all, else actidn'%é required of - -

’
-
4

her, .but she is uncomfortable with this. 'In a letter to.me reflecting

on our conversations she said it this way:

The opportunity for reflection and discussion ‘of truly
significant issues in-education have become a "Tuxury'' for
me personally. Often | become fo?ch'fntO‘a‘meéhénistic/'

" techniical role and do not take the time to engage,in'critical'A
and deep reflectioh about myself and my work.. As educators
become called upon to account for thenselves, quantity ‘is often:
substituted for quality. In.the Service area of public
‘education accountabitity usually shows itself in behaviors
that are of high profile/visibility and often technical in -
nature. S ‘ , e

~ (Letter, 8-6-82)
- Y C
The native education workshop has been one of the few

occasions that she .has been able 6 get back®in tduch with hersel f,
and in so doing be able to Oncéﬁégajn communicate With others. '

D . . . and we had. the time [at: the workshop] to reflect .. .
that was an absolute luxury to go away for five and a
half days and talk.about your feelings about education.

T . . . But you were really changed by the experience .
’ we are so impatient about getting on with the job, that
we forget what the job really is . . . what .is efficiency

really?

D I'[now] have a new understanding of patience with qéher
human beings. Hopefully, I1'1} let people talk more .
| feel like {'m always on the edge of my seat and I'm

trying to fix something.
. Diane links her own experience ‘of alienatfon with the‘

aiienation of the teacher from his work. She sees .that her own

authentic acting must attempt to restore.the power of the teacher to

act authentically;

Until we (teachers) have the freedom to create fotal learning

environments for children that are not continuously at the .

mercy of individuals and controls external to us, the respon-:.
s, Sibility for education canno ' =
It seems logical that the person Charged'withfthé'resgonéjbfrityf
should_havelsdmépséyan.;héhdediéjpﬁ§;aff§ctlng that classroom. -

t belong-to the"classréom teacher.=" ...
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...~ﬁais apparent to‘'me that a few events ‘over the past
weeks have affected my thinking with respect to these issues.
) The cultural awareness retreat as well as the discussions with
you have forced me to reconsider my beliefs and consequently
my actiondl ' ~ i T

u

\ (Letter, 8-6L82) -

#The oppovtunity'tb reflect is possibly .a beginning to the restoration

. of a link between self and work.

="
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e Linqi . . ¢

Her Background . - . 'd

Llnda had recently returned to. teachlng after havtng been’ on
¥
.extended leave for eleven years while her thnldren .were younq

She had begun teaching first in 1965, Looking.back, she felt'thatv

there was no question of her not being a teacher llke her mother

}?

before her. Linda qunckly developed a reputatlon as an vnnovatlve

and energetic junior hngh school sdcnal studles teacher ~Her persona]
talents found a ready gr0und for development in the experlmental and
expansnon|5t educatlonal mllleu of ‘the late S|xt|es. She was asked to
join the staff of a, new J%?IOF hlgh school where she helped, at the

request of the then district social studles supervusor; to spearhead

J

a totally.school-developed'currlculum. She described thls as being:

an nncredoble experlence gettlng teachers t09ether plannnng
"curriculum and working together lmplementtng it. Where you
- really understand what you have planned and you go in and’ try ,
it out with one group of students, go back and revise it. =
~ (Conversation 1, 8-4-82)

At the time the Provuncnal Hinistry was also beqinning to lay-plans

4

for a curriculum revision whlch eventually became the 1971 50caal

studles programme. Linda was |nVIted to serve on an lnltaafh\tannlng

commi ttee duscussnng the shape of this currlculum before her leave of

absence in 1969. Upon her return to full-time teachlnq in 1980 '-
\

she found it |nterest|ng to _see .how many of - the early ideas she had

. advocated llke-lnqunry, were now part of the‘currlculum.-

Linda was among thirteen teachers from the school district

selecteéd as teacher inservicers for the l§8l social studies curriculum.

1
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-At the tlme of .our conversatlon she was teachtng Junior hlgh school

-afternoon. Just prlor to our fonal conversatlon in late May, she .
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soclal studles ln the mornvngs and performlng consultant duttes |n the

learned that she would be contununng on in the comlng year as the

-1

slngle junior high soclal studaes consultant for the dlstrlct ‘

Our Relationship

b
_place at the teacher centre, wuth the last being held at the school

.ralsed as problems demanding solutions. Accordjngly,~hér résponses
were limited to a description of what she was“aétﬁéﬁly doing‘fh her

'inservicevsesslons or to ‘an |deﬁtnf|catlon of techn»ques still

I met Linda through my ?nitlal.contact with Diane, the

" district supervisor of SOClal studies‘ We had four coﬁVersatlons

4
between Aprnl 8 and. May 26 each lastnng from three quarters of an
hour to one and a half hours., The furst three conversatlons took

[%

in which Llnda ‘taught in the mornlngf3

* Pt

-~

<:L|nda was always well prepared for our meetings. Prior to
our sessions she would have read the summary transcript of our conversa-

tlon along wlth my |nterpretat|ve remarks and further questlons. She °

prepared her own wrltten remarks in response to mine, which she read

to me. These remarks would'normally take the form of clarifications )

~and additions to what she had originally said in the conversations. -

Our conversations were not so much in the fashion of a mutual =
questioning of curriculum implementation as they had been with some
of the other partlcipant%. This was particularly true in our first

three sessions. 'Here,'Linda most often interpreted the questions |

.

needina to uadeveloped in order to correct dlfflcultles 1‘5uggested.

p
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. .
These solutlons were usually gvven agalnst a backdrop -of specnflc

lnstances of resnstance whnch Llnda was meetnng in her InSerVIce

actlvntles. ) )

In the fqurth conversatlon this relatlonshlp of ”problem-poser”

Speaklng with ''solution- glver” altered slughtly as | began t0~indicate

. some ov the deeper contradlctuons I was notccung in the lntenfjons

“and Dractlces'of curruculum*lmplementatlon . IR o

| began this fourth seSSIon by recall;ng Lnnda s comment
following the third conversation that "we seemed to be gonng around-
in cnrcles.“ | used thas as an occasion to |ntroduce the ldea of -
the hermeneutlc cnrcle ThIS notion, new to Lnnda, captured her

interest and she asked a“’ number of questaons about lt.. §he"then,:
. -

introduced her own wrntten comments on the thlrdgcoﬁversation which .
hughlnghted several question-1like responses to the current lnservuce
‘programme One of, these was the concerp that teachers were benng

presented wtth the inquiry method of teachlng socoal studles in.a.

didactic manner, another was. her observatlon that a structured lnqulry )

model made |nquvry more bolltlcally acceptablé'than ‘the more open

values ornenred currlculum of 1971 These suggested a3 nascent

M F’

criticism of the implementation programme. I\ connection with these

points, we began to talk about the kinds of, things that the inservice

-~

programme and teaching,unlts were not doihg'and perhaps could hever do.

Linda expressed some concern that there was too llttle tlme for
teachers to get together to talk as colleagues about currlculum and_”
that in the comlnq year there would be even less tlme as the Mentorx”

-

xmplementatlon programme ended
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DRI Llnda was worklng wcth a colleague developlng a teachlng

Lo

unit 'to accompany one of the topics ln the currcculum at.the time of

0

our conversatiops. She referred to thi's Wrntlng on a number of{

R X . . . . N e

occasions as we spoke about the relationship between cufrriculum as .

’Jcbncept and,teaching.- In the Initial conversafions, references were -
'confined to how this unlt reflected the social inquiry model of
4'teachvng and how it was recelved in early draft form at - |nsehv1ces

'The process ‘she and her qolleague were engaged in in developing the

“unit was- becomlng more lmportant ln later references, hOWever Linda

talked about how the acttvutles of discussing, writing and rewrntang
were so helpful infmaking significant changes. ’

ﬁAlthough cordial and ofgpn anlmated our conversatlons lacked
a certain openness whlch would distinguish them from more standard
procedures of ?nterviewing-and'observatibn;r | b}

Lo

' The Meaning of Curriculum Implementation

:I'have'identified four major related themes which seem to
emerge f rom the over sixty topics we touched on during our conversa-‘
tions about the meanlng of curroru]em lmp]Pmentaf'on The promotion-
of social studies as socua] inquiry is the.ray to rrepa'e children tn
live in the wor 1d ef"thé future, livda firmlv helicvac that thig i-
a necessity. Theme< are as follows:

1. "oving what vou dn:  persahnlly identifying with the
curriculum change."
2. Inquiry as rechniaun.

3. Fxperiencing and overcoming resistanre.

h. DPialogue: going beyond expertise and enthusiasm.
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. caught up within a milieu of rapid technologi

a

Theme one: "Loving what you do:\ pwarm:uy Ldenxlé_ﬂyx;ng_ with the

change." ‘

L | was involved i the iqujal planning -of the '71 pragramme. -
" . [There was] a recognition at that point, maybe not very
clearly focused, that we could no .longer teach sogcial studies
as facts and that society would be changing more and more -
rapidly... . . Somehow we had to provide children with a -
process for dealing with facts, with people . . . A way of
. getting away from a whole emphasis on facts to an emphasis
on prdocess and people. (ConVersatioﬁ,lL-B-h-BZ) '
Linda has a Visiqn of the future as a place where the individual is
cal and s&; ial change‘.‘
It is a world within which one must cope with masses of infdrmation

in order to survive successfully. One must harness all personal

resources; all of one's knowledge, skills and values in order to deal

.

-

with press}ng social problems.
The curriculum reforms of 1971 -and 1981 had purposively

addressed the issues of values and skills. In the 1981 cqrrich]bm'f

" the social inquiry model provided a clear and-explicit'way of attéhding 

)

to skills that she felt children urgently needed for the future. L
L [There is] a recognition. in the curricqlum thap?stuﬂen ' ?
' are not going to.be able to deal with this ever-i asing
volume of knowledge that's going’ to come at theém . . . we _
have to give some way of dealing with it, or they'll be o,

*.swamped . <. . and faced wjth more and more serious issues
Tke]. the. environment vs. industrialization. (Conversation 3,

3-5-82) | .
“Linda felt a strong personal identfficatjoh ufth this curficu7"
lum change which espoused intents and strategies which so closely
cbrreSponded to her own beliefs. She was unfe§ervedin hef energy and
enthusiasm for implementing the programme. But what of thosq&who did
g

not share this conviction? In the implementation -bf such a:curriculum

I

how does she as a consultant reconcile the fact that much bf;what she

-

s
g
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does in her classes bears first and foremos; on the way she envisages

“

the future aﬁd how the ch]drennéhe teacheszshould live in it. |

raised the questiqn in this way in my interpﬁitive remarks related to
- B ' LS y

the second conversation: ' 5
I read your very strong commitments to the sotial inquiry process

in this second conversation. | was impressed too with the Kenya
unit* and your description.of jt. To me it shows a realization
-of your commitment to inquiry into.significant social questions

in the concrete form of a teaching guide. Because it is in the
form of a guide, it may be taken and used by other teachers.

"The social inquny,process places many demands on the children
. and the teacher. “Your plan and inservice work~show how you have
taken on this challenge and achieved some very impressive results,
as evidenced by the examples of children's work in the teaching
guide. In our conversation you tend to.downplay your own role
a8s a teacher in achieving these resilts. You say (én p. 6) that
the fact the teaching went well for you was not ohly a reflection
of your ownenthusiasm.’ But it séems to me that your personal
commi tment may have been the crucial factor in making this unit
so successful for you. If this is so, then we are brought
squarely back ta the consulting !'problem," If,it is the spirit
rather than the individual techniques and strategies which make
the differences, how do tenchers rome to take on the spirit of a
curticulum? (lntevpyprivp notes . Conversation 2, 21-4-82)

Linda admittad thar her <trong eanvictions were central to

the success of the teaching unit in her ovn clagges. Cut <she ‘ieted
tha* vou ha ‘e to ha‘a the courage ac a tearchap 1 indicate (e tand
Pornnort it thievagh the way you teach,

' You have to he able to say "'l love what | do' and not to
dwe'l on the negstive. As a teacher in the classroom if
you dwell \n the poritive, that's the kind of response ynu
grt haecl | Nr'ga'?\m ')\;nbivq bt opde neqgative thinking.

- - - that attitude thing if you knew what yrt lorg-range
goals are, have done your rlerning rarefully . . . it <ets oy
confidance | Suprose., The oot 0 g Thari 1t hat P oye

class, and it i= a3 ¢t+irk

\ 3 - ) . .
. Corlipd8 h:{a ]p_n( mooa /';’;;F} C()‘.)y' of thaa i t vihiind cho and heo
l~"v*'q¢'n Voo de | ‘P' 4 fr 1o ’%v':-rhnmn'
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' T Is that experience'and‘technique .« . oOr enthusnasm?
K L A1l of it, and you never get to all tbem [the students] " T
| keep trying to think of how. you apply that in-an: lnservuce, - -3
becagse that's the direction of all this. - Two or three . '
critersia come to mind. One, the person [glvung the |nserVIce] LT
- really has to know their ‘material . . . The other is an o
enthus:asm, it carries: across as.a befiief in.what - they are.
doing. (Conversatlon 3, 3-5-82) :

D . " .
Soci‘al inquiry is clear and unproblematic as a goal. Not

only is thevgoal desirable, but it is also achfevable by all chaldren
(} if they are only gnven the opportunlty to take on the challenge. The

problem becomes one’ of | masterung the approprlate technrques for

v

reaching this goal: This is true in Ierms of teachlng,

L . « . The potentlal is there with any school in the. city;
maybe not to the Same extent or the same numbers involved
and maybe it-won't be as easy .- . . That's saying that kids

are smarter over here, and | won't buy it. (Conversation 1, : S
8-4-82)y - | S o .

As it is also true for consulting;

)
.

T Have you found it quite an adJustment for yourself to move
“from the classroom to doing lnserv1ces? '

L Sure . . . I've had no tralnvng in oral communlcatlon skllls
in school . . . Where  do you go for tralnlng in terms-of )
doing an inservice .and coming aéross as enthusuaStlc and o S
knowledgeable? ( onversation 3 3-5-82) : "v Ty

- '*9’,*"' -

The next two themes. show how we addressed these questjonseof ST IR
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Theme' two: . Tnquiny ab fechrigué. . ~ el

¢ .
Iundareqards The |hqu1ry proceSs as bevng a technlque which

may be taught to Students. Technigues ronSIst of Iearnable procedures‘ T Sk
which may be skillfully emplayed to meet certain prédefined ends. It
is in the natyre of a technique that it may be mastered by anyone,

possessing a knnwledge of the pracedures and reduisitevskill and




LT Y

.
practice - in its yse. Teachlng the |nqu'ry method is in |tse1f a

technaque whlch she feels can be mastered by all teachers

“Linda rega?ds the Kenya unit as being a model of how the

/

. inquiry process may be taught to students. Wé talked about how . .

teachers should use thi® unit and what they should learn by its use.

T The questnon l have is this; how do you help teachers to do
N . this? How do you have other teachers fo&low that method?

L. 1t [the unit] simply follows the InQU|ry process very clearly.
. - . some teachers will never do. , some should never do
it: But I'm convipced that there are a number of teachers
in the middle who are more than willing to use the inquiry
process but are not quite sure how to do it.

A 1

T . . . This is the way you teach and you were able to create
a unit based on this, to show teachers how to do it.
when a teacher looks at this my view would be that he wull
pick-out a few ideas from here and use them.

L Sure . . . the whole teaching unit is meant to.be an example
of how you could do this for one topic in grade .8, that' s
all it's meant to be. Anybody might go through |t once [as
printed] but by the second or third time they'd be making
adjustments to SUIt yourse]f and class .

P

T . The scientific method is sometimes depicted llke this [the
.social inquiry. model] ‘One of: the things tbat scientists =
say about that i's, "that's Dot how o -worki, that's an _
idealization of the process.'' . s Do you. have any thoughfs
on this [as it app]nes to the |nqu1ry model]? ;

¢ @ @ -

°

- tt's an ExémpWe It represents a process not thé‘process
but a process that can be used. And | really feel strongly
about. teachvng children a process that will work for them.
"Théy can take this- process, apply ‘it or modify it . . . 1 have
no problem with that, so l'ong as the emphasis is on process.
(Conversation 2, ?l~b -82)

My question about the transferahility of LTnda's wéy of teaching

to othar teacherc was intended to explore the limits of technique.

E]

But her reply apd .subseqient..conversatiaon was'gonsgs{gntjwith a.helief
. i ’ “ 4 . Ll B v s M -F ~

in inquiry as a technigue whicdh is availahle, and may or mav not he
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used at the discretion of the practitioner
As a technlque the inquiry process becomes ethlcallyvneutral

The ethtcs of a technlqye resade in the user, not- |n the method I was

uncomfortable with this |nterpretat|on of lnqunry and began to questlon'

as to how we mtght then understand teachers reSIStance to adoptlng.
vnqulry. | brought up some objections suggestedpan an earlier conversa-
. < : ;

tion | had with Fred. Fred doubted that-all chlldren were prepared as ..

a result of . thelr home experiences to accept a ratlonal method of

- social inquiry. Linda ‘had this reactlon

L 'ltfs a”cop-out.

T It's a deep cultural thlng too. If you are the kind of person
used to making your wishes felt . in .the publlc arena,- you've
experienced . . . a personal efficacy . . . then you're going
to have .a dxfferent attitude to public affairs than if you
feel that you've been kjcked around. . . .

.L”..But thas curruculum prOV|des for that opportunlty qif- teachers
: will trust enough in themselves to do it. You see, part- af
what you're saying is that that teacher.doesn't believe that
kids -can get what they .need.anless. thé teacher gives it to-
" them... - somehow be' ‘knows what they "get at horie , “what they
'can and cannot do {_. . and L don t buy that'

T - But R the k;ds come already With: a world lnto the class--
room and the teacher has “to- know that.’

Yes, .more, so wrth this [anquury method] than any other'" ;
You're .net going to take Kids-from a-conservative-traditional
classroom ., . you can't jump from there to there. There
has to be a gradual process over a series of years . . .fyou
' are going to have to make small changes in order to get info
the full process. (Conversation 3, 3-5-82)

-

I f |nqunry'is a technique to be learned by observing and
emulatinq models of proficient use, then resistance can only be over-
rome by the person {rylng it out, |n |ncremental steps Effrcacy

the measure of its worth and efficacy may oniy be seen |n use. - s

[ S U
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One of the big things | have here is this issue of how the
child i's uppermost in the teacher’'s mind in terms of their
own class. And yet, 'in an inservice the only thing we can
provide is a te%hntque-that S one. thlng an expert can
prowde.~ "this is how you do lt e . ¢

"This is one way, and these are the results we get In the

_claserOm " These .go over much better.

But isn't that still a technlque in a way? "This is what
t d Id"? :

Sure, but it's going the 'next step. Showing whaz/zgz\students
did as a result of that. It tends to put the pefson on the
same level of the teacher as wéell . it sounds more- like

‘teacher talking to teacher. - You're talking techniques yes,

but you re talking techniques in terms of your classroom.

So you're trying to get this joining together, but the vehicle

is really through the students. (Conversation 3, 3-5-82)

]

V1ewnngv|an|ry prlmarlly ang technique allowed Linda ané her

colleagues to identify and address sbeﬁific componebt skills which

were necessary, but not sufficient conditions f6r~the implementation

of the 'full process.'" The one which was occupying her attention most

Co at the time:of our conversations was thé aspect of evaluation.

L

We.talked about it yesterday.. Bob [one of the other
consultants] said,.and | agreed totally, that if evaluation
is not dealt with, then the whole curriculum will be under-"
mined. Because lf teachers don't feel confident in evaluating
in the new curriculum . it won't -stand a chance of ever

‘being implemented and it .doesn't matter how many resource

teachers there are, it will never work. (Conversation 2,

. 21-4-82)

If the gnal and the means for reaching the goal remained

relatively clear for Linda, she found the question of how -to convey

her

belief in the social inquiry process to be somewhat more

problematic. This questinn emerged in the form of experiencing and

overcoming resistance.
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Theme Three: Expvu’.enoéng and overcoming mumncé‘.’ _
Durlng our conversataons Linda recounted a number of lnstances
s o '
where teachers d|d not share her strong beliefs about the durectlon

’ - o .
the social studies should take. These were interpreted by her to be

-

resistanCe to change,. She ‘ran across thIS first as she visited class-
rooms durlng the .one term she spent lecturlng part tlme |n secondary

social studLes at. the unlversuty.

2
. e L .
.. Lo e
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L | was told by one co- operattng ‘teacher ''that the inquiry

: process is fine for the theoreticians at the university;
it has nothing to do with the practlcalltles -of the :
classroom!" . . . which was really neat, because 1 came from

- the classroom [her junior high school’ class she’ taught in

; the mornlngs] to have them teTl me this. .

. . « One of the blggest problems of |mp]ementad|on has to
be a breaking down of this reserve within teachers [to try :

-» something new] There is always a reluctance to: take on ) . i
somethlng new when what we've been doing is comfortable, ‘ : o
where we've had success. To go to something new we're not o i
sure there will be success and maybe 'we ‘'don’t -even agree.
There are ‘many people who don't go: alohg with the lack of
emphasis .on knowledge, who are reluctant to get IﬂtO» e i
values. . . . You-don't have self- confidence in what you are

o doing [with a new curriculum]. That's the crux of the issue

“in |mplementatlon——br|ng|nq people to- that degree of self-

- sy

——r

confidence where they feel they can. really try a new. |dea
(Conversatlon 1, 8-4 82) .
Linda fee]s, however that the maJorlty of teachers are A T

willing to try the |nqu1ry approach provcded the nature of the change
is made clear and they age shown how they may go about |mplement|ng

it. In our fnrst conversatlont she indicated that‘it was theSe,- ' .
. j :
'ordinary teachers between the ”dlehard“ resnsters and the lnqu1ry

enthUSlasts "' to- whom the inservice effort was addressed
L  These are the oheg ‘the . |mp1ementatjon 4s;uirected'to not
the diehards who will never thange their: Ways. You-Just
4 forget about them Maybe that s;an unfarr statemenb, meybe

: ; e~ H - ' c P .' ". . - . T . . [z~ R
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dtts . trluky gettlng to the, teachers nn ‘the mlddle-you have
to brcng them out of: the classroom (Conversatron LES 8 4 -82)

Throughout our: conversattons Ltnda contlnued to refer to ”the'

N dlehards" as a source of lrrltatoon.- .‘ﬁ'gﬁhfq.:;rf;j?:?-7;5'?-w-~:-‘5?

‘ L talkedato a teacher here yesterday and.she is qulte prepared

o o ;,to have inservices tell .her what to tedach, but not how. to

e o 'teath ST E process of inquiry.. IShe.saysl 'just give me .
T the- materlals and a currlculum gunde [wnth more] prescribed
knowledge areas.' She 'wants it" in more detail, so she knows
exactly what she has to cover. And have so much trouble
with that J got up and walked away as a matter of fact, | . R

L fbepause knew we were both gonng tO'gef 1n€6 Tt’ i“',fﬁ I UrT reas

D R

.“‘ ’ o ee A . A A

U & & s JUSt S0 opposed to~the way that l m thlnkvng, . o _
. bécause 't don't thipk we.can mandate know}edge e we @ T
have to give students a process for working wnth knowledge. h o
And ‘| ‘think we have to do that with teachers too.
(Conversatuon L, 26-5- 82)

| asked Lunda how we should regard resnstance ' lntransagent '
resistance mlght well be lgnored but cou]d we learn somethlng from' . A .-
'these.“dlehards“ too? ' o i » .
.o s - s - ’ 5 -
T l ‘was wonderlng can the ”dlehards“ show us something? In the ¥

sense that’ what they are saying is representing a particular
view of teachnng which. they may articulate and others may -
feel . . . and at the same time it's something which causes
.us to thnnk aga:n about what we're tryxng to' implement,

L .. . and not get too carried away That s a valid point,
N you need your devil's advocate . . . and they can be very
frustrating, ' : ' :

[ P R
W W

"There isn' t any one way of do:ng it and it's not as if one:
way was correct. - And- sometimes it' s necessary to have people
remind us of that. . . . The diehard at least forces" you to
think through your position very carefully, because you are
going to have . to defend yopr position . . . maybe that's a
lltmle ;an|ry process in itself. (Conversatlon 2 21 # 82)

N

- r

f,LJnda unducated her willrngness To deﬁend'ber bel;efs aqajdst

o

,_n:°AJ“ ‘ those Who’dtsagceed thh her and |mplied that the goals and methods of
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I »:--—-— vc,., ,_-, .~ e .
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r flrst two conversatrons questlonlng of the new currlcu-

.Ium seemed t0'be attrlbuted to elther m15understandtng or oppGSItton..’{ﬂﬁV'7V'g“'

ey

"‘The possnb1l1ty of alternatnve |nterpretat|ons of .the anqunry process
benng deveioped was not acknow1edged until the thlrd conversatron '
Thls came up as we talked about how Fred obJected to the rnqunry model

S SRR £ belhg ‘tho "computer*like M ”g-ndtt, . : o : 4
B L T e S g ,...‘f "a: Soel e ;? L ~'f~,r.,. ST e T

L Hm <. sland b would say exactly the opposute lnherent :
o . o __thathprocess is the opportunlty for: the chn!d to‘/ but that- R
SR sl e s e dlfﬁerence be tween 'what ‘'see .and what ‘he.sees in'. the -

' ‘»process whlch is leglttmate.,c4 e e '

e . IS S

-Aﬁy_interpretet[on is that the whole thing of trustlng the ,!.;:4“.§hfhg.<;;
child is inherent in ‘it.  VWhich is.one of the major problemsy.' B ]
of implementation, bringing people to see, that we will - ... . . ... o
interpret it dnfferently - ' )

. R S . how do you have the‘brogfamme‘not appear to be computer-
like? : . - o

, L Youcan't in writing . . . as soon as.you put it on paper you - '

- : ~_ are limiting .the - scope. You are saying that there is ore -

' ' process,. but that wasn't the nntent

- : v
-By talkingr [Here .Linda descrlbed the exper:ence of going to
Northern with a fellow consultant to tatk to the social studies
‘teachers about how the currlculum-related to - their activnties
) ' _in the school.] - Fred, for example, said some of the things -
‘. .he was doing which flt beautifully into our |nterpretat|on of .
socna] actlon (Conversatlon 3, 3 5- 82) _ »

\ . ) . . . - B

~ . . - . . 5

_ Theme Four: ﬂ4a£6§ue:”'60inq beybndexﬁeniiée»dnd éuthubiaémt

The tensuon between dlalogue and technlque occupled our atten-.

e tlon more and more- as our converatlons progressed Llnda had)to-admitf.:f o

..'.,. ce

. ew -

;;'that her Owny convuctaon 3nd enthusxasm for soclai nqu ry had mUch to o

-

do wnth the demonstrab]e success of the unlt wuth her own’ class, At{5“a”

{;;5;;;;ﬁ;-; xhe beglnnlng of mun‘thwrd»conVersatson she § hrs;as.be:ng a,»j'J'

Q .




‘.techhical_prbblem-of‘communication- How does one conve(\enthusiasm’;_-
 to- othec teechers at anolnservsce?

I I keep tryéng to thtnk of how you apply that .in an cnSerVIce ; .
. . ..one; the person. [grvrng the, |nserv1ce] really. has to A P
L ‘know their materua\ The other: is an enthusnasm it o .
‘L,;,Njcarries across as. a belnef “in what they are doing. lf the.
- person” giving the inservice is lukewarm, then it is_hard for . .
’jthe people there taktng the inservice to be very enthusnasttc C

cicol 0l There . is a prob]em in- that teachers are not very good publlc e
=7 -+ speakérs assa” rile. " It's. npt somethung we've. had,as training..c . D
. - Often what-is mis-read as a lack of ‘enthusiasm, or lack of U
_knowledge’, may simply be a- nervousness ‘tn that> kind of
ﬂspeakJng,SJtuatlon, (Conversatuon 3, 3 5'82) : '

JOPE p v

At the end of ° thls thqu conversatlon thJs auestlon emerged

R
Q\

agatn ‘not in the form of a problem of tralnlng but as a contradlctlon

P ~ G [N . . . E \

whlch must be recognlzed ' CeT f”i}'-‘;“ Tl T

&

)

SRR T It rea!ly does‘get back ‘to one of my or|g|nal conments that'

_you can't separate intellect and feeling. " The intellect is
the knowledge and techntques, but the. feeling is “"the related
to.'Y, You have-to have both tn«order to have a successful
programme in the classroom or |nservnce 1T you-enter an
inservice. programme thinking you have this wonderfal thing .-
''to give!' the teachers the response is going to be the same _
as to the teacher who" has a1l»th|s wonderful information 'to U .

. |ve“ to. the students.” R el T Srener o T
g S

wo B R R EI LI

-y

. So with feellng, we're talkang about more than enthusrasm : R
= ‘ We're talking .about a relationship between teacher and ’ ST
’ student. That's a good dlst|nct|on (Conversatlon 3,.3- 5 82)

/

In the-fourthvconversation we took up thlS questaon of the
.relatlonshlp ‘betwees dlalogue and presentnng a ready made technlque to
teachers in the form of a unit plan. In my wrltten reflections
‘following the'transcript‘summary of the third conversation, I made,
._the.following comment to Llnoa: | . ) o ,. b ~ 1

You |ndicate a need to- clarify"’ what the teacher is donng ‘already
_in relatlon to: the. proposed" changes in the new curriculum.

But isn "t there something beyond clarification in questlon here
“too? In a sense, the new- currnculum is a1ready an answer to a '

problem posed by the develupens That is "how do we prepare

e e o i . . L o g B . - .
LR SRS .. . ;_ N ,-,, e u,:p--o.o %f \—v::y RS AR . ) X L - ] .
PR e - ) o - . o : . S



a-:s 'students to cope w:th tbe.explosaon‘of khewledge [l formatloni e c ;
-;;;Jn ‘otheT words’, Mhow do we teach students -to learn. how to learﬁ?“*ﬂ T
-1 don't _say that thns isn't:a préblem, but | see a. dlffuculty in q’ :
. presenting . teachers thh a.ready ‘made “soluti'oh’ to-a” "problem which:
they have little part in posmng. “This seems-to 1-imit . lmplementatton
. to the lJteral ”fnlllng up“ interpretation.of the word.:,(lnterpre-7'-;nfk RO
‘ tlve Renarks Conversatlon 3) . R . RN S

-

" She. responded by notlng the lmportance of- dcalogue between-

partncnpants < e
L . You have to get_pasg comrngsacross as a’ teacﬁer talknng to L '
A studedts “ So . long ‘as you're dotng that you're comlnq across® . - 77

. as. a someone who ‘Krows it all - so long as.you're in that - e T
; o knnd of position there's not’ go»ng to be dnalogue back and ) o
- forth. (Conversatlon h 26 5 82). : o

G e e e ¢,.':..'_‘~.-,1 : . 2

"Later in the same conversat:on Llnda polnted out the rrony of teachlng ‘

1

‘.tteachers about‘lanIry in a.tradltlonal way. wuth the teacher/lnseFVIcer

LYNI

belng styled as the expert

. F
. L L

Inv queStlonLng the relatlonshrp between technlcal expertcse -and
dialogue in- bringing about change in teachnng,we explored what appeared
to be another contradiction. ln this part of the conversatlon west - b U

'-~ta]ked of pre- servuce as well as |nserVI§e educatzon wathln the context

-
B . . o -
o~ A ) ERRY: AR

ﬂ‘of Llnda s recent exﬁerrence as a unnversuty lnstructor 1‘j;f ST

T . The wOrld that you brnng as. an expert.is already a solutlon

" to a problem which you -have already posed. That has always , o
moved about two steps beyond where that other. person is. | . VT e e
thunk it's a question of whether you want to call teachlng _ o

" a bundle of technlques or if it's a [way of} being . .. Vvowe

tend to approach inservice and teacher educatlon on the
assumption they are technlques.

«a
.

£ But [if you dop't do that you'll have.some [students] who are

’ thigking that you're not giving ‘them anything. . . . | tayaht

at class- from September. to December N socnal studies methods o
d .attempted tosteach it as a being . . . some found it s g

¢
el

redlbly frustrating . Myou-never did teach me how to,
do a Unit plan.'t’ We are very condntloned to th'nkxng in terms
of te’c"hniq_v“f" L e . S

- DR

.

. o o o ’,_',,' . .
T . And yet 'in teacher. ed. there may be a. llttle more Justlflcation
_for'that, because they ve never taught before




%

5 o«

- it

T e - to dnalogue, “as’ later ln the conversatlon Lunda remarked

L

,i.ahd talk ‘with tearhers within & 'school. ., =T :
"~ would begln with small groups within-a schOOf T think we' 've

¢ - . . . . - . - A
.. - . O - e -

- e . s . RN

L i ' « ¥ -~

Bﬁt someﬂhere a1ong the llnefthey have td get more than Just

“pieces. (Conversatlon I 26 -5- 82) : PO
¥ DR SRR

The meanwng of'communicatlon was’ now shlfthg f rom technlque 'm

- . --.gy.,“ L - -
Lem . D . . Q R

2 .- - -
- “'-'A'

'J’{' Sit's not enough to ‘get experts

That S maybe the least
important

Haybe the [Mentor inservice] money should have

With half as many consultants . . whHo would go out and sit

gone all in the wrong direction. (Conversatlon b, 26-5- 82)

In trylng to dectde what the ”rlght dlrectton“ maght Iook llke '

o

we began ‘to talk about how “our asplratlons get translated in action

wi&hin the formal organization of‘the school

Th:s started wnth\a

v

dlscu5510n of the |mportance of goals and aspvratlons in, human life.

- T

L

-real goal.
»gspiraxion'

PR S

» " “That has to- do with your asp'ratlons
o e ereflected in your enthusnasm

“with .your students

e

As human belngs ‘we move through life gu;ded by certain
principles and aspirations. ., : We articulate them from
time to time. I may. articulate a goal, ‘but that's not .my:
It's my goal .in sight . . . it relates to my
uhat you say, ‘what you -do,- pounts to that '

It's like enthusnasm, the fact. that you love what you do
Your\asplratlons are'

LA L ’..' -

~'What you are enthusnastlc about ks reflected in your asplra-
'tnon. v B 1

I

The trust . “The atmosphere where students feel secure -
enough to step out on a limb and try to do. something .original

. . . that takes them beyond wnthout and not have a fear of
belng shot down.

I think that s a very nmportant point. . | understand now -more:

‘of what you mean by risk taking than when you said it [in our
_earlier conversations].

To me [that risk taking] means that

" there 'is an interest in something outside of you . . . the

'questton which pulls you fowatrd and the student forward into -
. you

inquiry. So you re wnlllng to focus on. the question-
are. not afraid that somebody is assessung you, looklnq for a
mistake. Then you can take rnsks

.gone to -giving teachers a half-day off within their schoois.;f

Jlt has nothing -te 'do With the curruculum, but how" you: conﬂect—“
The empathy. and feellng in the classroom.

. where dla]ogue o

e -

)



: A v ‘ - .
A bureaucracy abhors any kind of_ open dialogue at that Tlevel. /
They want to have a.controlled 'discussion which is not v
controversial. ' You make the inquiry process iQ}o a . /
‘technique . . . - . - I / ;
. . L. . - o Lo o . '~ ) . / :
L ... and_wateﬁédewn,the-teaching units so-that hey&g&inpn:., fore it
- o \?eon\ten’t.-rpys' ..« :. s '.-' Te n R -- » -“'_‘VMW:. X :(,— ‘«-:'--‘: :"'*‘ ‘é,s:“‘ et ERR { T
A A R A - N oL
T T .And-yet‘i%h*t’it makingfé'mockery‘odtfof ourfébéiél‘stud!es;'./
where we ate tiying to address what it.means-to be a person
in the world. o ' : ' ' - : ‘
T R feeate mr e r A I STyt S
) f.;}LfﬁﬂSQ;b\niu T-Bdreédéfacjé§ are not gétting sméﬁf?r_.'. - s0 what/ . S
oL _.,thatﬁsays;aBOUﬁ‘the future;£0n:deVe1opJng-and{iﬁpléméntfng _“/"”' B
. . .new.jdeas is really qulte scarey. {Conversation L, 26-5-82) / o
. -~ L . N . . P
\. . LA e e SR SR ’- R "'L = ",";..
Lo e . e “ 5 B
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R That .- .

.”.ﬂsTVEeéhpﬁdu

'\x o

R

.

* .Your -philosophy: .

. over~-rides all the
or whatever-prpgramme.

We ‘finished up

tend to neutralize

e~s.'= AW B TR R PR -

»

g

ufﬁonversation'ﬁ, 26‘5’82)

and control»confrict'py reducihg'qspifationS'to_,

. T e e LT e E - e a e g

L 27 M1 thinke that' atsG has. to do- with your aspirations . .
That we should each.be all that we 'can be.
objectives of a social

studies, .

with $§me~crifical'reﬁlections on how bureaucracies -

- - lem 0w P
poeve e ® LA RS

Tt

- T What worries meis we don't seem to address this in the

political process

-"« this gets back to- the question

of bureaucrattzation,.we want to make it.all«ndh~1hrea;¢ning

- to people.

19




Jenni fer o , 7 |

Her Background o o
‘ 's . .
Jennifer had been a social studies consultant with the school

\i;gard for three vyears. She came to the socual studies consultancy ;
through a background in elementary school language arts. Following | |
three years of elementary school teachnng for a suburban school board,
“Jennifer had completed a master's degree in language artst She then

returned to the central office of a different school boardin order to

develop social studies resburces for the l97l curriculum. It was

through this work that she became involved in several Department of.

e -
R N e

”EdpcatuonuConnﬁtfees deveIOplng various aspedts of the currnculum and

support materials. This was followed by work with several more’d%Part-

N

' mental commlttees~on vartous aspects of the development .and selectlon of

materlals for the new currtculum and flnally, ‘as a member of two ad hoc
-commlttees, one of whlch drafted the toplcs ‘and” themes of the 1981

curriculum and the Other which oversaw the Hentor inservice project.

¥

Our ﬁelationship

1 met Jennifer through mvy oﬁiqinal contact with Diane. Ve
had four conversations of fortv-five minutes to one and a half phaure
& . . .
each between April 8 and May 21, 1982. From the beqinning, our .

F »
conversations took the form of an open dkaloque about the intentions
and practice of curriculum implementation. Our initial conversatinn
began‘with Jennifer inquiring as to mv interest in curriculum
implementation. As we continued, she offered comments.on the proqQress

. R

of our questioning, on mv research questinng and on the validit, of

my interpretatinns,

¢ ' ' : -
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«Jenpifer's active involvement in questioning contributed much

to my own understanding of the practice of research in a hermeneutic”

. ' ) . ' N (]
mode. In our second conversation, for example, her question regarding

the relationship between the themes !videntified En the summary of our

conversation and my original research questions about implementation
prompted a deeper consideration of the meaning of research questidns.
This is illustrated hy.my interpretive remarks following this conversa-
. c .
tion. c : T
Your question [on page one of the summary transcript] has caused
me to pause and think again as to the relationship between my
original guiding research questions and the direction of our :
conversation. | see conversation, as opposed to interviewing, ’
to be an appropriate mode of research which seeks to understand
the mearming of curriculum implementation. The'traditiqnal inter-
view presupposes that implementation exists as an object-which !
can be known. By my asking the right q.uestionsﬁaln'd Bygp
providing the answers, | am able to find out vour percePtion of
implementation. . . . A conversational mode of research does not :
presume that such-an objectified knowledqge of the perceptions of
curriculum implementation is sufficient. Implementation is,
after all, a human construct which has a meaning we give to it
and we act in accordance with that meaning. As consultant and,
researcher you and | are both interestéd in coming to an under-
standing of the.meaning that curriculum implementation has for
us as a practical activity. We are; in other words, making the
very idea of curriculum implementation problematic so we can
reflect upon the relati~nship between the social studies
curriculum and tearhing (Conversation #2, "interpretive
remarks ' 21-4--82)

Probing questions of this sart ahaut the research enabhled 1=

tn fnrm‘an oren and trusting relationchip,

1 Well I'm glad veu asked that question, and you persisted .
50 | asked myself again . . . and really started to think
about it, because it gets at the relationship between
intetviowing and conversation.

J I think it aets at your wn meaninrg of implementation.

1 Tell me gt you menan 1 that

vyt V-



Qo

T J \lell I'm_far more comfortable operating in thIS mode, picking.
up on things and talking about them and developing them.
| didn't ljke your [written] questions when | first read
them. |t's not that | didn't like them but . . . | thought
""0h no. these questions again! How many times have we -
talked about these questions?® This is q0|nq to be really
boring!"

But it has been really interestind and I'm really enjoying
it. That' s because we haven't looked at your questions one
by one, you've asked and ‘l've sald “dah duh .duh duh dah."
But we've developed a meaning and | think that's we., | feel
that y0ur meanlnq is developing and going on too.. '
The,openness of our conversations permitted,a willingness to
share our thoughts and feeliqgs about how we talked about

) : . I 2

curriculum implementation as well as what we were saying about it.

The saying was an object of interest too, as our conversatiops ;

took a distinctly.lingquistic turn. Jenpifer's bacquound‘in lanquage

IR

arts coupled with my hermeneutic interest caused'us_to reflect
rritically on how out speaking showed ;he way we regarded the relation-‘.
ship between planning and }eachinq. Vle spent considerahle tima, for
example, focusinag nn the we/they lanquade which develops hetween
people wheo perfarm .diffp;,ent functi-ns with?ﬁ large or'qarvizations"ike

crhant di:rrictc*eparrmenf stores an'' governmen' buroaucracien. Ve

alen < e at lenat! abivat thie o0 e g N A Y Liany vt bt neip e
e Jide inacervicesg
A}
Mr evilarations an! mutinal interecte gventual'c Jod g t -
owe lyne ar N L P T Articles wubicl hoad haen inf Vi ontial Ty e owgn
. : _ gt
thinl ing I dent Jannife: articlea by fCadamer . while ch~ lent me sgg;"
. . : "ﬁv‘-a
Taffler'c Third -Wave. UWe wantad 1y chare thege an tevi= hish apenad
new rogsihilities foy prpgen: understandlnq and Tatare actian, But
alro see thece exchaﬂ’qes as. f‘urrheﬁﬂa& U U R A & S 1 LERES
PR
tex 2l Vens enchi other te ' vl“k' voahent Wb g »
M
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: +The Heaning of Curriculum Implementation -

.- P

‘ I’identifiedfoyerAseventy topics'of converéation thch were

1‘& x‘_’» . . -

réTsed durlnq the course of our four. dlscu59|ons about the meanlng of

Ficulum |mp1ementat|on .The flrst conversation malnly dealt wuth

my research |nterest and Jennuﬁp[ [ expernences as a consultant

i

Topics included such matters as how she “tries to. help teachers use

;new ideas wnthouf an amplled crltncusm of their present practlces,

the fallure of‘demonstratnon lessons, success she has .had with team
teaching and so forth. During the se;ond conversation we:began to
speak aboet areas ef dftficulty; the difficulty of forming_co]fegial‘
bonds of trust between teacher and consultant, the organizatiohal.
problem of censultant cast in the role-of ﬂexpert“ and teacher‘in the
Eole'of‘”needy”.and the general problem oflellowing for commuﬁfgative
sociaT’relatione‘QTthin the‘bureauchatic.structure.of the'SChool

system, ’

In the third and . fourth cquersatfons we entettélhed more -
general philoqobhicel questions whtle:at the same time refieet{ng'
back on the conecrete experience of consulting thhin the conte*tfof
imrlementing the new social studies curriculum. ' It wae during the
thida rnnvprgs;:un that we éttemptéd to brinq.to lanquage how consulting
serves teaching, simultaneously we also beqan to criticaily_eSSess the
vay that the dialoque of the participants in curriculum implementation
was pre-structured by the expectatians of the sehool system. 'fhfs led
to-a qdestioning.of.how codcep{eﬁlike zero based budgeting ahd the °

languaqe of production are borrowed from business’ and uncritically

Spplicd v edyene o Vle evperienced some frustration as we

*,“ e %g'} ot “amedn R L 'e~., an p



IR

T

Xl

recognized how such lanquaqe distorted communication, but how we, as
’ . e o L Zond reinfare
@ part of such organizatianal ‘structures accepfed’and reinforced

existing practices ‘as part of our natural attitude. '“e ‘qave

1.21;

,Tnétadces;oﬁfaLteknatjves,“sﬁg esting Freine's yritings and. gifing R
- for i 1 - L' AR ¥ @ *g w o % . W . l‘n

persona] experlences, but’ we kept returning to the existing school,

board and Ministry structures and’ how these prevented the institution

>

of these alternatives.

+

J ! reai]y get elated By these discussions . . . but we keep

running into these dead-ends. The ideas are exciting and .
keep sayinqg 'why don't these .ideas go somewhere?'' |[t's

partly for the reason.vou're saying that all of us in our

roles ‘are caught in a certain structure, but .| hate to

believe that we can't break out of that (Conversation 3,
.6582) .

In analyzing these four conversations | have identified eight

overall themes related to curriculum -implementation. These themes

are ihdicated’below:

Theme One: Advocat&nq chanqe mhcfe necognizina the nisk of <mposing
«deas on teachens.

Jenn»fer_reallzes that she must work with some delicacy as a

»

consultant involved in implementing the new social studies curriculum.

She has participated in various aspects of the development of the

.

programme and i< a firm believer in its aims. She has also worked

9

closely with teachers through rhe E-0.F. project,®* so she has enjoyed

a CO]]qu3] re\atlonshln viith these teaAhérc. Curriculum implementation

means that.there must -be some imposition of an innmvation on teachers,

T

Y k)
7

» Educatlonal Opportunities Fund. This is the name given to
p>bv1nc13]ly funded local educational initiatives. This particular
project involved helping a qroup of fifteen elementary school teachers
to become resource teachers to help implement the 1978 version of the '
currlculum .



N

but this must be accompllshed wuthout the lmplled corollary that there
is fault in what the teacher is presently dolng
It's always |mp051ng someth»ng on someone else isn't lt? When you;":

look at a system this size with 4,300 teachers; .the logistics.of - L
involving them personally in_provincial level currrculum crange.;’.:'.fu ‘g

7o~ are impossible., To ‘make it @ part “of thém they ‘have to be involved.

in the change . . . you can see the resentment when someone ‘else
comes and says they- have to change and the implication is always
what they're doing isn't" any- good.. (Conversatnon 1, 8-4-82)

iy

The balance -between cmpbsutlon and respect for ‘the |ntegr!ty

of a teacher 3 practlce remalned as a- constant theme through all four
© conversations. How one advocates change wtthout resort to the pos:tlon
of authority, which the consultant already occuples, led us to
question the nature of communicative actlon more deeply.

| Ultlmately,ﬁwe had to agree! that the advocacy of a currrculum'
rhange rested on moral and ethical grounds rather than grounds of author-
ltyr The.personal responSlblllty for advocacy then became clear.

T Ve are really getting back tgd what is our essentlal belng
in the world and rlght actlon with one another.

J Even then, you're strll imposing some kind of value Judgement
- by -asking-what is right.. (Conversatlon 4, 21-5- 82)
Theme lwo: Be,éng a hefper: Linking p_edagogy and‘_conaw(;téng,

Jennifer sees teachlng as helping chlldren to'grow andthecome'
able to cope with a complex and changing world This s best accom-
plished, she feels by developlng in chéldren the skills and processes '
which will enable them to be llfe.IOng.learners and critlcally aware
citizenst She regards consultlng as. an extenslon of this role of helplngp.
helping children through helplng teachers. In this way there is a

homology between: teachung and consultlng allowung her to use the wqrd Twell:

J .o generally speaking we. as teachers vnew ourselves as .
help%rs too . . . that's why people go into teachlng e



3

] don t have any trouble seelnq myself in that helptng
sort of function. 1 guess the questlon is lf that |sn 't
what we are about ‘then what is it? & .;'-4--

g e o
v e PEITEN

T ~ One of: the thouqhts | "have: had on-that 'is’ I ' nat’ sure that

- 3bBUT. GBS “Fhes prdbTem =i & We Rave 16 a5k why do we qo about”

" things in that _way . [referrtng ‘to ‘the |mp051t|on of expert
advnce on teachlng] . .

J .« e part of that vision neeﬁs to be we'' that means all

‘of .us who are’ irivolved-, :\le as..adults.do have. a. function -

of help:nq children to qrow up so that: they re going to be

able to function and contribute.in the most effectlve way

in society. (Conversataon 3, 6- 5 -82) - '

‘Theme Three: Uonking toyethtn'with bthéﬂA.

Deve10p|nq perSOnal relatgonsh|p§ wnth teachers is |mpo;tant

to Jennlfer. She lukes working with people and IS sensotlve to thelr

1 feelinqs about her. There~are lmportant moments\when.dmalogue'br!dges

the'exdsting:gap between being a consultant and -beinqg a. teacher.

. . &

J  VWith conversation your meaning develops . . . that'slwhy -
when. | have  teachers-going.out of my inservices ~and coming
up 'to me-and- saying '‘Gee, Jennifer, | really. learned
‘something' or even ' ethyed that.'""

For Jennifer that sort of evaluatfon is more meaningful than the

survey feedback forms which are valued by the bureaucracy..
. %:i N
J Like our evaluatlon forms rating from 10.to 1 . . . |
don't use those now. | sometimes hand out forms which.
say they can use if" they d.like to comment. But that's
not nearly as meaningful to me as someone coming up to me
at a workshop. To even come up and talk to me, | know we
must be establishing a relationshin. Nothing is worse than
after you give a presentation, having everyone file silently
out.- (Conversation 3, 6-5-82) R

Theme Four: Experiencing alienation from self and othenrs.
in addition. to considerfng how actions spoke of beihq, our

conversations also reflected upon the way that Janguage showed a

- we do.n t have, that, v.i. s,mn, v vo o« 2bULH {2 LSe the~wer we re *gomq-'v‘:-

oo ®

3

L
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separateness of |ndIVIduals wtthnn the school system. Jennsfer pounted s

out how the reductson of people to role prevents our comlng to under-5*”

‘-stand others as persons engenderlng a- suspncnon and lack of trust.

L e e D G . e me LA .-. s oo - 0~ A -o - .‘a"... e % -
. . - . . .
. ® . ot P B w4 e

’Tﬁi zwc;fbffeéted i the “alienated” Tanguage bf’"they-ness'“';":"w‘g'mu fare

J .”. .50 how” can we get anythlng done: and go about our
. busuness when there is all this confrontation set up? .
Student-teacher; teacher-school adm|n|strat|on, teacher-

wis s oo central offace',centnal off|ce=mrn|stry.. w . and_ that's - -
SR ~ very much in’ people s’ language when they talk dbout their-._ - L} f~7,,
_ relatlonshlps WIth these sorts of groups.. ZConversatlon~3, _ e
6 5 82) . I .o "ﬁ” L. 0 ”. LT S I . . ) A
- T T T e

A dBelng forced lntogperformnng merely a functlon for the organlza- T

LT i)
+

“tion |s also an. artenatlng expernence for hé? "She descn&bedwhow she~~ N

-_." »,’-E;‘(f
.

ﬁfelt do:ng the |mplementat10n of the 1978 CUrrlculum whtch had regarded,g

the consultants as the lnstruments for conveylng mandated methods to -

@ mop fer Ry 7w »‘. L e A oa . ﬂ'r e m}h K1 e -
. teachers. : _— ' L L me ﬂ: kS N .
J 0. . in '78 there was.a very deflnltlve element e are

going to make teachers do this." . . . the kits and
® - teachinggpnits Wil). show. them:=howi ..". « kzreally. felt :
uncomfortable doing ‘inservice sessions where 1 was layung %,
thts on to teachers.nﬁfConverSatPOn 3 6d5 82) N

Theme Five: Uafdu.nq in a bu/teauc)uzcl/' Fwdx.ng the 6%&1&65”06 the

ol meaning intended in a cwuvicwlun cuntniled by demands. 01 SR,
ongan&zai&onal nattonaﬂtzatton.. L . .

In conS|dering‘the questton of how to retain . an oben\dialogue
between the currlculum change and the teacher!s exlst+ng practices,
~we began to dlSCUSS the ways that the bureaucratlc structure of thefuiw ".‘
school system p]aces llmItS on the dralogue.f We talked of . how the ;-5.'»
currlculum must become an obJect in order. te be handled by varlous
1nd|v1duals who perform specvfled functlons wnthln the system. |

Jennnfer sees her own role wnthln thls structure as a klnd of “mlddle-

man.'t - " f - ; S ) S
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”}:The'd*ffrtulty«wsch thbs partlcular currlculum is that in order ‘to

LU T ne o RAEETEREE 4 o @’

) procéssr“ Fhe -inquiry progessnhas'been rationalized for expllcatlon,

K bureaucracy is constralned to use.

futv;wn lnterpretlng and’constructsng»meanLng for the’ teacher - Lif:fl

betWeen the: téacher. and the central authority that brlngs the
curriculum |nto beung (Conversatlon 3, 6 -5- 82) :

-Z;She accepts that a. certatn amount bf centralnzed control over.

the currlculum is necessary and that thls requlres a mandated currlculum.

P

S IR,

.q.-.\.,

produce it as a d0cument for general dfstrlbutlon;'the mlntstry must

,have ‘to make the change explicit and.devise a.plan‘by which it may be

~,reduced to- component parts for planned |mplementat|on lnto general

»

- ) . . . ~ - - . . - e

e e ¢ . a aLo.
1

praetnte. The central 1dea of the new currlquum |s the socnal lnquerf

’s .y

but inﬁso.doihg‘it‘has undergone~a-drastic-a];eratlon and reduction

i

in 1ts ornglnal meanlng and |ntent

J~: S|nce we ve changed the currlculum [from 197l] in the sense-
that we've made it more explicit and prescruptlve and turned
bhe anulry process into . . . not ‘inquiry. (Conversatuon L,

k] =
-

Jennlfer attrlbutes thls to the poverty of the kind of language whlch

e

J « - . agaln it! s this bu5|ness language 1t s called it,
' but it's not |t. (Conversatuon h 21 S~82) S

Jennlfer's interest is in communicating the idea ofvinquiry
to other teachers. On the surface, it appears as if her work with
tnﬁ'ﬁnterim (1978) -guide, and for positions as an ad hoc curriculum

committee member and school district consultant have given her con-

,.'

..slderable opportunlty to |nfluence the development and |mplementat|on

Y [

process. But she . flnds that her w1shes become subordlnated to the

usual means for processung and’ enactlng pollcy within the structure.
i I - .o
These standard' procedures, and not the original impulse for the change,

IS

P

.....



provude the actual result of lmplementrng-thls neW'curr:culumm:f*:

o d J sttll thlnk the theory or: phiiosophucal base of 1nqu1ry |s -
‘ soud, . It's ‘ideal. . . . we'd like to be striving for it,
‘We'd 1iké to: see chlldren and: adu]ts able to operate inithis
mode. ' But it isn't qonssstent with' the wbole way.our sbclety.
R ‘ operates~and/whether that's. a part.of this busnneSs ladguage .
F T and techn'cal mechanlstlc‘; .. outIOOk we general1y’have
S ’ in our socnety e v LT

e You Rnow lt S really frustratrng .'. how the nduiry o
process on a phllosophlcal base. is. so excltlng and.yow see. e -
‘ : what's happened to it " In ‘thetname .of . Inquiry:. the opdosfte
S of real inquiry is being done. Kids are being given ‘the -
. . . ’ questions, manipulated. to feel some emotion .about that:
e e e e e question -and to explore it to come to an end that - somebody

e T - Else ‘Ras g%ready decuded‘ It's really ludlcrous.

< -

T VYes, it's sort of been bureaucratlcally packaged and sold to .

the mass audlence.'. . - you were involved in developlng
« this . . Iit reflects] your own thlnklng and the way you
would teach yourself? _ . W

s . . . v,

Jv Yes,_except ] started worklng on the revisions in the ”TOPICS
~and Themes Committee!' in 1976 .and 1 know very well | never
had any explicit thoughts about ‘the kinds of thtngs we'! re.
~.talking about here. Maybe some of the people who were .
dirécting us did, ! sure hope so. . . - Maybe | was" ref1ect|ng’
- phn!osophlcal baSe in what ‘| was donng, but that-wasn't an
explicit thing for-me. That happens often in. education , ... .
then you get happenlng what S happenlng hg;e. (Conversatloh 4, .
' 21 5 82) , R .

Theme Six: " Faith L’n.' )the pozsu;bk;l’,é,tyho',{ mearw;ngéu!i comun/éea,téon;
o Although Jennufer is often frustrated by the way that open
communtcatlon between her and other teachers is dlstorted by the
structure of  the formal organization, she retalns a falth ln ‘the
pOSSIbI]lty of belng able to commun:cate meanlngful]y an a personal

;level _ She sees thls happenlng through conversatlon between persons
. o
who share a commitment ‘to teachlng rather than through preplanhed

act|v1t|es whlch tend to obJectlfy teachtng She refers to. the natlve-

7educatnon workshop wh;ch Dlane attended as an example of thns

. s s Cow -
. o . o
v oL P I 2L

. ‘,'.._-.- D A ST
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cae s Ll vk;;.hﬁ they ‘weren't allowed - to obJectlfy nything. Everything .
B was on a’ personal and-. aﬁfectlve level e talked about-that .
',last ttme, for developlng meanlng that affectlve component [is
"necessal’Y] . 4_ . ‘ S : ‘ co

. .". Just ]ike the- lnqucry model the intention of the opener
. is to grab. the klds emotionally, to get~them involved 'in the
. study of the issue... Of course Tthere] ‘the who]e thing is
. backwards, because that affective .commitment to an issue
"should,come from the: children [flrst] . (Eonversation 4,
21-5-82) : :

Te

'I*B_ms_ssﬂ Ewwenuﬂg gnowth zh»wugh the devuopmmt oé Ahmed-- R
: meanings. - . , e -

. ,. R PR

Jennifer's~fa?th in be{ng'able-fd communicate meaningfufly
‘;wﬂj ' '“WT?H oghergegucé§915 i's sustained by her ownfexperienceé'hf'ghowth in |
understanding thrqughwéialbgde w}fh'ofﬁe?sl,’§hefednffa;t§}£he “téa?,
‘cnrrhcuium”.Which grows through the dynamicvihteracfion of teacher
ann'chifdfenbﬁifh-thehflatteneQ“repreSentatiOn Of'the currigufun ?q"

:'mlnlstry gundes "

J "[The mlnlstry] brlnqs the curriculum into being and then they R
pass it on to a completely dlfferent department, Field - a4 e
Services. .. ... My view is that it's not curriculum uqtll
it's somethtnq that's lnfluencang chlldren 's behaV|our in
the classroom. ¥ '

T So the curr+cu1um'isn‘t an object.

-

J You might call it a relatlonshlp, the chnld and the teacher .
and what happens in the classroom (Conversation 3, § 5-82)

The best inServices, too, are the ones which allow the

o

meaning of the currlcu]um to grow through the interpretation of the -
partlcnpants in open dlalogue., Jenntfer s work wnth the E.O.F.

prOJect has been Icke this for-her.
) v . “ .
J . . . we'.can't g away completely from the fact that we have
a mandatory curgiculum but in terms of how to work with it we
" can do that other *[collegial] relationship we were talking
about. . . . We got more to the. point ‘where our inservices
were ones in which we tried to interpret together. . . . 'tell
- us what your experiences are, have you tried any of ‘this, if



-

¥

.you haven t here are some. of the thlngs"'u - ;ﬁandltheyfwouid_kﬁf

2 say “hey U ve‘done-that be?ore "

. . [in th:s way] we got,that relationshlp - that - '"Q}_":

L. ‘_ldlalogue, that' donversatlon and starte tructuring some "
-meaning of .that group of ‘individual te hers to that '
currlculum._ (Conversation 3, 6- 5-82) -
‘Jennlfer\also noted that our: conversations about currlculum

lmplementatlon have been stlll another example of - developlng a shared :'.

meanlng through our. efforts to make sense‘of curr1oulum expernences

w &,

and- asplratlons. :

J 7 But we've a meaning and | think that's. we, | feel’
that your mea "is developing,and going on too .« . dt's
not like having some_answers--to “some” ‘questions" . ‘

e - »

Iheme Eiéht:' Questioning the possibility of neconctﬁtatton bezween
o commun&cat&on and conxnot N _

<4 -

Jennrfer and I came to no- resolutnon as to how one m»ght

Tmplement a provnncnally mandated curriculum while at the same time

\

preservung a freedOm of actlon based on consensual understandlng

Neverthe]ess, our conversataons enabIed us to Iocate and clarufy thls
Ty g

,contradnctlon and to questuon whether or not the contradictlon was

;lrreconC|lable and fundamental. Towards the end of our. fourth

conversation Jennlfer stated th|s questnon in concrete terms like this:

£

J o vell it depends on what you wapt. . . . everybody teaching the .
same thing . ... or whether you. give people the ideas and
"allow them to go where they go. -But we're not comfortable
‘that way right? . . . the Downey Report [the evaluation of
the 1971 curriculum] was done in '75 . . maybe they didn't
give it time. . . . Sure people weren't dolng the same thing -
and maybe that's what should have been happening. ' But the
evaluators came in looklng for uniformity- ‘which is interesting,
ELY . because the nnqutry process fosters diversity. (Conversatlon 4,
' 21-5 -82) : o

'we,alsoﬂrealized:that despite our preference.for dialogue,over'
control, that considerations of control continued. to predominate,
- el . * ) . .

4 - - . b
- . e



., because of the very nature -of -the Bureaucratic structure within which,
B currfculum.degeiOpmentvand¥im;$;mentation take piace.'-we sawvhow,

in. the example of schooi based budgetlng, even the very emanC|patory

'7|mpulses which are,meant to |ncrease freedom themselves become obJects
"of admlnistratiye,controi,. We realized that we .were also a part of‘
this.

a

ISchool based budgeting] is an extremeiy effuc:ent use of
‘power . . . you -are making the principals and the teachgrs
control themselve's. . . . that only piles more on top of the
responsibility that is already there. :
'» ..°J» Ourbureaucraticdlly-oriented society still tries to pay
lip-service to these ideas like .school~based budgeting, -
which in its ideal should be a freeing sort of mechanism.
Same with inquiry . . . they want to say they have them .
e ~ yet .everything they do almost denles the essence of these
ideas.

T And as ind|v1duals they re nice peoole and responsnbie
people . . . A

.4 Then you ask "who's the bad guy7“ But we have to take the
: reSponSlbliltY 0urseives (Conversat|0n b, 21-5 -82)

Our conversations thus ended with a- feellng that a dufferent
“form of coliectlve action is needed,-a form of co]iectlve action above.
the exigencies'of"productive efficiency. Qe come to reaiize that "
~our nork and even 0uc questioning take place within an administ(étiye
framework which endeayou}s‘to estaolish institutional meanings of
_inquiry (by means .of a common cutricuiumf?and,democratic decision
making (through a policy of school based budgeting)i By failing to
éuestion these prestructured institutionaivmeanings,.we risk losing

>

what s éssentia] to human inquiry and decision making. The opportunity
for those who are affected to Joun in the conversation and the time

to diaiogue is required if teachers and consudtants are to interpret

the ‘curriculum in a situation of ‘open communication.
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. His ‘Background | S ‘; : 'J" o :‘n

Jim JOlned the staff of Northern Junlor ngh School in

.September 1981 as one of the three full tlme socnal studles teachers

'At the same 'time as JOlnlng the. staff he became soc»al Studles

S

department head. Unllke senlor hlgh headshlps the junlor high

: posutlons do not receive salary bonus, but an extra “prep perlod“i
‘is provided, Jim took thls extra. responsnbullty serlously and seemed
'to be well respected as a conscnentlous teacher and subJect area Lo e

co- ordlnator by hls colleagues and the. school pruncnpal
It has been a struggle for Jim to break into the school system
Although he had quallfued as’a socual studles teacher in: l975 by: vnﬁtue

~of completing the profeSSIOnal certlflcatuon requlremgnts in the faculty

o

of educatlon,vfollow1ng a bachelor of arts degree in polltncal scnence

and: mhllosophy, he had not obtalned a contnnuous contract with the

school board until l979

oJ I've been teachlng six.years altogether. 'Forvthe first two

© . years | subbed in a variety of subjects. I had many interim
contracts, then taught at Fern Avenue - for two years. | cameé

here this fall frOm Fern Avenue «(t, 3- Zh 1982)-

Like many young teachers Jim had been caught in the reduced’ demand

for teachers caused by declining school enrollments Social,studies

~ P .-

teachers had been,among the first to be affected-by this reduction.

Qur Relationship

1"had" been lntroduced to both Jnm Aand Fred through .my orlglnal o S

contact wnth Mary Mary had |nd|cated to me that there was som%'

‘nn:tlal reluctante on Jlm s part to becg&e lnvolved in thls study



o&ing'fbgthe“tjme commi tment it might réquire of him. This reluctance
seeh;d to be allayed when | clarified that his commitment would be for

. o . 3 o o . : : .
four cdnversatlons’oﬁ:éhe.hour'or so each in duration scheduled at. a
time which was convenient for him at the school.

¢ .

Jim and | met foUr times betwéeq:Mqr¢h‘24xandjﬁay‘28'ét -

- d

intervals of approximately two to three weeks. By mutual consent

we had arranged that these meetings should take place at the school

immediately after lunch during one of 'his free~périods. We met in an

% 4 u,

%

- ' ‘ s - e - ‘
-empty classroom which was available at that time. Each of the

N

conversations lasted about 40 minutes-and was tape-recorded.

»

'Foqlowing the conversation | analyzed the tape recording in . order to

idéntify the tﬁemes_(topical runs) of our talk on curriculum
implementation. - Under each of fhése themés | recorded verbatim
samp1€5'of our dialogue. *Thé’resulting tHemat“c s;émaries of the
cbnvefsatioas ;erved as réhﬁndcr§_df'the topics we had addrégsed

in the tonversation, while at the same timé'recépturing_the flow of

the talk in our dialogical interplay. Following each summary, |

provided Jim and myself with my interpretation of the relationshib,

between the conversation and the overall research question, Contained
within this interpretation wereé further questions which seemed to
arise, as a result of my reflections on this relationship. I'pfee@ntad

these as well as a way to continue our conversation.

Our first conversation centred mainly around my interest in

coming to khow Jim.as a teacher engaged in,gufriculum implementation

activities. | asked him questinns ahout his views on the naw 1981
. , .
curriculum ag compared with the sncial stydies curricolom quidalines

i

134
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when he had firstvbegun teaching. 1 also unquured as to hls feelongs

'aboutvthe'adequacy of the |nserV|ce and other |nformatlon he was }

r

recelvnng on the new'programme, and how much direct:on he felt he

‘required as a teacher. Throughout Thls lnltlai conversatlon Jlm

.

'andtcated h|s apprecuatlon for the efforts of the curriculum developers'.

and lnserVIcers in speclfyung the currlculum and shownng teachers how to

go about teachlng it. He was critical of what he saw to be the lack

of d;rectlon’and indecision in the former socual studles programme

_and was partICularly critical of the fact- that his pre- service teacher
‘ educat'on had also fatled to show hlm what to teach in socnal studtes

.He expressed optlmnsm that this uncertalnty would soon be overcome by
what he saw to be a welcome trend towards a greater specuflcatnon of

.

centent and odentlflcatlon of teachlng technfques
A

In my Jnterpretlve remarks accompanyfng this tirst coh:ersa;,“

tion, and in .our second conversatuon I attempted to express some of

my own uneasrness about such a technlcal view of curriculum |mplemen-

tation whlch treated the curricular content so uﬁproblematlcally
f"

1 saw that-'Jnm was an |o§&o do what was requlred of him as a.

teacher wnthnn hls words an |nterest and concern

for the children nn.hhgfligsses His anxiety to do what the social
StUdleS currieculum expertsyexpected of hfn seemed to be obscurlng
thls interest, £ausing our conversation to focus on the lack of

o .
explicitness of tnstructioen for the teacher in the inservice rather
than on-higwmwxpedagoqical velariohshib wiith the children. In the

second and thir “tshvewsations I probed this questaon wuth Jim bot

in terms of the general phllocoph:ra] issue of the proper proport|

~

-




of external structure and situational flexibility'fﬁat'arewrgsujrgd
4 ‘ ' L k.

u TN .
in teaching, and in terms of .a concrete example of the problems he -

R
. .

foresaw in introducing @ unit on multi-culturalism in hij/pwh-

ethnically mixed gradé seven ciaés. .

zv' >

J | didn't touch it [the multl-cultura1|sm unlt] last vear,
because a lot of my kids were native and it was ‘scarey in
that sense. Our principal said” "l wouldn't touch it."

A Tot of these kids come from poor backgrounds.’

EY

T Do you see this as being’an issue at the school that should

be addressed sometime? . . . this is a very ethnically
‘di-verse area.

J Certainly . . . but it's a controversial topic and | car
see running into all sorts of phoblems.

Following the second conversation . Jim remarked that he enjoyed
L Ny ) : -
our talks and found them one of thé very few opportunities he had had
to sit back and reflect on teaching. | was still acutely aware of the
need for me to make 3 conscious effort to enter into Jim's world of

teaching in order that the ronversation continue in'a friendly manner

\
o

and that he n&t fee! forced to defend his view of teaching.

&

The tore of our third conversation was in sharp contrast to
the first two. In the earlier sessions Jim had bheen generally positive
about the helpful intentions of the provincial minictry of eduratinn

and the cchooj(bnavd‘ My he indicated that he felt discovraged by
C,

the kind of pressure he was under from al] sidec He felt ""auqiht
in the mfddle' be'wr°6 publicr rriticism of smcial studies in the
popular press and demands to attend the insegvices required to
properly tgarh the new curticulum and nse the new teaching aits.
On yet a tﬁ?rd front he was fared wirﬁ the apathy af his students

Vgt de the cantant that thare autside autharirticg mandated,

AL

LI
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l felt that had caught Jnm Qn a “doqn“ day and yet i
could see this same dvlemma he expressed so vividly durlng the .

course of thns conversation.: Vho should the conscnenttons teacher
llsten to for durectuon? Should he/she attend to the demands from
the communnty, should they %ee their- role instruMentally as agents '
for effectlng the changes that the currlculum develppers then l s
'lnterpret to be necessary, or should they pay heed to thelr peda- )

gogucal senSe of what the students heedT Jlm s expfissuon of L

frustration durnng this conversat1on had allowedﬁthese essentlal a

/,v
e

features whuch |nhere 'n the very hotion of curriculum. nmplementdtion .

to stand out in sharp relief.' ltfelt<that this conVersation‘marked L

-

the beginnihg of a nbre'open relatienshib betneen‘us;as ;q-inqqlrers_

[y

into the meaning of curricufdm implementatldn.””There followed a
much more spontaneous questlonung of how currlculum implementat:on

and teaching were related in the context of thls new socnal studtes

curriculum as epposed to.our'assuming rb]es of interVIewer and.lnter-

viewee.

I initiated our fourth conversation with a request that Jim .
. : ol . : .

. o ' s, : SN S
write a few comments at some fd;ure time on how these conversations

had affected his views of curritulum implementation and teaching1
From this opennng request we - began reflectlng upon the process of

|nqu1ry wh1ch we had embarked upon We remarked upon the klnds of

.insights which were shared in these meetings - between myself as a

researcher |nterested in the questton of currlculum lmplementatlon and

©

Jim as a practttloner engaged in implementlng this particular soc1al

-

-

{

J-“'
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~;_/§k6;ies curriculum, | thanked hnm for hss |nS|ghts of the: previOus

‘ conversétion and he. in turn, pointed to some - SpelelC exémples he .

had taken note of stnce "this talk which he felt ||1ustrated-some.of

the dcffuculties of relatlng the des;res of the- currlculum makers

v

wuth the practlcal exrgenC|es of.the classroom. He lndlcatedrthat'
his experiences durung the course of the programme of |mplementat|0n
as well as, our conversatlons had made htm “a blt more cynlcal" about

the posslblllty of |nservucé and the tea;hing units helpfng him tO‘

implement suocessfulfy the new curriculum plan.

The Meanoqggpf Currgculum lmplementatlon

| |dent|f|ed some- 60 tOpICS, or themetlc runs\rh Goffman 's
h(f975) terms, related to the meaning of_currichlum-implementation s
:during the course"of the four Eonversations These _ranged from my
|n|t|ally requestnng and. recelvang blographlcal lnformatlon about
QIm s past teachlng‘experiences through to oor d(scusslon of the
quest}on of«currlculum.lmplementatlonuas i't relates to the dilemmas
‘“teeing socfg‘?studies teachers:coneernino,the teeCthg of substantrve‘:
values. The complexity of. the questlon of currncu]um |mplementat|on
began to manlfest atSelf as we probed more deeply rnto ‘the meanlng of
heing a,teecher: The following‘four themes are the result of a second,
deeper leveJ of interpretire analysis in which | am ettemotrng to
errive at the oednihg of qurr}culuh imolementation as it.relates to

~Jim's sense of what it is essentially for him to be » teacher.

Y
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" Theme O.n'e: SeMcan fon. Atable expec,tax‘,wms 05 me, s a teachu..

)

Jum has a strong sense that it is his duty as a teacher to

' carry eut the aims of the socual studles curriculum asbdefined by the
-provuncna] currlculum authorltles He feels that it has been
junfortunate for him as a comparatlvely new teacher to have begun

ﬂlteachlng ina perlod of change in the social studles when the old

' certalntles had vanished.

| thnnk social studnes since '71 has been in a turmonl stage
of trylng to establish that consistency thr0ughout the -
province. (Conversatlon 1, h 6 82)

His teacher education at the Iocal unlver5|ty had left him unprepared

]

to teach in such a sutuatlon,

J | did a B.A. and P.D.A:D. [Professuonal Dlploma After Degree]
programme and | don't think 1 was well prepared .

T What dxd you do a B.A. in?

J Phllpsophy and political science. | was. 011 prebared for
what was out there. They really went through teaching us
different technlques for getting things across; but we didn' t
talk about what ideas we were supposed to get across. " When
| began | was just grasping for something to teach, that' s
‘why when the school board came out with. these workbooks I~
was so grateful {Conversation -1, h 6-82) | :

s . . .
Jim nmplned that it was-a mistake t0'upset the stabilityjdfj
social studies expectations by introducing the 197licurriculum"Which
allowed sefmuch.]atitude for d?fferjng interpretations. But this'.
error was now befng graduall& corrected, first byhthejschool board
providing.practfcal materials specifying content and method; and more
recently by the. carefully g}anned umplementatlon of the better deflned

1981 socnal studles currlculum that he was now required to teach

Things seemed to be coming full circle and Jim was glad of this trend.



J Tl thlnk a lot?of veterans are really sitting pretty
now because the curriculum is comlng back to- where they've -
been.: | know one teacher who has been teaching Rusgia for
15 years ‘now==she 1s right on top of it now with thig new

~ curriculum—even though she "has ‘to ‘use the’ lnqu1ry method

‘,i“now (Conversatlon T, h -6-82) :

"Jn further conversatuOns we' exp]ored the possnble dangers of

deflnlng the expectatlons too expllc1tly ‘ Jlm nnltlally felt that

‘that danger was stgll'somewhat'remote.

J Well in '78 [the interim curriculum between 1971 and 1981]

*~ when there was so .much flexibility | wanted structure, but
I think we. have a ‘long way to go before we are structured
right id there where we have no flexibility. I like a

‘system which has structure first and allows for flexlblllty
(Conversation 2, 4- 16 82) :

. What did emerge,ln subsequent conversations was, for Jim,

a discéuraging;lack of societal consensus in the expectations held out '

for. the social studies. -
. ) o . : [
J o I"m just a little discouraged with it, thlS last unit. L
f—+«was just reading an old Edmonton Report .oy referr:ng :
.to the *'Canadian Awareness Test' saying we were poor
Canadlans because we didn't know this Canadlan content.,
‘\u)ﬁdhere the Cordillera region was . . . that was just a

L Hittle dtscouraglng reading that, because I don't khow how
re]evant that is, ' :

s

¥

[

I don't” know, a lot of this stuff isn't turning the kldS on
and | teach it right out of the teaching units. 1'm just
a llttle dnsc0uraged ‘

I'm happy we have. somethlng . . . now we've got so much
further to go to rip it apart ., . . a lot of this [content]
is irrelevant to the kids. They find this partlcular part
so boring. (Conversatlon 3, 5-10-82)

.
I -

~Jim Tsvtryan to do what is expected of him as a teacher, but

exactly what is'expected isstill far from clear. He is reminded of

this by the public controversy over the social studies currlculum

as_ well as_in the reaction of his own students. The gratitude he

a
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| feels towards the<developers of the»teachgpg unlts and those currtcu]um

authorltles who are responSIble for specufynng the gundellnes more

clearly, s tempered by a growung sense- that these ‘opncs and -?_t:g*:d"

F

strategies are belng SPECIerd wuthout ‘a proper - regard for the ?

lnterests of "the JUHIOF hugh school. chlldren he is teachlng
~ = ' ‘

N enJOy [teachung about] Canada The brlght des

. pick up on - it.  But ‘thinking back ‘to some of. the Inserv'ces
I've gone to, we're trying to make them all into prime ‘
ministers, you know5_ Darn. it, 60% of ‘those kids are not gonng
to come close to that’, and they re getting turned off It's
unfortunatek (Conversatnon 3 5 10-82) - - '

Theme Two: Faith in technique;

ThrOughout our four conversatvons Jim showed a strong fanth

in the know-how of experts ‘to desngn successful strateglds for

reach:ng the nmpbrtaht goals of the currlculum. A good teachjng .
unit 'in h|s vuew, shows the teacher how to go about presentlng the

material.

_J 1 did-hear a comment at one of the inservices that bothered
' me, that .the units: were belng taught page by page by some
‘teachers.  That's a good complaint, bt a .unit shoyld have o .
that—but if you want to stick in the flex|b|11ty that's’ Ll
for you to decide. | didn't think that was a, valrd~cr|t|c15m '

«T Yes, that ‘s the person s fault, not the unit's.
J. That's why the unlt needs to be top- notch .. |t has to be
able to work on its own jn . splte of the teachers L

(Conversatlon 2, 4-16-82) | : ‘

A good inservnce in Jim! s~vuew is one whlch 1ets the presenter

3

demonstrate his expertlse wuthout 'Masteful“ dlscu55|ons

J Flfty percent of the |nserv1ces have become general .
© . discussions. This becomes very confusung, very wnshy-washy
I much prefer an inservice that works. through the material .

we have. - Even if it's step by step |'would sit there for
hours if that was there. | like these because they actually
- shéw you.how to teach that material, what's expecteéd: what
it was meant to do. ' (Conversation 1, §=6 82)



from teachnng the currlcu]um ‘to- teachlng chlldren J|m drd not seem to

Even though the focus of our conversatlons gradually shlfted

~

‘conSIder that there was a relatlonshlp between hlS rellance on experts'

and his frustratlon that many of the thlngs the chkldren were beang

expected to Iearn’were’not meaningful 'in their own lives. An'exampre

of this was.the question of dealing with racial discrimination in a

,seventh ‘grade unit on multiculturalism. This topic emerded during
the course of our-second conversation.

J This [unlt] comes directly. from a Kanata knt But personally .

;I’m scared to touch.this one, | really am. l‘m goung to . try
on the “fringe of multiculturalism, but | think I'm gorng to -
leave out dlscrlmlnatlon o maybe next . year :

T Why, don t you think the klds are ready for thls?

J 1 went to a. one hour sesslon [this year “at the teachers'

. convention]. .What the man-said at the end of the session :
was, if you don t know how to teach about prejudice in the. %
classroom, don' t. He was supposed to talk about how to

-~ teach about preJudlce After an hour he ended with, 'if
‘your' Fe. not Ju}ly competent with 'it, don't touch it. “‘.

At that' time | made a-decision in ‘my own mind that 1'11°
leave it alone. ".He said if you use the. right techniques
you can brung out the concepts of dlscrlmlnatlon and try

1o .work wrth the class to resolve those, but if you bring
«th&Se out in the open——and my classes'are'Very d|verse

'ethnncally——and don't know how to resolve them and ge. .fEVau
beyond to contepts of multuculturallsm you can do a let of
damage. .

' Quite honestly, I don't fee] confxdent to do it.
(Conversatlon 2, h 16~ 82)

| fe]t that as a teacher Jlm saw a need to . deal wuth thls

topic, because it was relevant to hlS students, so relevant in

fact, that “there exnsted a,strong potentlal‘for gonf1|ct. But this_'

h edagoglcal sensntnvnty, whlch |n|t|ally generated hIS interest in

attendlng the inservice session, gave way before the opcnlon of the

expert whose advice was couched .in the language of technical



.competeney. BecaUSe Jvm‘fe]t that he had not mastered the ”right

BT

a
vv\;'» .-

technlques” he could not address thos concern. Thls partacu+ar

, conversatlon led “me to begln to cons»der that thlS Falth ‘4. technlque

:was, ln-effect allownng the expert to. stand- between Jlm and hlS class

#

'.Thls conS|deratson led me to pursue the questlon ln the thlrd

conversatlon.

T | was very interested in our ‘discussioh [nh conversation 2]

I looked over the- [teachlng] unit. after we. had talked about

it, and | thought this unit doesn't seem very, controversial..
, not much potential for confllct "But .you seemed to be-
aware that there was a lot more - thentJa] for conf1|ct And -

| read in your comments a need that you saw [for your class]..

Yet you were bothered by the unit. - VR .:-. }su P

~J  Well, that' s'ynterestlng. jMaybe‘l'llfhave'tovget'back-to
L that unit. e s o o e

' dlscrfmlnatlon in relation to films. “Because is-a
problem. Probably the most serious problem | haVe'in any '
of the grade levels. (Conversatton 3, 5 IO 82)

| .
Jim was wullnng to reconsader hus |h|tta] deCasion to avoud the topic, .

There are some goqd inservices coming up on pr#iyoeﬂ.and- '

v but stnll would not teach it untll ‘he had been adequately prepared

through |nserv1ces.' Perhaps~h|s wulllngness.to reoonsrder was, in

part, based on the credabnlltf lent to it by my lnterest as someone R

At

from the unlversxty

Fa:th in technlque'contnnued as. a theme thr0ugh our fourth
conversat»on as Jim spoke of the relatlonshlp between the mode | of
osocnal |nqu1ry, whlch formed the central core of the 1981 currlcqum,hh
and the questlon of teachrng moral values. |

J. Many times -1 sense the ktds when they read a story _
*they can determine what is rlght and wrong, but when they
step out of the-classroom that social action doesn't. go with
- a lot of them Do you know’ ‘what | mean? ~3n theory yah, but
some how when they re actlng there are so many other things
that are hnttlng them R St T

v
»,.» . ’
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Iuh There i bexeomethlng there that you cannot cognltively
s understand and, fherefore, can't teach |t in a way of being
: able to artlculate it clearly A

'chsa igain, | may be tnterpretlng the
1 - I'm not” there’ technncally to

J Certa|n1y, bu;
inquiry proces
.. teach. them,veTﬁce«n ‘
.. determining what" the ¥y vaﬁ? are . ... maybe that' s_yhere
" the [former}.valuing SYS4§m got into a lot of trbubI
“The kid could come to a rat:bﬁbl. s%?ported argumeﬂt;and
his action may have been immoral. Mg better’
. back-track and say maybe what we're teaching' them ls _
;supposed to be the process, but not the value itsel f—
cutlzenshlp Coe U R -

. : : - : : - o
' . . . Y

T “rButﬁare we happy with that? - R

J. No. ,._wen _— . , |
T,_.To ‘me it seeA//to fly in the face of what teachtng really
s ..V a teacher is entrusted by society with a certain
.respbnsubnllty _— really ‘the parent for that tlme e e
in Iaw they use 1he term- “ln loco parentls " e

.J Yes. and I guess ln the currlculum C|t|zensh|p is a Iarge
part- ‘of that, a large part of socnal studies. There may be
some confllct there . . . if you teach the inquiry process

“to a "T," you shouldn't |mpose your ethics on that student,
he!s got to come to some conclusion. If you let that flow
freely, you could make the wrong decisnon accordung to me,
'yet accordlng to h&mself .. : :

T Byt is there any such. thlng as~ an ethlcally free sntuatlon
in which a child can do that? . . . if you say that the child
- is free to come to any kind of ethical conclusuon, then
‘you're saying the [overall] 'ethic of the classroom is that
he can come to any kind of conclusuon he jolly well pleases
to. That's already an ethlc there . . . anything goes so
long as you gave ‘good reasons for it.

J That S rnght, and | certalnly don't agree w:th that .
" that's where the valulng* of . the" [former] social studies
got into trouble. (Conversatlon b, 5-28-82)

The 1971 currnculum advocated a values clarlftcatnon approach

Sin teaching values.

'm'.the¥e to teach:them a “process for i~ |
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. Prlor to these two particular toptcal runs Jlm had descrlbed a

S|tuatlon in whlch hlS socnal studles students had gotten
F . a4 - "

‘..J'

heated argument over the prtce of meal tlckets for the grade 9

“.graduatuon celebratlons He expressed concern that the rational e

lnqulry procedures he had been . teach:ng in social" studles seemed to -

Ca questlon which mattered to them personally

‘ nlzed that the questlon of ethlcs went beyond successfully teachlng a-

7And ‘yet the lmpOSltlon of partlcular etHthg conclusnons was not

process of reasonlng ab0ut socnal nssues wsthout some . ethlcal conten§ a

be completely forgotten by ‘the students once they became lnvolved in .

RS

Our conversatlon at this’ Juncture had begun to potnt to £
the Limits of technlcal reason, and wnth lt, some of the problems

nnherent ln the meannng of ”lmplementlng a currlculum.“ We recog-'

.'.‘ N
’

sconsadered by Jlm to be educatlonally acceptable. Because of the

_heterogeneuty of the school populatlon at Northern Junlor ngh and

~ -~

'the lack of: SOCIal consensus that we noted earller tt is llkely

\

@

-that any 6ther course of actlon on Jim's part would meet with parental

opposntlon

But to be a teacher is to alreadf be engaged ln ethlcal actlon,'

This is a fact of llfe of teachlng and a normal expectatlon of schoollng.

”;Much of the publlc crltncnsm of social studies teachlng and the

' currlculum premlsed as it is on the school's fanlure to lncukcate

1

the tradltlonal social values) |mpl|C|tly recognizes this fact

Central to these attacks is the percenved ethical relatsvnsm of the

1971 curriculum. The: l98l currlculum has addressed some of this

| crltlcism, as Jim'points out, and has adOpted a more comprehens:ve
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" moral reasoning'approach to the questibn of values. It is unlikely -
. . ) .
that thns wilt: satusfy the conservatuve critics of the new e

.x. LA

R currtculum, nor, W|ll |t aolve the questlon of maktng practical
ethical decisions in everydaylllfe The new currlculum presents tbe
feacher with a‘ratlonal process by whlch social. |ssues |nvolvung
confllcvlng values may be analyzed and acted upon. This much;gay be
learned and implemented. But the disposition to act‘in such a f.
ratsonal way on, socnal issues is the ultimate concernvof the currlculum'
developers Jlm.shares thns concern’and finds. that lt-ls nreC|seby

“this disposition (value) which he has falled to teach .Thisbis.the'

" age.old problem faced by the teacher of ethics. ! Ethical principlef
cannot be léarned in advance and applied dogmatically, rather the
’student can.learn from ethical |n;truct|on only if he already has
-the seﬁsntuvnty to situations whlchﬂtall upon hlm to’ act in an

‘ethlcal manner . Such understandlngs require a ref}ect»on on self in

srtuation., The currfculun which dfm is impﬁenenting’is itself

premlsed on a belnef |n technlcal reason and, as such, cannot help

with the vital questnon of application.

Theme Three: Personal cohﬁuci between pedagogy and technique.
| Our tzlk about the dangers and benefits of ihtroducing the
fopic of racial discrimination in the unit on multiculturalism

indicéted some of the personal conflict that Jim felt between putting

, lH G. Gadamer in a dlSCuSSlon of Artistotle's Ethics, pg%nt;
- out how ethical acting is a paradigmatic case of hermeneutlcal "
" reflection/action which he contrasts with technical reason (1975,

pp. 278-289).
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a curriculum innolace'and'the-real worfd helshared with his'
studentsL The experts held out the possnbnllty of avoidlng the
dangers of the strOng Feelnngs whlch m:ght be released by brlnglng:

“up the subJect onice. he mastered the rtght technlque ThlS belcef that
e
l'the social |nqu|ry model was the ratlonal alternatlve to. conf1|ct was .

a maJor reason for Jlm S support and acceptance of the new currlculum
— "
ol :. . . but with- Inqu1ry approach—-and that's a whole new
o thlng in 1981—if you would accept the |nqutry processs then
it's hard to sidestep valuing, .because that's the end part
of inquiry . . . once you start synthesnzlgg, ‘evaluating )
and making a dec:sron then you're valuing . . . if you use
it properly .

" And those units too do that, most of those units have .
buitt in valuing steps <. . sO maybe they've given it B oo
[valuing] another name, maybe that will cool a lot.of . = - .
.people’s heels because now there's almost a scnentlflc . ‘\
approach to valuing. It's not JUSt a question of tossnng
, Your opinion out and defending, it to the death-—now there -

~'is a real logucal scientific. prbcess and it's good. | Ilkei
“it because it's scnentuflc It s very much lake the SClentlflC

method
- Mary wnlﬂ te]l you that there are dlfferent approaches to’ B

inquiry . . . but I'm a disciple of this wheel . . . ‘and -

being a young tgpcher yet, well |t s the law you know.

(Conversatlon 2, h-16-82)" : .

Jim appreciated the specification of the process of social
inquiry in the curriculum because it rgmoved the prevuous uncertalnty
among teachers over the question of teachlng values Because, the
process itself ns'%cnentlflc";t stands above the substanttve questlons
which it is employed to solve The method |s a tOuchstone of
certalnty in a soclal studles course whlch portrays the world in

terms of contentious issues.

The teachlng units which accompanled the new currlculum showed

¥some detail through lesson plans and teachlng strategles how to



move.througgtiﬁé“staggs of ;he inquiry process yith the sfﬁ?énts.

' These represent theﬁekpectat%qns‘pf.the’burricu]ﬁmlfor Jim and.theyév‘!
are preﬁentea_té'him.in the form.of a usable ;echn?qué. Althouéh he
has é'strbng belief that tgchnical_so]ufionswgre évailable_tb solve

iqsfructionalvproblems,-he is sometimes frustratédlby the .way that

“

these prearranged plans interfere with the pédagogica) relationship
he has with his students. | interpreted this as a feeling of being
caught between external splutions and his personal sense of pedagogy—

of leading children. .
T De you find you are caught in the middle in some ways?
That there is an [external) demand being made .of the
" . curriculum and you're in there with the. students and you
_know what they're like too . . . that curricuium affects -
your-relationship with the students? : .

J  Absolutely. You come in with that technique, lesson 19
or whatever, and if they find it boring that's a direct
reflection on you as a teacher up there. As [the ) \
.. inservicer] said, if it's boring toss it out, but that's
. not so ‘easy to‘q:ib;(Conversation 3, 5-10-82)
By  following the teaching guide Jim feels he is_ losing the interest
of the students. ‘The guqupﬁefps‘him to have his ‘class work through_f:

the inquiry process, but it doeéhso_at the expense of his pedagogical

relationship with@%?edéﬁildren. To inquire, questions must be of

interest to the fiquirers. Many questions Jim and hic class are dealing

v , 4
with are those deemed to be important by’ some one else.

Jim imdiat;e]y introduced. the toric Of ﬂOtiVatiQn At thiﬂ

point in the conversation, anticipating that thig would be my response

e

to the lack ijstudent interest. He spoke about the difficulty of

w

motivating students who were used to television and, as a possible

consequence, were also poor readers and writer= He felt himcelf to

148



- be Very'mdch caught in the middle between the'crifics w56 weTe

o

#

,dehquing that the schools show better results and studehts who had

o

- -

.

become apathétic. : o . c
J .- You hear it from the kids say,?ﬂhefuyou'yeffailed us ’
° because you're not motivating us'' and you hear from the other

He. didn"t feel that the motivation problem would be one which was top

be easily solved by the application Of~better'strategies.‘

J

side, saying that .- .

N

You're not'teakhing it., % (
And that's not true. We're trying to teach.it. (COnversatiqn -
3, 5-10-82)" ' : “ - :

a G

1
-,

And to think of some of thé things we give these kids now. . —

The games, the strategies you use to get the things across. !
And they still find a lot of this boring and that's
distghraging.‘ o - s

You are doing more to interest them, and they're more bored
than:you were [referring to an earlier description by Jim

of his own textbook-centred social studies education in high
school]. A - T

ééfiﬁ?tely . . . now when they see a'filmsfrip;tﬁey‘séy,
'""Oh ‘na Mr. Ballard, aren't we going to have a film?"
(Conversation 3, 5-10-82) .

»
<

Jim implies that motivation lies within the student and that =~ . o

we must look déeper into the way they are relating to the world in - °

order to come to a hetter unde” standing of the reasons for théir.iagk

nf ithﬁést.

- ¢

Despite the tensions between technique and pedagogic relation-.

ships which Jim experiences in his attempts to implement the new

curriculbm, he remains essentially hopeful and optimistic about the

children he teaches and about the future generally. Thic optimism also

allows him to view social conflict and criticism slightly more

positively as our discussions progressed ‘and to see within conflict
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the edqcative,rolé he ﬁn?9§ as a ‘teacher of social studies. Jim

el

describes this positive linkage between criticism and social studies

A -

" education.as follows.

T

| wdnder why We'ré_living in this situation where teachers

aren't supported any more. You are charged [as a teacher]
with teaching the young person-in the society. So‘it's a
position of trust . . . what's caused the erosion of that
trust? . ... is there something about our society where
we are mistrusting our directions . . . and looking for
scapegoats? : o 3

Maybe a’lot of that stéBinty in our society is eroded and .
because of that trust position we became the first ones to
catch the flak. ' :

On the other hand, the media has been excelleny and our
society is. becoming very aware and | would like to think
that the social studies has had something to do with ‘that
saciety is becoming a 16t more aware of problems we are.
faced with. 1 would think that ten years ago . . . if you
gave the ''Canadian Awareness Test'' you would find people
knew a lot less. (Conversation 3, 5-10-82) '

N . F=%
Jim finds the thought of social studies being in the vanguard

of a new critically thinking sotiety to be a somewhat daunting prospect

as well,

J

N

I don't know, that's a big burden isn't it7 As we talk | .
certainly see that>the implementation of a curriculum has
many factors . . . | don't thipk |'ve lorked at it quite
that closely before. '

. what social igsues do you deal with [in social studies]?
and of course there ‘are those who would like it to be just

history and geography and | don't agree with that . . . |
think we should become a thinking society and | don't know .
if you get that out of a history-geography course. | think

a lot of burden has been placed on social studies. We have .

. to make the thinking society, where the other subjects are a

little more cut and dried. You have théiscien;ific method
logic in math, but we have to deal with all those social
problems. !t'cs quite a big burden. (Corversation 4, 5-28-82)

Jim seems to be suggesr:qg'hekq that inquiry in social studies lacks

some of

the certainties of the natural and logical-analytical

sciences. Ry our f~urth converaatinn we had rove-d therouah <ome of

L 3
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the limntataons of vaewnng currnculum |mplementat|on as a mastery of.

‘technlque as we]l as questaonlng the relatlonshlp between the ;»,i

sntuatedness of the classroom and the prescrlptjons of . the turrlculum

- . .:‘r

vln an effort to reconcule h»mself to contlnued uncertatnty and

cOnflxct, er now reflects that this is, after aWT |nherent in the

very nature of the social.studles. Nonetheless he feels the personal

T A

burden of thIS task as he looks down the hard road that Iles before h;m{' .

N

Theme F_-oar‘"; The Aewnq 05 usoaﬁa,ttan Mom o/the)L teachm

Whnle our flrst and second conversatlons tended to focus .

outwards on the nature of the expectatlons held by Jlm as a-teacher of

’

soc1al studles ‘the thord and fourth conyersatlons turned |nward
reflectlng on the meanlng of teachnng social’ studles in the context of
curriculum change wnthln the current. polrtlcal and socuaT cllmate.l'
The theme of lsolatlon from other teachers was present ln.all four of
these conversatzons At first Jim lndlcated an lrr1tat|on wnth |

inservice sessnons whnch degenerated lnto a general dlscu5510n amongst_‘~

the partucnpants. Such conduct, he-feltf detratted from the message

of the lnseercerattemptlng to demonstrate the use’ of the teachlng -
&
unit._ Underlylng this lrr:tatlon was Jsm s feellng that he had" a -
’personal responsuballty to make thls curruculum work as |ntended
J 1've ‘been to too many [lnserv1ces] that are general - ‘
~discussions and that's fine sometimes. - But this is. ‘almost
a panic stage. We have to know what to ‘teach next year SO .
| ‘much prefer’ SOmethlng spec1f|c (Conversatlon 1, b-6-82)

WﬁJlm accepted that it was. appropr»ate for the inservice to focus on.
the activity of the indiyidual teacher in the classroom, and. having

accepted this, turned away from the opportunity to socially interpret




. and_define-the curriculum with hlsxcolleagoes. o .

By the end~of‘oor second conversation Jim lndlcated that “he
. ‘

was beglnnlngvto appreCIate our sess;ons as one of the few. oppor- _
~tun|t|es that were avallable to him to reflect on, his teachlno |
.lnltnally, he - had been somewhat retlcent to becone lnvolved in hy

research for fear of the time it would requrre'of him. Our third

_jconversatnon allowed me to begnn to relate the questnon of txme to
’ . ‘ .
Jim's sense of alienation from other teachers.

‘T | was interested in your comment about how these conversations
gave you a -chance to > sit back and look at your teachlng,
where ordinarily you don t get a chance to.

N

© U No. That s certannly'trqei
T . .. One of the things | see in currtCUlum umplementatuon
' is an opportunlty to do the same thing.’
J 1 think right now [the Mlnlstry of Educat»on] is doung that
© with the lnserv1cehprogramme lt 5 an'assessment workshop.

. but | don't think l'm gonng'to get an opportunnt
\\//’;Tt\mﬁzbn it. Usually you could go after school butég

they're one [p.m.] until about five-thirty.

T Dld{ybu run out of Lprofesslonal development] days?
J Yes, we've rfeally overspent‘our "'sub'' money. It's a bosy
_time now that's for sure.

T | was talking to a couple of people at the Teacher Centre

they were really discouraged; apparently they had all
of this [student assessment] material- laid out and only one
teacher came. They had five consultants [there] tco,
wnll|ng to help. | thought there's something wrong here,
you've .got willing people there who think they know what
teachers need and want, and people like yourself who are
interested in going.

J That's a good point. |'m surprised. (Conversation 3, 5-10-82)
Jim, and the consultant | had been speaking with as well;

were 'discouraged by the fact that they saw’ so many more aspects of the



vnew'cdrrrcu}um requirfng attention}fhrouéh“fnservjee, but:tfne‘had rhd
.out. The number of inservices organ»zed through the MENTOR sernes

' developed by the Mlnlstry of Educat»on and the - school dlStrlCt had

been keeping_ both consultants and teachers llke Jlm very busy. J%ﬁ‘ri7
had been to seven out of a possible flfteen inservices on varlods;
aspects of the ‘new curraculum which had been offered to date at the :
TeacherECentre. | . R
In past years Jim had had regulartbontaét withja4zoneisoc%a].l

el R

studies co-ordinator who would meet with him at;his own 'school i’

" He
preferred this arrangement to the cUrrent'schedufed'series_at~the'

Teacher Centre.

J .. wnth the inservice: down there everythlng is thrown
into a nutshell . -you've .got to get all of your answers
at that two hour session.  If you have a co-ordlnator, you

can ask one question today, if. something comes up a week
later you can give him a call . .. Somehow this present :
system seems far removed. The -inservice is excellent. but,
“well 1 guess it's my fault really, because the consultant is
available I'm sure. (Conversation:3, 5-10-82)
Meetings between teachers and consultants now take place at
scheduled inserviees having,fiked agendas. The interpretation of the -
. I . . : - o
curriculum in these sessions is alreadyépre-structured according to
the togic of the teaching unit and the intended outcomes of the
curriculum. Previously, .at the school session Jim could interpret
the curriculum in terms of his own questions in face to face meetings
‘with the co-ordinator. Together they could communicatively come to a
meaning of the curriculum in the light of Jim's questions raised in :
the environment which originally provided the context for the question.

During our fourth conversation Jim and | began to reflect on .

how a dialogue'might be restored at the school level in order to

’



- counter this tendency towards isolation. . These refléttionS'déVquﬁéd

out beOurvtalk about théjineVitability of_cohflfc£<in the issu¢§ﬁ

N . . ’ . . 3 v.‘ ’ ) / . . v.
oriented social studies curriculum. Jim had commented that social

-iﬁquiry was a heavy pgrsdnai.Burdeniie_cérry.‘:l'éSked:.a

T- What are théy“doing in those other shbjecté;_how does a
child come to see the wor ld mathematically? .. o
scientifically?  And how much chance do you have to talk

to [these other teachers]?

J  Again, thi's comes out -of the conversation. | don't think
['‘ve really discussed it with them, except for the science 

-teacher and the. coiiparison between the scientific method
and the inquiry process. . . . but that's a good point,

o ... how do they see'the‘world'through those different aspects,

“» 1 don't know.

)

T Méybé the big questions of social studies are also the big

‘questions ‘of education. Underlying all curriculum is really .

a. vision of what's a good life and what's a good person.
' 9 = ong " '
.J - That does seem trﬁé,doeéh’t’it.
EY .

T| . . ..l .don't know haw you feel abou% it, but people are
often .impatient with those questions . . . It doesn't have
‘the nice elegance of a-mathematical equation, or the
predictability of something in science . . . tends to be

- indeterminate, people can't have the last word.
_ . pngvethe | ;

©J  That's a good obéefvafion oﬁ,dp§f§60cat?on system . .
all curriculum is an overtoné of ‘what should be a.good
life, whether in math or in social. {Conversation 4,

5-28-82)

.~
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.‘Hls BackgrOund | - ’j" ';'.,

Fred had been teachlng for snxteen years wnth fifteen of thosa

e g0

, years belng at, Northern Junlor ngh He was happy belng at Northern,
-he felt that he had ‘grown to" lnke the chlldren and to understand what

‘the parents wanted of the school He recalled hlS furst year teachlng

»’

as belng a very dlfflcult experlence in which he was responszble for
planntng and teachlng a varlety of subJects to some of the poorest

classes. .
F oo dndn‘t luke my flrst year teaching. l suffered ”reallty
: shock“'ln that | wasn't prepared to teach after my. unaversnty
education courses .. . | found out latet that | .got' the
leftover courses. because | was the last man on staff;/
(Conversation 1, 3- 2h~82)

. He- came close to leavnng teachlng at the end of hIS flrst
year, but came to Northern at the suggestlon of a’ school board super-
visor. There his course load was reduced to his specnaltles, socnal

‘studies and language arts.

F I'stayed at this schoolrbecause | haven't pictured any
as being any better. (COnversatvon 1, 2# -3- 82)

The social studues currlculum whlch Fred had begun h|s teachlngf

PERY

under was lnterpreted by him to be explncnt and knowledge centred He 3
was able to write metlculOus and hlghly detalled plans based on thls

currsculum W|th the comlng of the 1971 currlculum, Fred never again

s

felt the same security that he was “followung the letter of the

N

currlculum“ (Conversatlon 1). Nevertheless, he has come to appreclate
*

the importance of attending’ to more. than knowledge obJectlves and. would

not like to return to the former currlculum desplte some.nostalglc
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o feelings for old certainties.

our Relationship |
| 1 was.first introddced to*Fred_by Mary ?n mid Mareh,lIBBZN
At\this7meeting, whiehfalso incleded Jim, I-expiained my researeh
uinterest and how 1 envnsaged thelr parttcnpatlon ‘Fred indicatéd hfs,
lnterest and happlness to participate. ' We agreed te,meet during the
lunch hour at Northern at intervals pf two.to;three”neeks ever the
. next few months. We.had,fahr-conversatfonsfof between three;quarters
tof an hour and one. hour in duration between March Zb and May 14,
T ; Fred was anxlous to express hls vnews on curruculum |nplementa- .
tion,ljnsery;ce and teachlng to me . Partlcularly in the'beginning,l

our conversations”were a :u;ted by thlS dominant interest-Of Fred's.

He would |nd|cate the ways in which he felt that the currlculum or
.the lnserVIces were »nadequate to>h|s task of nmplementlng it in the
Uclassroom;“ He responded to my questions wuth presqivptlons as to how
the Mlnustry or the school board might improve the currlculum documents
or the lnformatlon_conveyed through the inservices,

The underlying mot?&ation behind the introduction'of the new
‘currqulum was a subtoplc of our flrst conversation and it continued
as a theme throughout our fodr sessions. Fred saw links between the
'rnltlatlon of a school lnSpectlon programme; the'announcements“of
external comprehensuve exams and the - me]ementatlon of the social
fstudae5~curr}cu1um.. These were noted as man|festat|ons of an increasing
_interest-in contrql over education and a surveillante'of teaching.

i : ‘

Much of Fred's concern over the explicitness of the curriculum was
h of F P A

evinced by this interpretation of the'central}zing interests of the




authorit?es
The relattonshlp between Fred’s interest’ ln teachlng and concern

v,

-h;ﬂfor chnldren and these centralnzing :nterescs was a theme whnch began {;?

in our second conversatson. ThlS tensnon came to doanate much of

f.i_our talk in the flnal two sess:ons. bt was - in thlS context that Fred J,.j R
'Abegan to express some of hls .doubts about the soclal |nqu1ry mode1 ‘as |

it related to the chlldren at Northern.' we tal d about the ”hyper-

_ratuonal assumptlons“ (my word;) of the model nd how thls was so : '_-;' i e

4 forelgn to the culture of: the worklng class fam1l|es served by thls
schoe] Fred also noted how it fabled to take account of the essentnal
non- ratnonallty of Junlor hlgh schooL chnldren. g '.. ' o ,%'*I

T The way I understand it .. [those responsuble for‘
. implementing the social studles] feel that.as good citlzens
we have to be: able to syntheS|ze a lot of information and
make decuslons about . '

F I agree" that that should happen, but w@th a grade 7, 8 or: 9

child the emqtions. interfere to a tremendous degree . . .

The curriculum guide looks too- reasonable. At this age the

emotions are changing,. they aré: ‘growing up. How much

reasonifiig are you gonng\to do. at this school? | do believe

~that there are schools where.this method might be able 'to be : s
applied. (Conversatlon 2 16 h 82) ‘

ln these two final conversatnons Fred talked about the poten-
tial whcch\these tendencaes to control hold for changlng the nature

'ﬂ
of"his job and the way he feels about" teachlng. How much freedom he,

would have under the new currlculum was still unclear to hlm There

were sugns, such as - a-district’ wude assessment test which. hlS studenta
wrote just prior to one of our conversatlpns, whlch_polnted.tO' Y, : | 4
increaeed levels of‘interference. Diddthfs mean .that his job‘WOuld_'

eventually be reduced to carrying. out the orders of others? He llked

teaching, but he wondered how long he: wou]d contlnue to ‘enjoy it if hlS

iRl
¢ i



’

JOb became one.of avtechnlc1an efrectlng another s olans He also
questloned the proprlety of a socnety expectung hlm as an |ndlvndual
to rectlfy socretal concerns for order and drscnplune when these
, »
f‘ were no longer relnforced in the home and in the communlty.
By the flnal conversatlon,,some of the mOre fundamenta]

quéstions uere begnnnlng to’ emerge._ For Fred the questlon of act:ng
'.;n*é pﬁhan way with his students, as_agalnst the need‘to maintain.

control and direction over~them chtlnued to'be a'matter of daily

‘ practical concern. This’ questlon was essentlal to what’ he regarded to”"'

be the goal of his pedagoguc aCIIVItY, that is, helplng students'to
.mature.. Relatedvto’thls was»the llnk between‘the pedagogic concern
for.indivldual children andwthe kindﬁof sqcietal expectations for7:
thfaren‘as they repregehf soeiety‘s hooes for the'future. Uho.should
‘.he‘pay attentlon to, -the chlld in his class or the soctetal eXpecta—
tlons as expressed in currnculum obJectlves ‘and comprehensnve examnha-

_ tions? As he put it succ1nctly, ghould he as %eacher be- attentive to

test valldlty.or fairness to students?

L

The Meaning of Curriculum Implementation

During the COurse of our meetings we touched oh*nearlyhslxty )

toplcs of conversatlon related ‘to- the meaning of currlculum lmplemen— -

tatuon for Fred's work as a teacher. ‘l have Identlfled five themes
which ‘seem to have emerged from the conversations. These.themes
include the.tollowing: . |
1. . Reconstructed rationality and teacbing.

2, Security and choicer thelexﬁectatlons of the authorities

and the freedom to teach.

158
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3. ~The_meanlng'of‘pedagogical_concern}

vh Pedagogical decnsnons and communlty expectat:ons.

5. Humannzvng teachlng and malntalnlng control

A

Theme One: Reconbtﬂucild dat&onaﬂ&ty and teachtng

' F The qurrlculum guide - looks too reasonable. At thls i
age the emotions are changing, ‘they are growung up.
(Conversatlon 1, 24-3-82) :

Fred felt that the curr|Culum, centred as lt was on A model

of social. nnqu:ry, dld not represent the way that the chlldlln in hls

care thought. The currlculum modelg_ln hIS view, seemsftp-represent4

an adult's thinking.about thlnklng‘about contemporaryfsocial'issues;‘””'”

_;The remoteness of. this rezonstpucted logic from the eVeryday,mOdes of

. ( L

thought of the children ‘and their parents at Northern has two |mportant

consequences. "0One consequence is the amgreSSlon that there ms;é'v

!

Standalezed way of addressnng socual=quest|ons to which everyone must-.’

conform.
R -F ' . What | disagree w&th is that everything has to be thatmn_ - "7
. *  standardized according to the [inquiry] wheel—you" " &=
synthesize, analyze, gather your data—it makes it sound

as if every human being is a computer. Myxstudents ‘'do not .
have that-yalue system. ST

T The students are.not lnvolved in the questlons of the o
curriculum makers?

F . Nou. These‘Ndeents are not involved and you can't force
them to. They see.that science and math may work. in - ‘
that logical way, but. social has never been like: thlS '

1 think. that this new curriculum with its value system
is very premature—-lf | togk it seriously and taught |t
as outllned (Conversathn 1, 24 3-82) .

‘The ‘second related consequence is the fact that thlS standardlzed

a

form of thlnklng does not relate to the -kinds of |nterests and

A~

competencles whnch many of the chlldren-have. They lack the reading, .
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writfng and research skills. to do whé;;ngreihired by the inquiry
model, and the inqﬁiry questions do not make it Iikely thatlthg B
. process will be learned in,act}on. .
T ' The questions are adult questions énd; as such, have no ¥

. meaning to the students?

F Well, I"was told not to worry about the adult questions but p
to adjust them. But questions like 'should we have a . g
democracy .or not?" mean Iittlg; or quite often they only
discuss'so long and run out of .things to. say. ‘That's my
feedback—so then I concentrate on’ facts and knowledge and

' then | pose some questions sayin - ''you have all these facts,
9 '

NOW:you cah answer the questions."

i find that many students cannot read and will not do
assignments—so you can't follow the inquiry curriculum,
At least 30 percent of the students are like this and you
can't just fail them because they don't do assignments and
read. ' T v :

’ * % %

*
£

F L., [1]t puts all the kids in the same category, everyone
has the same ability as outlined. . .« |I'see them in the
morning and know that they are not -interested in that

R question on Africa-or China. It could be that there are-
‘those teachers who can make the quEtions interesting.
| try this, I don't ignore it. “For example, | have an

. assignment comparing life in China with Canada.

T It seems to me that one of .your main criticisms is that

the questions lack meaning for the students. . . .
. . . : Y -

Foo. .. [Tlhey may try to ansF, but without an understanding
that religion is behind it, because there is no base in the
home. And the samq\with politics at times, they don't talk

- politics at home.  [Fred went on héfe to explain how he
taught about China. (Conversation 1, 24-3-82)
 Fred indicates through.hfgftalk that he regards the inquiry
procégs’as someone else's method to be addressed to somébne_else's
?»question, Although he criticizes the relevance of the model for his
§tuden;s he does ﬁot condémn_the reconétructed,rationality of the

model itself. As an ideal it's a good thing, 'l agree everyone should

think that way'' " (Conversation 2, 16-4-82). |t should work at the
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unlversfty or some other schools where the predlsposctlon already exists 41f

-for thlnklng in such: a pattern, '"‘* s L L,

‘Fred also-sees some value in the teach;ng unn:;\;hE\TnSeryice

sessions,’ based as/they are on the ratlonaluzed tuhunry model The

vteachlng unlts provnde a clear plan which he may - follow and upon whlch

“he is free to make some modlfncatlons.

Fooo .. There is nothing wrong with puttlng a pre-printed
lesson plan in front of the teacher. | will use it. But
! feel equally fres to vary it. . . . | ¢an leave some
Parts out without" feellng that I'm not following the
urricultum. They have some ‘excellent idéas in them.

(Conversation 2, 16- 4~ 8’) : IR

Simi ariy, inservice'programmes'serve'to |ntroduce the unit to teachersa”'
. bl
in order to educate and inspire them, but they cannot repreSent an

!deal teaching plan for them to follow.,
Fred feels ‘that the reconstructed logic of the plan should be

read as ldeas which he can fit into the way he understands teaching

in his déily practice.
T What makes you want to try it [the unit of work]? I's there
somethlng that you are thinking about in your own class that ’

that will appeal to? Are you thlnkJng about somethlng ‘that R
your chlldren need? L

F If questions and methods seem to fit the pattern—and. |'m
talking about my . relationship with the students. and the
‘students’ understanding of the subject area, then | will try
different methods and not Jjust stick to the-one that |

y prevuously thought was superb. I!m in favour of changes

" and inservice sessions, | Ilsten to possabllltles-.

A

T So you see it as being another way" of relatlng to your class.

F 0f course. 1| cannot go to an |nservace and copy exactly what ¢
) hear if | think it isn 't proper.-
T ey , . ;

Inservices present him with new pOSsibilities, but they are

-~

always subordinated to a more essential meaning of teaching. But .this

Y

1



v ratlonallzed lnqulry “mode also descrnbes“rhe éxpectatlons of those
1|n authority, so It is problematic for Fped as xo how much freedom he

actually does have to |nterpret this plan.

Theme Two: 'Sedu)thy and choice: the expect 'onA 0§ thé authorities

difficulty in

T A

[

‘choice of methods is not untonsffained. The currieulum with its

-

- /

’

and zhe greedom to téach. ;

How much do you want the rlght [spé led out]? That's the
question puzzltng me. On one hand e don't want the
curriculum to say too much. We qén t want the curriculum
to |nterfere with the teacher's feaching, because the
teacher . his ‘students. - But/. on the other hand we want

.the chruculum“to'?%ywaat the feacher should or shouldrn't
teach. [ see that‘q} a’ Breblemw

\‘\

You should clearly state éhe\topucs whlch must be covered .
some of the methods . . . the §kills.' We have included the

choice of teaching Gnits. ... . right now everything is
«printed as if we must use it, but doesn't state what wguld
happen {f we don't use it. . h 4 N

.. . 1 don't believe in complete freedom of choice, we had

that. . . . | want security and choice . . . the teachlng

units 1° have here [the Law]. are an example that it is pos§ible.

(Conversation 2, 16-4-R2)

LOOkiﬂg at some of the teaching units alone, Fred had Tirtle

”

he may ‘choose to do. But this curriculum implementation is taking

place within the atmosphere of centralization and crotrol which is

infusing the educational environment. Consequently, the freedoam to

interpret is amhiquous. He r~inted tn several specific examplor of

this control relafing tn the imp]omew':;gkn cf thie rrrog amme . One

was the-syctem of sechmpl inspactions e~tabhliched hy the Mini i, ehat
falt,
T But in order to obey the snirit [0 rthe eyrrirnlun] - har -

required mogt bte clear T

162

inferpreting them in terms of what he shou'd d4n apd what
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v
F - Xes.. Now mare ‘than ever, because when the prov”%cual govern-.
'ment comes and. checks’, they really don't care how | feel.
They are here to see if I'm really implementing the
curricylum~—no ”buts“ or, ''the children really don't care for
this." . . . it is quite possnble ‘that no mafter how' | feel”
about this " {'11 *have to make more’ changes- see this coming.

-T Is this the reason for the concerh wit "the lmp]ementatlon
now? The fact that there will, be an. |nspect|on?
.Q ,,.‘
F No. 1've heard one teacher ?n another'échool mention it. .
But I'm not overly concerned. I'm concgrned that they may

+want the letter of the curriculum followed; then | have no .
freedom to say what the students need. The committee that -~
checks wouldn't know, they are concerned with implementation.
They have something on paper and want to see it happening

in the classroom. That's hard to come by. (Conversation 1, ,
24 1-82) ’ : !

Another evarple occurred on the day of our second converSation when
Fred's students had just written a school district wide test intended.

pr'marlly tb assess writing skllls but havnng a social studies topic.

F . . ..you talk about ''buffer zone'' [in my written interpretive
'comments on Conversation #1]. You can see-the way | felt
today [hav»ng to administer a school district assigned essay].
I wasn't any buffer zone . . . | was just re]aynng an order
like in the army—here's your package, here's what you do—-
and 1 did it! It's my job! But | don't like to feel about

my job that way. | don't like anyone purtnng 3 booklet in

my hand . . . here is the topic, here is the method here -

ar~ the references you use, here are all the questinns, ‘this"
i< what ynu must tdach. (Conversation 7. 16-4-82)

He indicated that uncertainty heiahtene! his concern and
preoccupation with authority, ff he were qi-en a better idea of how.
vuerh free'lom he had to inter pret, then he wauld feel more comfortahle
iq waking interpratations He ;nqqosrnd a number of specific ways
that the curticulum guide could “e wkirten and- inservices miéht be
rlanned in crder to indirate the ’“mr”""V and Optjonalraspects'nf
the proqramme,

re "r'ul‘l\'] the feropnd ~onver ent Teves L qttempted teoy pn‘nt ot "he
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contradiction | saw in the notion of granting freedom. ;

| wonder about this question of freedom. We talk of freedom |
being granted by the curriculum makers and those responsible
* for the imp]ementation, but must freedom be-granted to the teacher?
Does the teacher have a certain amount of freedom to interpret
the curriculum a$ his/her right? | was particularly interested
in the way you spoke of the need for the questions to mean some-
thing to the children, so you re-interpret the inquiry questions,
particularlyin the light of the importance of their feelings
about’ things which affect their lives. 1I'm not sure ‘that | would
agree that the rationat way of solving value issues is the ideal,
not if it leads to a complete rationalization of life. (''Some °
Interpretive Remarks' following Conversation 2) ,
: _ i
Initially, Fred ?esponded‘to this question with more prescrip-

i ¢

tions as to how thes curriculum authoritiés might use inservices to

s

specify areas of freedom. Toward the eﬁh of the third conversation,
hoviever, we returned to the contradictory nature inherent in the
notion of "granting freedom.''.

. F There was one question [from conversation #2] that would have
" beenh the most difficult one. How did you word that?

T [Referring to written interpretive remarks on conversation #?
summary.paper.] ‘'The question of vour freedom to interprét
the curriculum is a constant theme in the discussion . .- but
| ask the questicn must freedom he granted to the teach=r or
does the teacher alreadv [possess it] . . by the very fact
that you are the person charged with the '~=poreikility af
teaching childien?" '

-

F That is my impression at the present time, that the government
"is using the curriculum to get much tiahter control on educa-
tion. On what is taught and how it is taught . . . .I'm not
gonvinced that will produce better, more knowledgeable .
citizens. But I'm not sre that the-government is really afte:

‘this- typé of control. . . So at the present time | am using
my freedoms as if | have them and probably wi'l continye -to do
so until somebody tells me ''n: you don't have them.'

A . - . if you know of any book that contradicts my opinions
I would have to say, well maybe I'11 have to change. But if
teaching would s'ill be w»~'+*hwhile after that, that's another
question. Rinht np it i "'v happy being a teacher.
‘fhnversatier 1. R !




theme.

order to,'" in which we attempt to make expli@it pedagogicé1 concerns. L |

Theme Three. The, mearung o4 pedagogacccw, concenn.

to take into account the dlfFerences and specual needs he sawnamong
his students.- For him belng a teacher meant belpg happy about chlldrenvf
who could succeed but also being: lnterested nn those who could not

F

~ The meaning of teaching children is addressed in the third.

.always nag the same students with no results. ' You check, the

This;meaning is expressed within the context of ''freedom in

. .

Ered crctlcnzed the way" that the new currlculum did not appear

So when | see a‘student getting. 70 in socnal and 4o's and o ]
50's in other subjects, then | think that student has at -
least demonstrated goad will. He's willing tp work. in my
class and |'m always pleased with that.

Equally 1'm pleased with studentSIWho fail . . . teachers might -
think "'that's rather.odd.' Because students who fail are often -
called on the carpet [by these other teachers],.''why aren t
you doing this?" and behind their back [the teachers say]
''oh, they haven't got any brains, it's a miracle they didn't
flunk sooner.!" | may verywell fail the same students and get
along well with them in the class. But some teachers will

L]

et S R

report card with 30's and 20 percent often and | ask myself ,
why. So | count success not onfy if a student passes, but also
whether he has learned to get along with the teacher or has
learned to accept school as something reasonable and. normal.

We say ''get along,' but we mean; more than'getting«along.' it's
more than just not causing trouble.  There is also this caring
relationship between the people.

That's right. 1'd also llke the students who fa*T to get
along with other students. .

. Geoff [the principal] expre;Sed“the concern that some
teachers are too subject oriented"and can't see the whole
child. . . . | see what you're saying is you have to look
beyond the day to day subject matter or the fact you're
teaching social studies. . . . because you're also concerned . ' ;
about the student as a whole person and “how they're going to

make their way in life. ‘ ) _ v - .

I look years ahead in, time'. . . the very fallure of today can - o
be some kind of success tomorrow. - :




‘T - Have ‘you seen that happen?

"F  Yes, l've-seen kids ¢ome’ back [here] years later and say,’
""Hi, ‘Mr. Birkholz, how are you doing?'" Sometimes they were
the worst kind of students who would practically fight with
me.” They wquld say, "Hi, Mr. Birkholz, you sure looked after
me." . . . | say 'how are you'' and they d say ”wonderful

. V'm married.and have a job." : :

-1 refuse to think too :negatively about most studentsj - __— E
occasionally | will. Quite often in the staffroom. when = .7 oo
teachers talk about students | will sit back and not o

contribute anything seriously, because | think it's very |

short sighted to think [negatively] that.way. (Conversation 3,
28-4-82) ' o : 4

gjzibemewfﬁséher means-to be hopeful fqr chilarén."FrEd remains
bopefay bat_his.experience‘has taught him to pake the long view. How
does onétabeak of the aims of teaahing-then?‘ The aim does not consist
'ih developing some sbeéific v{aion ofathe future andvdevaloping afmeané
fbr gebting there. bn contrast, the fnqui}yvmode], like most‘cubricaja
'for.schooi systems, seeks ta'fofm the future ia aome explicif ways.. -
Curr?cula becaﬁa'mahifestatiqna of bé]icias which are brought into
benng by follownng plans. g

Fred ‘talks about the-aims of his teaching not in terms of
objectives, but in terms-of helping chlldren to mature. This was
illustrated during the course of a conversatian invwhich he described
@ lesson which invplved some students role playing a situation be tween
a poTiceman and a driver étobped with liquor in his-car. ‘Fred‘saw in:
the occasion an opportunuty for teachnng somethlng about human belatlon;

[ 4

ShIpS The official currlculum toplc is ”how should we_relate to our 3
. . [ oo ' .

legal institu;iéns?'“

F  And | always discuss human relationships . . o | believe the -
?pollceman has_the power of discretion so therefore | said
to the [chnld playvnq] the pollceman, "tell that driver to put
the bottle in the trunk.'" One student tried to say,.



Mr. Bnrkholz lt 3 lllegal to carry a bottle on' the frOnt seat;'
the driver should have been arrested.'" I said. 'yes. . “but
‘seeing .the driver was not drunk, had not been: drlnklng, had
not broken any laws, | do belleve that the' policeman has" the .
power of discretion." | wanted the students to understand
-that .

It‘s very dlfflcult to get that across ‘in a textbook way

That s raght, and in the teachlng unit thls is never dlscussedl“
or ‘stated as clearly, and thlS is. where the teacher's
experiences and the students experlences help a great deal to' )
make up the course : \

guess a lesson like that ‘teaches a lot more about life than
JUSt a relatronshlp between a pollceman and' a _man ln that one
sntuatton : C

@ -’

. e . That s . a good example, it seems llke lt lS very hard to_
. teach a lesson like that except between teacher and student._'

o
-~

. You talked about _the relatlonshlp between teacher and
~student (in”your Lo rprettge remarks of. conyersatlon #2 s
6 pATER Sidias 7' of [ gonversation’#2] in which - =
i at® the moSt important. thing about o
teachlng lS tha -essentlal relatlonshlp that develops betWeen
the teacher and the chnldren in the classroom ”)

thtnk that today 5 lesson was an.example of my relatnonshlp
wuth the students. | see my role as part instructor and ag
part frnend As an instructor | could make them’ take notes
. . . handed out: the usual handouts, answer. these questions;-
yes you answered these correctly, thank you, you . get your
points.'" But as a friend | would put myself |nto their shoes
and ask . . . "how will they relate to that , . . JUSt another
~ chore, another assignment.' And they get these assugnments,_
‘because sometimes | don't know any other way. But there are .
- times when | feel very: strongly that a lesson has to be = .
. presented dlfferently, but you can.only do that if I'm,your
friend, not just your teacher who bosses you around and makes
you do all.this’ work _ o

'J'. This’ i's why | was very pleased this mornirg with: lessons

because they accepted that and enjoyed doing that. . Af I'was
just an ordlnary teacher . . . they probably wouldn t.

AP the traditional ldea of. teachlng is that you're supposed
to’ help the child towards what 's good, towards maturtng_and,
growlng up.; : L '

_Yes; that's just what I"was thlnknng about yesterday,»that )
would llke to have them mature. If possnble in the most .
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pleasant. way. | admit when you have 30 students that that's
almost lmp0551ble There are lots of times that I act like
. 'the typical teacher, just in.order to dlscnpllne the class and
have some law and'order in there . a', it's a balance . . .
when-a lesson . goes over very well’ say good, |'ve struck the -
" balance. (Conversatlon 3, 28-4- 82) R

.‘MThe real rewards in teachlng as ‘a pedagoglcal concern for
chlldren come from helpung -a chlld to mature, to grow up. Fred sees
the frults of hlS Iabour in the former student who comes back to see

'_hlm. Somultaneous]y,he recognlzed that there are communlty expectatlons

1

. of hlm as a teacher

Theme Fc‘s'ifry Commuru,ty expectations and pedagogx.ca,e dec,uswrw
s
Durlng our conversat10ns we talked a great deal about the
relatlonshlp between the sutuatlonal pedagoglcal decnsnons one makes

.as a teacher and communlbq expectatlons Fred dlstlngylshed between .-

'v',the communlty of famllles whom he knows at Northern and the communlty s

wishes as a~socnety_as they are made known to him by'the_curriculum. -
F R | -have. no OBjectfon to what the curriculum makers -
wanti . . . right now | stand between what the currlculum
" makers want and what ‘the - chlldren need.

T The currlculum ‘makers don't - really understand what- [your]
children are 1ike? . . .
F There are schools.in the ctty~where this currlcu]um wnll
“work . . . because the pareénts care more about education,
they are putting on the pressure [for more work]. .. but'
in this area the support from parents for anythtng ‘that
vradlcal i's lacklng y

You can't feach By saysng I'm here to lmplement this

Currlculum whether you like ‘it or not . . . that! s_the Taw
- have to do that. What kind of teaching is that? .

f] don t want. to hide behind: the law. :

| would like to do far’ more than the currnculum-—to have
chlldren stay in school and enjoy school, and still come
out having Iearned what they. should have been learnlnq
(Conversatlon 2, 82) - :



S L : ‘-'E\"v‘l :
e . Fred recognlzes the necessrty to lnterpret the currlculum |n -

: the llght of. classroom condrtlons and WIth regard to the expectatlons

Jof the more. 1mmed|ate c0mmun|ty. He IS not-a techntclan merely trans-d

b

"”latlng the prov»ncnal currlculum, HIS 1nterpretlve hortzon tS prlmarily
.formed by a pedagoglcal concern that chlidren stay in school and learn

The, tensuon comes’ when the socnety seeks to! use the school as an .

.|nstrument for correctlng socnal ills.. lt is here that the role of

© the ‘téacher as pedagogue |s in confllct with the role pf the teacher'r,f ‘;ﬂghj
. as a publlc servgzt. ‘ ”', ' . :‘ ' . :“ff».: _ihmf» B z'*/j'--

The tensuon between communlty expectatlons and pedagogy is

" most keenly lt in the area of test!ng ’ S :‘F; o /f

F Ve . there are conflnctung messages about the. authorlty
of testing. 'Who should test, for what purpose, who should
lee the' marks in- the end? - S .”"" o
. T In our last conversatlon you said you suspect more control ,
. is coming. . 1 .pick up the same message. e compared
'\\L with '7] there is a lot more control now. o
: v .
F Yes, more freedoms wnll be taken away. . . . [for example]
© + if the teacher should be free to set his own testsw his own
.+ -standards, then the Department of Education: is- doung it.all
wrong. .They are bringing in. testing. What kind of tests
and how much they should count may not. be clear to anyone
©.at this tlme. ' ‘ e R o

‘The more freedoms you take from a teacher’ln th:s regard
o : the more- it will have to influence his teachlng. ;*. -
; because there are ‘a great many. students who want to do well
. on tests:. The only way they re‘QOIng to"do well on tests -
is by the teacHer structurlng ‘his" IessOns towards'.v: .-a
'test.ﬂ (Conversatnon 'R lh 5 82) : - ' Lo
UFred draws a dtstnnctlon between falrness to students and test?f
valldnty whuch hlghllghts the dlfferenCe between a pedagogrcal concern

- :
r

for "this chlld” and". a socletal expectatlon for productlve schools-..ﬂ T
\ . \ ¢ . L S

F _And it" really doesn t matter rf the . tests are falrty "l, B

constructed . . ..a fair constructlon (for example) would: - -o .

be ‘that chjldren would have to use thelr skllls, to nead

i;f‘!.:' : i . . . e Ly
e . . o ) 4.




. amalyze, draw conclusions, That could be a very fair-con-
1:.'struct|on. But the ‘average student may ot be able to learn”
".v.that method and may not catch on to the same degree and | may
- Spend far more time-with other thlngs in that' class- than’ wlth
V'teachung that method that they . must have for that test.,,

"fl -‘Because your interest is in the student and not with that g
whtch is to be learned S '

F. 'On‘an lntellectual Tevel it simply.doesn't matter whether the
test is falrly constructed . . . falrness accordlng to
iwhoever makes the test up. - : : K .

T  That's a very lmportant point you. raise. : hadn' t thought «
about -it in quite, ‘those terms either. But |f you're talking
about a-test .set up centrally,’ then. of course .what has to
count is what is on the test. The actual students and- what
they are learning about social. stud:es in. your classroom,
it's important only-insofar as it matches up with what-lt is .
expegted they It be learn|ng in thzat:st. That's$ where the

. interest. -The interest 'is not he student who's o
failing by those measures. (Conversatson b 14-5-82)

_ By~maklng teachers more accountable for specific outcomes
I

':the tendency for control extends lnto the classroom and becomes the

et
domlnant\node of belng a teacher. And yet it is" fundamentally unfalr

~

tqo, because the unanlmlty of purpose requ:red for the achlevement of

._such outcomes is lacklng Fred lndncates the problem of dlsc1plvne ‘as

e case~in point. We duscussed thls questjon in the context. of the

°

larger problem of freedom and control in a currlculum‘whlch aims at a

) soc:ety of effectnvely actlve |nd|vudual cutnzens

i\t_ T.o.oi'm rather puzzled by thlS busnness of freedom and control

~ 0n one. hand ‘I doh't quite agree "with what you say about
©  control in the classroom - don t want.to go back
" . the d|SC|pl|nar|an because 1 don't thlnk that that kind of

‘d»sctpllne |s very healthy anyway. Lo
4

o Then | wonder [too] about thIS busrness of.- freedom in: socnety
o 1f you want .us to live-in a free society,rwhich: §6clal studles
o ‘teachers ‘are concerned with, then you have ‘to look at - ;

coercive measures.;,

- : . . .
Fo.v.. I would prefer the present system . . . it's the one

1'm acqualnted with, the‘qne 1'm ‘used to, the one that | .



actually could feel comfortable thh even though 4 Cflthlze _f_?“_f
it. . . . But when I can see a trend coming TR whlch would

make teachlng more” dlfflcult, not " becaUSe ‘the ‘students have
” whi ,"omebody else demands who does ‘not

T; That S. the’;onnt..:

F Then ) could become very frustrated Then 1f 1 cannot change N
that system,”but only adjust to it ,j; . then" you can_ ask that ot
you also get ‘more power, not only: the government but the - B
teachers get more power as a counter-measure." Then l m saylng
1 could llve wnth a more. totalltarlan system.
al thsnk you understand that My 1dea of havung more confrol
. in the classroom is only a counter*measure to somethlng 1= ] S
expect could. happen soon.. 1t is. not. meant as a. salution .”,-;E
no, 1 don't" think ‘it is” any good But if: the teacher is to.
“be’ controlled more, what choices do 1 have? Do 1 stay. in .
. teaching?’ Do | ‘go along quletly wvth the system? ;ﬁ_ : S
(Conversatlon h lh 5 82) : , DU
in thns flnal conversation we moved from-hlghllghtung the
tensuoﬁ'between freedom and control to dISCUSSlng how thls tensnon-?s.
/ ' 4
llved Fred speaks of it in terms of humanuz:ng hIS teachlng and

'malntalnlng oontrol . :
‘ N\

Theme Five: Humanizing and ma&niuininq control. f B
_F I_run into almost dauly conflict between humanlzung my . P
: standards and stil) achieving: some. semblance of control : it

"That problem has nevér been solved and I don' t know if. .
ever will be. (Conversatlon L, 14- -5 82) PR S

: As a way of trynng to come to-terms with a pedagoglc concern
w1th|n tbe confnnes of an educatmngl par:-xdng‘acreasunglyL structured _

" on the logic of control FRed spoke metaphbra

F ln one- way L consuder ‘mysed f llke a f,ont lipe. soldler The: = .,
o general says go conquer. - | do.care ere. |- go, | do care very C
~much. At which point do i sayy you/can. run this war wlthout
‘me? .-« and 1f 1 have to beé. in- this: war, ‘even..if | don t llke
- it, could 1.not ask for more reas nable standards? Can l wear o
" a steel helmet .1 S . LT i _
) . S ‘ .o .




;,; v 1 would llke to be free E - to fraternlze wnth thev I
enemy. . Let $ be nice to each other never mind the generals,
" What, do they know? They Just want the flghtlng.; _

- T‘"'That s an unterestlng sort of analqu you re us:ng._ R1 2 some
-7 ways there's a lot of truth in what you're saying. The :
generals fnght from afar and- you're the foot soldler in the
‘trenches. What are they fighting against in ‘the war - [though]?
The war against’ ignorance? The edud‘.ﬁonal war? They re not®
~doing. the fighting themselves :
- F ‘No, they order. nt done and they tell me how l must do lt... o
-~ and | know there is ‘always a point at which thé commenders
can issue ruthless orders, which do' not. make sense and should
_-not be dbeyed.. when is that point? That's where the. ana‘ogy '
.. . stops,. because in a real war | would know ;A: . in educatlon :
5 . it .is very hard to determine. This is why | apprequate your
. comment about what is the va]ue of freedom and how much . \
control should, be .exercised: 1 can only end in a questuon -
mark. (Conversatlon h 14-5-82) :
)~
Ne partlally understood that the resolutnon of ‘this questlon

.lay in the political sphere “Uhose reallty would come “to domlnate
, A
1 *® F That would make.mine a very narrow scope. The Government

,m1QA5 see the whole of Alberta and | can only See the schOOI
do -1 rea}ly see the whole? ' . , .

{QK‘

schoo],llfe?”

¢

s

T But don't you?

FIn one way | do. " But the Government collects @tatlstlcs,'
they collect numbers. They're very fond of that and they're
Aalways SUpposed to prove somethlng

-

T But what s real? |Is the number the Government has real or- 1s

Johnny stttlng in row one real7 D . S 4
F To me this is real, where I am now and the students | teach.
" And ‘you know in the previous. c versation where |- referred to-
S " the- prlnted word and: unwrltten, The Government cares more
S about the prlnted word than they care about people
— (Conversatlon b, 14- 5 82)

1Y
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Mary is in her seventh’/ear of teachlng socnal studles at

Northern Junlor Hngh Looklng back, she has rathe? suprlsed herself

thet she ns Stlll there She jonned the staff of the school upon .‘
her graduatlon from unnversnty and had never serlously thought about

’ leav1ng., She Joked about “beldg |n a rut “ sensnng that others

mlght see her in that way qrt in fact, ‘she has stayed because she
feels that this teachsng sutuatloh has’ allowed her room to develop

both persona]ly and professaonally

a

One maJor factor in Mary s satnsfactlon 1n her personal and

professvonal de lopment as a teacher is the 1971 socnal studles

r

Currlculum Inltlally, thls CUrrlculum had presented her wnth some R

difficulty' She had spent three webks in. the school in Juﬂe 197h='

pruor to JOlnIng the staff |n September Durlng these three weeks'

v ’ ?

o studles programme from the provnncnal guudellnes, as had been _

-

she had to spend her suhmer preparlng a programme to teach fOr the; ‘

. »". .

fall Plannlng ‘and- teachang totally consumed Mary s llfe over the i
o , r .

next two: years, but. she was exhllarated by the challenge and happy

wnth the p ogramme that she eventually produced o ;l;’“:“":'

.t N
IR u
4
e

she realnzed ‘that no one at the school had yet developed a soccal _‘;b

' orlglnally rntended by the currlculum developers Thls meant that‘fi B

In 1980 Mary ‘was glven a half tnme sabbatncal from teachnng&nhf

lnstructnon For the Qeft two years she taUth at Northern in the .

to begnn a master s prooramme ln secondary edhcatlon curriculum andqi-"




P
L mornlngs.and attended nnlverS|ty in the afternoons Throughaher
studies at the un:versnty she became acquannted with tnterpnetatlvel
and crltlcal/hlstorlcal socual scnence ~In her thesis research
‘-she was ‘able to comblne the lns'ghts galned from these studles with .
her personal'lnterest in the changes_she had exper)enced in the
provuncial eocial studies currich)pmf She had seen the 1971 curriculum
replaced by a 1978 interim guide which provuded the socnal studles
teacher with much more. specific dlrectuons as to the content and _b‘? s
obJectlves of the programme Aﬁ the time of1§ur COnversationa'Mary
was ln the flnal stages of researchlng and wrntlng a master's thesns
whlch explored the polntlcs cf the development of the 1978 interim
: document. She accomplrshed_thjsinnvestngatnon through an extensuve.
analysis ot ministry of educatfon docUments and byﬂmeans of personal
interviews with twenty-two of the individuals.intimately invdlved
waith eithergthe.deye!opment or evaluation of the original chrriculum
"or with the deVelopment of the interim guide. This research provided

Mary with many critical insights into the cqrriculum process, at the

official level, while her teachin owed her to experience the -

R . . . , , . -
‘implementation of a programmey '

-~

Qur Relationshrp . o S .

Mary was my original contact at Northern Junior High School.

*

| had first met her ina graduate course |n currtculum and |n5truc- ~

. ™~
[vtlon”%t the unlverslty in the fall of 1980 Durlng the next year we

e were together in two other graduate semlnars on currlculum hlstory,and on

R

.

-

L
,1./ [

qualxtatrve research methodologles ”hlle developlng the proposal for

-

~ my*dqgtgdgi study | approached Mary w1th the suggestton that | m:ght .




‘the same orientations. - In our readlngs and dlscussnons we had become

interests explucnt to her as a participant. She began,our flrst

explore the questlon of currlculum lmplementatlon wi th her and her

y | . o

\\
colleagues at Northern She was |nterested in the study and offered

to. introduce the |dea to her fellow socnal studies teachers and the
schoot prlncupal. o e
ThrOugh our studies together at the unnversnty we had dlscussed

many issues of currlculum and research, and had come to share many of
. b4

K

critical of tradltlonal research methodologles whlch tended to obJectlfy

“the‘researched“'and |gnore the fact that the/%oclal world was both
constructedfand given meaning by the actors. We also shared-a

s:m*lar sense‘?f the researcher S responsnbllnty towards the partici-

pants in the research.: \b shunned the pretense\qf dlSlnterestedness
. 3

'of reSearchers who clalmed merely to observe and report selected

aspects of “soeual realltya" 1t was, therefore, somewhat dlscon-

certrno when Mary began by asklng me to make my own research

conversation by forcing‘me to tell her what | was trying'to,get by'

talklng to her and her colleagues how | proposed to conduct my lnvestlga-

-tnons,‘and how | felt thlS research would beneflt them as partlccpants

Throughout our conversations Mary asgumed’the posture of being *
' - ~ R .
a very active partn%npant in the research. In our second'convefsatlon,'”

for example, she %n , ussion about curriculum

'~

‘interest i

;~’ff’“§<f:‘ ith me throug v ‘,lctkons'of freeimg and control]ing -
. ~ : : o . R ) .



._l76

the teaching acts of ethere;which is so problemetie in'the‘nepioh
) . v
~of implementing an inqu[;y-orieniéd‘curriéuluh. Heveiso‘became
frustrated‘ tpg\!ethe.r with the limitat_i‘ons of our .concepgtual izations of.
cﬁaﬁge which are so fﬁtfm;tely bound'up in our tradif{ona].cufriculuh_
{anguages.._A particular moment of frusfration came atithe end of
.,our third conversation. .Mary had talked about the origins of her ewn
A‘.bel}efs about teaChing“relative to how she might cOnfihue te grow and
: help other teechers. At the same time we dlscussed _budgetary controls
and the disWrict's administrative structures which were’ tlghtenlng
managerial controls. Mary summed up the research to this point, by
saying "implementation is hepeless, is that your ebnclusion?”
(Conversatien 3, 4-22-82). . ) o | : g
The value‘of Mar;‘s insistence that»the criticai insights
P

’ N\
from the research be used to lnform the practice of her and her

colleagues began to bear fruit following the third conversation.

In our'founﬁh'eonversation Mary related my‘this research was now

promoting critical refl;ctive.talk between herself and Jim.

It's interesting, | was talking to Jim . . . he said that he
-felt at first these conversations were really impinging on
his time, but he sgid he's really goften to like them . . .

He.salg they really were an opportunuty to reflect, although
this isn't the word he used

"+ He said “a lot of these things he didn't really have an R o
opinion on [at first] . . but as we went along ‘| did '
have an opinion . . . | Jusc hadn't had a chanfe to articulate
them, or nobody asked me.' He said that he really liked the

opportunltyApe dg it. And we sort of talked about how in the
" schools we just don't have the time, or the possibilities, for
‘whatever reason, aren't there. : :
We' Te frustrated W|th ce:taln aspects, but we don't even .
artlculate them—to -each other We'1] sit down and talk wigp v
you. ... . ’ '



*
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. It was interesting [this time] Jim and 1 had quite a -
good talk after we had tatked a little bit about what he o
~ thought. about these sessions with you, and we got of f on our. .
“own-and talked about these questions. (Conversatlon 4, th-5- 82)
During thls final conversatlon Mary. also probed my commltment
to the IﬂSlghtS coming from thts research.. 'Slnce.l had just been

apponnted to a teaching pos:tlon at the unlversnty whuch included the

teachlng of undergraduate social studies majors, she asked what sort -

© of lmplicatnons | antncnpated for my teachlng By thus trme-we.had'.

explored'many aspects of change within the existing institutional

structure.o? the schoolm ‘Her questioﬁ for me was how would | help

4pr05pect|ve teachers of social studles tp mauntaln therr~own freedom '

‘structure‘whlch would be- supportive of thls freedom

‘ hemes'related to the meannng of curr'cu]um lmplementatlon whlch seem

of action to contrcbute to the development of an institutional -

‘

|

hvefsggions, 3akihg place at intervals of two -*

ok be{ween Mareh 8 and May Id 1982 The . first three
took place at ﬁye unlverSIty, with ‘the flna1 one. at.

nror ngh .in subsequent analysis 4 have |dent|f|ed 8ix’
_M - <1

© to have_emerged from.these conversations.” These are as fOIIOWS'

»

. i

1. G00d teachnng beung an au"homous person who empowers
the persona] thought and’ actlon of others |
2. Acqountabrlity-end?personal responsibfiity.
3. The ordﬁleblof effecting: change: my beiiefseend
influencing.fhe Practice'o;lothorsu : e _"‘ s

k. Being managed.
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5. Discouraging signs: the tendency of the school system
to fragment and control teaching.

6. Hopeful siogns: some tendencies towarLsrre-uniting Lt

a .

rhought and action.

At first, the topics of conversation were initiéted by one
or the other of ue in thelform of a question. Many of these questipns
were mine, but Maiy alsn asked more questions of my research than any
nf the ather participants The flow of conversation assumed a
fairly cranaayd Tuestion-response pattﬁrn. This pattern allowed the
terics to remain qomewhat diccrate from one anotger in my analysis
“f the first twn ronve-sations. For example, in the girst conversa-
tien, our topics could be sorted into a fairly orderly sequence;
my research, consultants, inservice, personal development as a
feacher. evternal teste, Mary's self-image as a teacher, and
the pew Ffurticulum. There was an implicit associative relationship
hatween ~ach of thace tapi~s which enabled e as barticlpants to

continga our eanversation.  As our conver=ations continued, hrwvever,

we hrgan tno ce evplicir linkages hetwaen the various topirs Vil
were wade  far avample. he'wasn planned changr, management’'c
cptetien A raneyltante thy g rontiolled ‘ngeryice and the
reteneian oaf technicral econtre!) aye:r traching. Individual tepieces of
rversition ther 'reame lecs ersy 1n dicrarn, but came grouped in
related Tlandlae ©0 statement about con-ulting, for instance, could
ey Tenee b elage 'y laceif'e ' under the topic of "ronsultantd' in my

AR R Convarear e Nather we would Vink thig rtatament to

tigp: - Tyomer ! irnting in dacicingg



L

¢ . - & '
¢ & . ,
“belng managed“ and ''me as a teacher' within the context of the
. -~

conversation., To respect this |n5|ght |n'50bsequeﬂt analysis
N N , .

i would; therefore, have to place this single statement about

consulting into the severa) categories we saw it relating to.
H ' » " k4
. : . ;
Theme One: Good teaching: .being. an autonomous person, empewesing
the personal thought and action of cthews -

T . . . that program [the 187] Alberta social studies
curriculum] required a lot of devalopmpnt on the part
of the teacher?

M Well it was just unbelievable really. | remember going
into my first year teaching and had my '7! guidelines and
that was it, there was nothing in it. . . . | realised

that there was nothing there [at the school], so |
really couldn't expect much help from the teacherc thera

When | realized that in June | spent quite a bit of
the summer making up units and visiting the curriculum
library. And, yes, it was quite a horrendous year, it
was a really tough year. . . . | did develon things | was
really quite happyTwith and that | ysed for quite 3 lot -
years afterwards— changing thl”OS here and "here. So, |
really was verv positive abrut '71 1t was A hige avtom
af wark, but 1 r1aeally liked it

| remember havinag quite firtcr debates wi'h the person wh
eventually ended up ~oming ‘o Northern tc tea-h grade 9
with me i my second year. He “ad ta-ght for a long tine
maybe ten yea's He didn’'t fee! that he <h-uld have tr

uvnite, he +as a technician, you know, ''give ne the un!

"1l do it but I'm not paid to be a rurri ulum deve!

I remember havinrg ve'y heatrd debntes with hiq ayi

"Would ycu sacrifice naking *hrse w ive 7 AR BTRT

e)'r‘P' !?r\_—o CIme ’r‘y RS fl"d"'g tley Ve b [ (]

Vited T ivs  vmntan 1. 0 3 A~

Ma y foand 2 qond Aden~1l o f poagara e hatyviens Vo k1T e oy 0
the notyre ag ! Ter v e 0 - o0y ~tedioe e ! s g ol o v Ty

| R U B | ~ | o1 the t gl tev de teo b and eac by e W] ry-ar n o
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clarification of values and social action.

r

For Mary, the $pecifics

of what and how studentg learned in social studies was secondary to

their independent thought and commitment-.

| do want kids to think and not come in and be industrious:

l'ttle beavers.

because | think it's a subject where they can dé that and it's
(Conversation 3,

Il

That's why my heart is in social studies,

ver‘y exc1t|nq to me.

Mary's conviction about the value of social stuéies taught as

22-4- 82)

&

®

soci#®! inquiry allowed her to withstaq@lthe inevitable critfci§m that the

rhildren were not learning the basi¢ facts or skills:
14

kind of criticism that was most commonly levelled at this curriculum

and it tended to discourage teachers who were inexperienced in the

“vauiry mode of teachino.

Che

T

&}

But then people arque
read"

rl‘”e

"

N

This was the

children have to be able to

Although my arproach is net dewid of that.
te fead too.

Su

re,

to read.
write
PrIposes Aac

My view is that people learn to read
it fulfills. their

because they see how
A person.

That's the essence:
then they are not going to tearn it

with meaning
enthugiags? i

2?7

AT U

has alsn

82)

lea-

I
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el

“ing
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I tell my kids

but you have a different belief about how kids learn

. and

own

if the kids find no meaning in it,

for t“en [tre kid-],

Ahet

0ne

an

t te he v";r:r‘f\-'_y:gﬁd by the uncerra?nty_ felt

r.—,,‘;07,..

idea t’

e vl
11

ot he

haei

iat

in

i tlunq
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y o
ily,

if you can show
[other teachers] that by having them involved in a programw

ther they are more
(Copvercation

e hne

classro m

Tt

t

“3les

te greinl

.

a while

ey
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ctudipe

if students
“ecause frr
)
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-4 tblnklng about currlculum in dlfferent ways‘ it's also A
.7 the children thinkifg in dnffereﬁi ways . . ..you have to-be
) very pafTent w1th them as wel]. A ‘

 |’ usuaHy fund at thelglnnlng of " the year in my classrkvds
say "this is social studies?" . . . - @ -

Y . . ‘
T - Does that ever causé you to doubt yourself?

i X

.M [No] . . . because | have the experience [of good things ®
"in the past] | can ride out these kinds: of things. (Conversation
3, 22-4-82) o N - 3 _ ' v

These comments were made in the context of how .shel might

help other teachers to come to understandesocial studies ag student -

'
e
&> g

active social inquiry. This will be explored more fully under Theme

Four. Theme Two portrays the kind of uncertainty that‘fheﬁprogpsed

introduction of external, ministry sponsored comprehené?Ve“exams
@ . K. .

L

~

hrings to'Hary's life as a teacher,;despite the selfhconfidence she

nrdinarily feelélabout what she is doing. -

Theme Two: Acoountabiﬁiiy and pensonaf nespons ibibity.

" . . . the problem with achievement tests is then that become
the measure for teachers . . . in my scH%o} people have a
view of me as a teacher; my colleagues, -the administrator,
my kids, and all of a sudden lf‘my kids do patheticaldy oh
these achievement tests then that whoTe view of me is all ’
of a sudden called into question. Everything else what
happens is not the key thing, it's those achievementstests.
Then if my kids do fantastically well, it will Jugt_verlfy
everythina they thought, right?7 (Conversation | 8~3-R2)

e

Hitherto, Mary has been 1eady to take the respansibilir, Fo,
plerning and tear!ing that which she felt was important for the
childien to Lnc. She ic folly aWPfé of the kind ef Tavd yueal I“;'
this resprrgihi ity entaita bt Wwillinaly vndertaleg tla task. The
P dneia e T T e b gebis st et introdicee a new elbment

!

P [ C thie o+ v [l g denia ac a tpw.h; P

” - ) : .
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anything whlch gs |mportant to teachlng, but it cannot be easuly

L

\4/. :

S

' e
" ’ &.
% s ) ! L T

%

derived from~¢he subJectuve knowledge of'her competence whuch {s

-

deve)oped through her everyday deé\<nqs with. chlldren and her colleaques

and the school's admunxstratlon The.test is superfluous to _ o
] . & .“1

[N l d ! N
ignored because |t has the po€!?t|alqto |nfluence the views that

H
.

others have of her. . 3 . — . 5
For Mary, the achievement test. per'se only represents some%hing

of an irritant to her work. The lrrltatnon comes large]y From al

realistxc sense of the authorlty ‘of the minij try of_educatlon,to;

~ SRR
arbitrarily define What is important: to khow in social.studies.

The [test] guidelines are quite general . . . in the Soviet Union,
have some understandlng of. the national and cultural groups., the
geography. : But they're vague in a sense, so you' re caught in

) .a b¥nd too. While you want to dear .your kids up for achlevement
-well what do they mean know the . .national groups, of the Soviet”
Union? Know that there are a ]og of them? What's the biggest?
Smallest? ‘ y .

. SR . 3!

So you sort of proceed you can t let thém stafle the things
" you do in the classroom; but it's somethlng you're aware® of
.1 think most teachgrs are concerned about Wwhat they meam.

(Conversatnon 1, 8-3- 82) - -

The power of the ministry to hold teachers accountable is relnforCed

by the ‘lack of definition of preC|sely what they are belng he ld

accounitable for. HMar doegntt allow this to conttol what she does

4
Q~

in the clagsroom, put it dlverts her attention somewhat from teaching
, ? ,,' .
<o ial grudiﬁs_pé‘acfive student.inqujry into societ? and social

2
4

»

issues. . ) _: . % AR

Whnlethe achlevement test in itself is only an lrrltant Mary
locates it as part of a:pattern towards lnrveased management of teaching
within a aeneral donservative ESe"d in educatlon The analysus of the

curricolum Quldec"esultlng frqm het qraduate research alLowed her
RIS _

y 0
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to~document thns trend. : T

M If you. read the [198!] guide thorbughly gou'll see some

' dlfgerences | can plnpolot spme rest?alnts ”be aware‘m
“caution'' . . . [related to] the use of extra méterlaly“ﬁ’
“other than what's prescribed and so on.
U ' .

T ——=". . the cautions I've seen are more of a commonsense
thing that just want to-warn teachers nét to get themselves
_in a bad position. T 4 o

1 i
o
= .

& . Yes’,. the one om resources is a bit strong*when they CIte )
- the Schools' Act, but who reads those curriculym guides
anyway? - | hate to be cynical, but one reiy ¥ teach -r
grade 7 so read what the toplcs are, do l read all
'the preamble to it? : . T

»

'f thirk -some teachers are leary about socual actnon
even though it's [explicitly] supported, but with the
cautions and with their reading of the political situation

they are Ieary about the sot¢ial action cdmponent -

(Coriversation 1, 8-2-82) R , : ) B

o
3
Yy

As Mary points 0ut the exp1|C|tstatemeﬂts in the gukde are
¢ = ¥
less ltkely to deter teachers from a social activict ‘ntﬂ'nvet»tiqh

3
cf the rurricu!um than is a son @ of con<ervatism in the air. [t
g

i~ this crnga which evefises « far more effective control®on %

\ 1 3
neheprg l'\nriuct_ £ ¥

.
3

[

i« . . . » . b \?l

Much of our initial conversation was about the new ~urriculum
and the programme of implem?ntation as it affected Mary and he:
~~rtleagues at the school. OQur ~mnversatinns subseque't to this,

+

hegan t~ riebe more deeply into the dilemma, that this implementation
evcsspted from the point of view af frhnnl reform. One of the major
riviiciame levelled at the 1971 social ;fudieq curricpium was that
the "epartment of Fducation failed to implement it ~ffectivaly: The
1981 curriculom appeared to reérify this deficiency while. at the
caw tin _ oretaicing ~ similar fnquity coris) etion”ovientatirs ot

U e b Y Thin qoi St o R L N Rk

183
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of a model for socnal &nquury wbuch outlined ?he steps of the process and
#
0 the leagnnng obJect|Ves qpuch could and woll d be met as ‘a result of ua\ng
. . .

the- procesi. The |mplementat|on plan, consnstlng of ghe MENTOR inService

progr@pme as well as |qservnces on lndividual teaching units, was

-Ideveloped and carrnqﬁ ou&*by eeople who had been successful in teachlng '

=

the 1971 curricutum. Thenr task was now to help other mgachers to do the

same Wb had hoted the cantlonary Iaﬁguage and the more conservative

.Bv,

‘asoc1al context whlch were tending to blunt the socnal actlon component

1
.

of the CUrrnculur ‘but there was somethlng more subqu and more
fundamental in the managerial fbrm of‘thehcurriculum'and“imblementa;
tion -which 'weAaF}empted to surface in our final three conv:rsétiqns‘
Essentoally we were both wrestling with the question of what was wrong
with attemptlng to brlng about this desaraﬁle end efflciently and
effectlvely in rhe school syStem? The remaining four themes qeveloped

-
from our asking th-s question,

Theme Three: The problem 04 effecting change: mu beliofs and
<ngluencing the practice of othons.

Mary was not uﬁhappy with the way that the con;ﬁlting and
the inservice programme were affecting her personally, She acknow-
ledged the competence of those who develnped the materiatls and knew
then t; be .good social studies teachers. Because she shared their
view of ‘the curriculum, she could readily appreciate the opjectives
of their task. Mary's account of a visit made by two rn&sulta"fs to
Northern showed how her perspective alitewed her to see them as

colleagues. Mary and her colleagues in the sarial stydies

department at Northerp hal requested an inger ., ica an "'resclving the issue'’



which was an aspect of tﬁé inquiry wheel ( ‘del) they had some

v » t

questions about: ° ¢

M . ;;Lhex came out quk’basicai] tqQ shérevsbme ideas with.
‘ us . . . we were doing quite a good job and | think that we
sort of found that out. . . . People [the consultants and us]

Just gave examples from their claqses of what they were
doing and that was good. ; '

T Was it an opportunity to reflect for you?

M -1 think that's why it was good. 4t wasn't' s6 much' of them
giving ideas of any&%ing like that, but gjvi%g us some
confidence in what WQ?were doipg‘and sharing amongst the
groups. : .

Even im a school you just don't share that much.

If I'm teaching grade 9 and Fred is teaching grade 7,

I don't talk .to him and say ''and how are you resolving

your issue today?"' (Conversation 1, B-3-82)

-

Reflecting on this account in our second conversation, |
asked Mary if perhaps there wasn't some contradiction between having
a workshop as a confidence booster, an opportunity for reflection,

. v
and as help in an area they felt 'weaker' in., Marv indicated *ha:
the difficulty they felt wac with the depiction of the indufry

process. in which a ynit would bhegin with 3 socidl Tcane heing

raised and then not "resclyed’ far mrny ceake lateo, with el bacln
Cflldy, The £ und tvat 'ha pati npnltrad Proc-eca qghoon b tha mpdo?
A:dn't we | HEY 'Y """. R TR 25 Ry SR I N PN LR I N f\y;(,;'\hl

[FEEER S AT \

" The answer we got during the inservice vas that otherc ha+
exp’ rienced similar problems. Thic wae 1easeypring frr un
and =howed that we hadn't micend av\\"h;"\j

' Ny o you y’nally nuestinning rhe inqu?vy merdel fteelf in the

. . y
ey yieca than !

The mo sl with itg 'WO-Way Aarrcws is not meant to ke that
v e vra'Jer is that it deesn't coe acr s6 tha!

[T I i ' ceq Thio v v T iy



a series of steps, which is probably 0.K. for peo;le'Who

aren't very familiar with inquiry. (Cbnvéksatiqn'z, 22-3-82)
The dilemma facingfthe’implémenter54¢ouid be clearly seen by us

at this point. In order to rationalize the inquiry process. to make it

.-

”iﬁplementab]e,” that which was to be implemented had to be.distorted.

‘Inquiry, as understood by Mary, was not a technical process, but an

active questioning of a sochl issue by the teacher and students- as
i : ‘ :

participants in society. How.was this attitude to be communicated

to.other teachers? We pursued this point in our third conversation.

'S

T Let's get back to that question you raised. You want
teachers to use a social inquiry model . . . but the k

social inquiry model in the curriculum really misrepfesents
social inquiry.

M Under the present structure it's really ‘hard to overcome
that. (Conversatiom 3, 22-4-82)

As an example Mary indicated how one of her colleagues was beginning

O

fo adopt a model of teaching consistent with inquiry and, in so doing,

wace qaining a npew appreciation nf the students' abilities. But how

.

Tl ‘»lec place isg problematiec.

" But | don't know how one accepts through persuasian or

example thinas that happan in your classroom. (Conversation 3,

22 4-22)

We tallled about the importance of time in this process of

Yoy Q"

! You mentioned last time the value of inservices in béihg
together with other teachers and reflecting with them on
what you are teaching. | wonder if there might be some

possibilities there for getting across changes in teaching .

it's an opportunity to sit back and look at what you are
dning when precentad with another idea. '

you don't actually adopt the inquiry model step by
step. but it's a question of having a different idea coming
P vane wal of 1 lhinling . but you need-timé for that.

18
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M That's reélly important. And . . . glvtng an idea time in
your own classroom. .. .. (fbnversatlon 3, 22-4-82)

; Havnng ag?eed on the hecessity of al]owung for time for’ dlalogue and

P

crltlcal reflectlon of our classroom practice, we began to discuss the

’

ways the organizational structure of the foqmaT.school system has

prevented thi's. This led to extensive talk' about the expériencesof

’
~

Theme FOWP: Being manaaod. :

During our third conversation Mary asked what sort of alterna-

.
tive | saw to regarding implementation as convincing or persuading

other teaihers of the value of a certain way of teaching. | related
my experience of working with Catholic schools to develop a school
philesophy and thea helping them to plan‘actions whicﬁ were concictent
with this stated philosobhy. In response to this example, Mary
c0unrérpdiairh her expsrience of goal setting under the sr~baol-bpred
hudgeting proaramme which bad been recently.fff np e ey relied

dictricr .

" That's interesting. In school-based budgeting we have t-~
come up with the goals of education for our schoo!
we have a very limited time to get thrse done, so it's
"let's get <omething down on paper ' ' hac noAmean?”o
whatenevar .

In social studies we' have to have one goal! that we set
out to accomplish during the year This has to be semething
that can be directly measured. Se we set out a goal like

‘'we will buy erough texts <o that the grade 8 social ctudies
programme will have ancinah textnal materig) "

! But that's not a student goall  That'g a hidaetar, qeal for
you as tea~hergl

.
" It's a ncal "nd ery me-surble . | it'= a ‘oke!
her - > ool oy g b i e v B S
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in the kind of concrete way they want.it. ‘They want to see
you' have bought those books'- C oo

. S
. Y

" So you would not want to have a goaI that says you're gofng
to increase the self-esteem of youngsters or facilitate ‘their

critical thlnklng - . . these are too nebulods, how do you
/// measure this? (Conversatlon 3, 22-4-82) . s

For Mary and her colleagues school-pased budgefing has added

% .
another item of paper work. It is seen as one more thing in. an
already busy day which does not éqlow them the leisure to thoughffully

discuss what they are doing as teachers. The .school board central
0

office adopted school-based budgeting as a move towards decentralizing

‘
‘

and rationalizing district administration. Under this new organiza-

tion, each school was granted a per pupil-allowance of approximately

-

$2,200.00 to cover all budgetary expenditures, including school staff.

salaries, instructional maferia]s, and building maintenance: Thfs .
was also being extended to. include c;ntral office sqpoori staff, like
consultants, whose services were being charged back.to schools based ...
on the number of hours of consultant's time.the school used

The schonl board planners cla;med that this programme of
decentralized budgeting had the advantage of granting eech school
Qieater autonomy to decide its own priovifieq while ensuring rational
and efficienc spending. For Mary, however, school-based budgeting
meant vet annther in?tance of increasing management control over her
work. The principal at Northern encnuraged a considerabje amount nf

“«

teacher input into deciding spending prionrities. Mary recognized
-y
and recpected hic afferite ns a democratic administrator. But the ~

Totityde for 1ea! do icinn making at the school level was severaly

! el tedane the =tiucture and role of the school had not
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?asi%plly been altered with this.change. . ‘
.9: Ry ) ) N
We discussed at length about how the combination of
i 98

accountabilify ‘through budget‘relgted goals, setting of prescribed
curricdlum materials and the imposition of financial restraints,

segved to manage teachers' time and plage greater restrictions on
. A Y

//
L/
N r
M When we were considering our budget there really was no
room . . . for creativity. We were going to lose staff
}fOr our school . . . how were we going to maintain programmes ?
People talked about an ESL programme. librarian, counsell«
When your funds aré drying up. there ien't that arena foo
creativity. - "

their freedom to act.’

T Because people are losing jobs. That's a tremendeye
responsibility for a school staff,

How do yoh make budget decisions at your school?
\ "
" - - . our principal Geoff wants very much to have reacher
input . . . and | recspect him for that.

But what input can he bring?.. . . the funds are limited

and he has to have this much f caretakers, cleaning
cppplieg | | Xerox, so where {3

[

re e icinopne to be made?
L

as a depaftment we ‘eet znd discuss how murh fundi' o
we want for the year. We tub it te t'e ctaff as ~ wh le

if it's reassmahle we a ' 1y LI L T IV T T S TN
Set

! And bow much maney de L qar [t o, el eradies
Ao poy e mnr\r] 7

" - - - this year abou' $2,000, lact yen: $2,500, which is
qui‘e a lot of money, omr od tn some schagls that are a
lot smaller than ye

You are not going tn furdament 11y change the ~ystem on
$2,000 3 yea:r AYT v e e g purchace the prescerjbed
mate: iale

i
This gets back '~ curricilor irplementation and the question

of prescription . . . it seems t me in thi- Precent
curricylum that there ig tn yuch p escribed . . in ervices
AN v oy hove 21" 1 q~ trtae ) e o i 'g ot f oo b DR A R N

PRt o dant e ! BN by



M No, you don't have to, . but we will for conveniehce. . . .
- It!s good: that teachers have these - resources, ‘but they"
'take on. a sort of. prescribed nature. (Conversatlon 3, 22-4 82)
.
2. It is these factors 'in comblnation whlch contrlbqte to the o

!
[ -
Pal

experience Qf beung managed. Because tnere is so tittle room to

menoenyér,_the wo:k }edu%red tola;coun{ for fne expenditnrevof»

. . . < ; -
money becomes a,ritualiied'chekede of real decision making in order a
. A v S X ,
to cafry out.the sc?ool system's version of autonomy. The local o o
board sete the Eﬁén;ing ﬁarameteré, the prov:ncle] mlnlstry recbnnende
t he nurchasing prie?ities, and the teacher s wgrk in whlch dlalogue \

~

and reflection with other teachers j¢ already disc0uraged, becomes -

further intencified. .

In our fourth conversatitn we extended our dlscu5510n of beung
®

managed te fﬁns'der the changed role of consultants within. the context of

fmplementing the new social studies curriculum. Mary indicéted that

2

’ S ~ ' a .
she and Jim had bee talking recently about the way that consult@ants

seemzd ne 1 nger te he helping on the teacher's side,' but Yather
e ‘nq the interects nf the department... This impression.Had come about .
. J
?s 3 fesult of the tightly. structured inservice programme which “\ ‘
. o LY .

rrevided Titrle opportunity for the informal contacts that had

-

rrevicecly bren enjoyed between tedgchers and consultanfgl as well. as the -
W' onte’ jeeming tacit support of the preposed achievemenY tests.
- . we haven't had much contact with the consultants
eéxcept at inservices. Except Jim and | bad requested a
few t!'kngs we wanted, or we wanted to know if they had

taken a position on these achlevement‘tests . . . we were
quite fruetrated because we couldn't get anything out of
them . whrthar that's fair not I ‘donh’t know. 7

[one of the consultants] has indicated that very much
ta'e she saw herself as heinn a teacher advacate. .
v f el that bernise of her ~fforvs [the depar rmenf]

N R
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s’ more willing to allow [the curriculum materials] to be
used as a resource within which teachers may pick and choose
as they wish to.

What you're saying is something different . . . .what [this
consultant] means is not so much a teachers' advocate, byt
what works effectively and what doesn't. . . .

&>

fal8

M . . . Because the consultants this year have been so busy with
the inservice, we don't really have the kind of contact we
had before . . . it was more personal [before]. For myself
that's' what.J liked. If he had an idea, he'd bring it over
But this year, because these people are so busy, we don't
have that same kind of relationship They give the ingervi-
you meet them there. (Conversation 4, 14-5-82)

Here we were drawing a distinctinn between consulting ac
stapding with the teacher. and ceeing the tach thkbugﬁ the teacher's
eyes and consulting as merel. alrering ministerial cutputs io such a

'

way that m|_;‘r'| be acceptable ond woul? 'mr k' with teacherc Adyocacy
v

fer Mary had a2 differ qrr mg ot fhar hald by the coregltans | ha

heen speaking with earlier,

Our conversation at this peint was also indicating that ther:

was a cerresponding tendency *e men2ge the activities of corsultsrr-

e well ac thacr n!' tearhere Th'c terndeancy vace rhgping up i s
Qvnw:v\q alie~a"rn ef l*nngulta' te 'v(’m tn:r'lwut In thig fina)
v vercation we “plored otter wa ¢ that the ip veng"»q ratirng!

of rd :at; Vit e -"v'v;nq to e o i e‘v"]cr'7' e "oome gy iu"u‘
¢

20t i gy ! o Tate pili i mrey o o . : the Vie = ¢ Ceay byt

toceg i ' @ peecihto fo t o he ¢ ~at ac ety

"hecor e L
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Theme Five: 'Discouragdng signs: - the tendency o{ the Achoot Ayu:em
Zo fragment and cont/w!. teacMng

“In our mutual questlonlng of the nature and sources of the -
limit situations.which teachers were experienci ng, We agaim brought
up the subject of the'ach?evgment tests which would be administered

to grade nifle pupils. Mary initially raised the topic in this

conversation by way of commentfng on the recent news that the testing

programme had been delayed for a year. This comment led to an
fatereating ceries of associations.
M The tests have been postponed thi< year, did you know that?

! Yes . . . it seems to me that the reason for poétpOning“
them'wasn't the reason we were talking about before .
straight logistical kinds of reasons instead of any kind
of serious questlonnnq Aas ta the prudence nf trying to test

the whele curriecglgm -

iy

The danger | see . . . is the technical way the [evaluation
people] approach their task . . . The curricyulum is a
concrete manifestation of an aspiration, as such it is <o
much less than the actual desire that motivated it [and]
you can never test all that is articulated. It's so
reductionictic!

M Some of the people ['ve talked to in the turrnculum branch
are quite worrind about achievement tests which are -in
anather branch, the Studenf Evaluation Branrh

Cnnv;'<arion three has been a real breakthrough for me in
terms of my understanding of implementation. . _ | It'g
almost as.much about organization theory . . . Here you
have two groups in .the Department of Cducation . . . we
reify these very Wrtlflcaal [ratlonallzed] crnstructs of

human thin' irg in gavernment departomnt s S o own

f LT T 5o {,-u,\/] vprtvlr'nr‘ had
. r

I svppose Tf var're in these'positicre vour rale is tn

' Pioroet ey dlreetiver

> . A 8
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for the ﬁvig?r\'c of cantinl Ayer ter"rhil\q.

the way that oraanizati-nal thenry hnag uneritically app]iedl" system«

5

T You do your job, but who's in power? We as a society are the

powgrs that be! ‘We have these desires and put pressure on

the politicians.

a programme is set up. . .

M Do foh think that's exactly right? .
that be, then why are these things being imposed on us?
Because we haven't exercised our power [as teachers] to say

that these things are detrimental.

society as a whole or certain segments
vacal and used their power?

! I think it's &he latter

that politicdhs react to things

if we are the power-

The politicians react bureaucratically .

Can yo say that it's

that have been

i

pressure groups and the ay.

. There

is not a

ery

good forum to be able to discuse [things 'ike] back to the

basics in a democratic iway .

in

too far in 5 progressive direction, that'~ b-ing "eard.
the present govérnme~t has an incliration in thas

an

g

.

the political

arena,

hecause

.. pressure groups get ‘héarA
hoyw te da jt.

rthey know

a demand for standards and a reactior agairst moving

we |1

((r\n‘/or:::rir.-\n I‘. 1h 582)
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fo it, at least this is the Qay | inferpreted {t within the cbntexf
of the conversation. My point about the prob}ems engendered by a
ratlonallzed exlstence is.not necessarlly lost in the flow of talk,
but is built upon by Mary s c;;ment ”do you think that's exaetly
right? . . .'" In this way we each.coht}nue to;conversationally
build‘a shared reality rathér than attempting to win a point by.
deve}oping a cogent arqument . Dfsputation and conversation are-both
forms of dialecrie.' However " as a more friendly form of dfalecticp
conversation seems to be a mqQre apn'nprlate way of brlnglng to
language a <hared reallty

Our conversation continued by notieg further ways that é‘
ratinnalized contrnl over the curricilar and instructiona] processeé
was co-opting the talents of innovative teachers who ha&'Beeh working
antonomruysly, One examplelwe referred- to was the Cenada Studie;
Foundation work which had brought together teachers to worl on

o T"um development .

-

Project Canada West . . . had a decentralized view of
curriculum . . . when the government embra es this idea,
it became changed and re- centrali-rd anaip hecomeq
product orleanted

! Process is an important idea that came out of those
proiects, which isn’t under-~trod very much by bureavcrati-

thivking. There alread. is a bureaucratic orocess
you take thess products [of curriculvm da elopment] and
put them inta the hureaycratic mill.

| was talkina te [one of the original I'CW consultants)
he said that 3 lot of the teachers who were working at it

came away teally quite cynical . . . because nf their
experience of their material being’taken over by the Department
«f Fducation. (Conversation &, 14-5-87) S

Vosy ay !

the erd nf thic final ¢ nversation we algo briefly

Home 0 ahar g T U i b g Ay iodividials



o IO - 195,

into séparape functjoqs,withinpthe larger educational éntérprfse.' Thé_
following excerpt is aﬁ exaﬁpleiof how our conversation was,calliﬁg-to. a
mind further instances of fragmentation, but within our cfiticisﬁ we

were searchinqlfor ways to bring about cﬁange*withbut cdnt}olling o
‘manipulating others. | recalled an experience which Mary had

felared té.me ea;]ier in the vear in which she told me aboﬁp

attending the annual meeting of the National Council for the Social

Studies in Detroit.

T You mentioned about CUFA [College and Uriversity Faculty
Assembly] how they snoke of teachers as ''they' .

M That's one example of other people who are no longer
classroom teachers. The: are consultants or in the
Department of Education. They become removed from th~
classroom and evperience frustration ' meap 1 get
frustrated with rgarhpvt too

! it's really easy from my perspective [criticizing from
the university] to he removed and see all the 'problems
to be Aown an the bhureaucrats an- side with the
tearher c

H There is quite a division depending on har ynu are
whete ie the melding 'f these g1 oup- 1"

You alicet thingl ghat 't hag gatten ta bhig foar o~ 4o

‘\:\'\1‘19
it as " ind ~f a ne2t experience b i~ re pat' tivez 'nd a’
the nni "sity part time last year P AR L B IR

v - (v ar ntinn q, 14-6 87)

At thi- poit e Adigecussad snre of the detaile < f the ratcan

whichk Hery apd P ba ' baan el o We the 1n~ Led at the potential this
€ype [P T U a0 T ter e aa et Tap
T o P H(vr)* ‘”F 5((7r| Caned oy 1o yda ’ ' e e

a o i



M .| think you're much more conscious of what you re doing
nt raised my consciousness about tfying to see [the chlldren]
in a.-more human way . . . I'did a lot g% "those things before,
but now | was more conscious of it. Them you do more things.
to bring that out . . . You are thinking consciously about -
what you are doing in that classroom, notganly the lesson.
“plan or what you .are studying that day, but ithe relations
in the class, how tHe kids feel _they're a part of the class.
(Conversatnon L, 14-5-82)

OTJ»\ >y

Prior to this particular reflectlon on the wayuln which our
studies had\changed our own outlooks on teaching, we had been

questioning one another on how we.might personally andmwprkfng within
a community bring about a new attitude towards the procesé of human

change. | remarked on a meeting | had attended with the‘consulpants;
and some outside nvajuatorc 6( the inservice:proqramme; Thé céﬁ;;'
sultants had‘been criticized for their excessive '"messianic' zeal

in bromoting-the new curriculum. Mary replied:

M I wonder if | wouldn't do t same. . . . What alternative
models do you see?

T I'm very uncertain about the messianic view. . . . A very
important component in any community change programme. is
people reflecting on their situation seeing what's making
them unhappy in that situation and tryirg to devise ways of
acting in order to change that situation. |It's necessary
that that's done in concrete sitaations,

So.we look at the Alberta social studies programme, we have
to somehow get back to ‘the roots, to the motivating force
for social inquiry. What does social inquiry mean? That's
where | have problems with the messianic view. .. . . a
reflective attitude in your own life has to be there:

We have to ask the basic questions . . . you can't -ask .
them in generalttues either. You have to ask them in very
concrete situations . . . This is why | say the messianic
thing might not be a bad idea, provided you have the right
sort of attitude towards it. . . . you say "here. I'm showing
youy anoth&r way of relating to your students . . . and social
studies. ! ’

We can se- why we would want to change sowial studies. We
both wert throunh the “ane damn thing after another' school
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of social studies teaching . . . you have to somehow keep

;in mind the impulse that sees the need for change . . . but ,

you have to push off the technical implementation of it and ) i
re-capture the original spirit. (Conversation 4, 14-5-82)

Mary also sought out how my personal actions would be

altered by those insfghts through her questioning of how | might now

. . ' ’
teach undergraduate social studies education students. 1

M You are gbing to do }he undergraduate student teaching. Are
© you going to get those Kids to reflect when they say ''give
me the goods!''?

T You have to do- two th?ngs . . . on one hand they expect you
to be able to tell them something . . . they have to know the
inquiry process, the provincial curriculum. And they are .
going to ask questions about discipline and things like that y
and there are things you should be able to say:

[But] . . . you have to get at what motivates us to teach
teaching is not all_technique, it's also a vocation. 1've
seen some interesting ways of doing this [describes a nursing
education programme which includes descriptions of nurses

caring for patients as examples of what it means to be a
nursgl. 1'd like to do that about teaching. (Conversation A,

14-5-82)
As our conversatlon progressed we continued to suggest alterna-
tives to a managerial control of‘teaching, These suggestions were never
articulated in the form of a prngramme or altoinétiva plan by which
teacherc could hecome mrre autonomous in their daily work with children
%ather‘. we terded to put forward concrete evamples of practicec and i
posgibilirie= for actien which would encompass nur hope that changers
and improvements were possibla in tearhing, but wgich would extend
ratﬁé; than limit the freedom of others. Qur critique oé technical

. ' —

control was sustained Ay this hope. The dlfflrulty of . the struéqle

| AR
v

: : . . far .
to develop, cointer examples to technlral practlce <howed how depp vl e AT
N ="
Lour thﬂk@”q abqggtéphool change was lnfluencad hv¥: the tevhn;cad Loem
. Wi A ,f@?g ot SRR 1:'* ) @

language of systems ceontrol and oroan'zatuon
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Chapter V

REFLECTIONS ON THE RESEARCH

Introduction

in Cﬁapter-lv the participants.in the conversation- about
curriculum implementation have spoken about their work as teachers and

consultants engaged in :mnlementlng a new social studles curriculum.

Viewed functuonally, there is a difference between the roles played by

a

the consultant and the teacher as the consultant guldes the teacher

o

through the intrncacies of the new curruculum in order to put it into \

practice. But acceptlng the separateness of these categorles risks a

-
NI

reificatioq by definlng these people in terms of their function within
the formal organization. This is an assumption of bureaucratic

rationality which ls‘laid open to questioning by the conversations.
Behind the ostensive role differences, there lies aveomhonuinterest

of both consultants and teachers as edurators interested in helping

°

children to grow and learn. The school is their work place. In a
mare essential way, curricolum implementation is about how to make
the school as the work place for educators a more educational place

for children, .

Hermeneutic conversations with participants engaqed in the '

implementation of the social studnes curriculum have allowed a

vom

questuonnng of both the prOJect of improving teaChlng and the way

W

that thns project is undertaken tf the workplace of the school In
: .

198




e

199
the questioniné, which conducts tﬁe conversation, implementation
appearsgrot only as ‘the obj;ct of research for the participants, but
also as the ground of practice from which the questionind begjns and”
fo whi;h it always -returns. In a sense, the conversation is the life
story of e&ucato*s Qho tea¢h'and implement curriculum. At the same
“time, tﬁe project-:and the activities which océur under the name of
impleméntétion become an obfe;t of research as ﬁHe participants
distance themsglves from their work in the conversation. Nor is
implementafion only an object for me as a researchér in curriculum.
As an ed;caror; | todikhgaqe with the participants invavreflection on
practice for'fhe purpose nT.improvfng practice. ¢

In our conQersations we point to the relationshib'befw%en
curriculum implementation as an administrative strategy for bringing
about blanned;change and éur desires as edueators to do a better j9b
helpiné c%jldren. The motivation fOT’the schéol as an institution
and.for the7educator§ who work there appears to Bé the séme. the o o
.differenﬁe seems to fie in the differeﬁriared functions of the
personnel | The’administ;ation possesses the responsibility and
antharity for planning and enabling the change to tale place on
hehalf of the schon! sy%fem; while the ;eacher's fun‘tion.is to
fnt?'P;et and apply the plan at the classfooﬁ 19991. However, the o
convarsatinng indicate that thisg Sv<ted"rationalirv is contra-
dictory in practice. Curriculum implementation &8s a managerial
respnnsibil[ty is carried out as a rationally planned action having
clear and exb}?cit aims and strategies whi;h are consistent with the

defined goal. improving « Iassroom pracrtice for teatﬁers ie alsae
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¢

rational, but it is a different form of, ratienality The aim is not

as explzcut and the strategles "cannot be so clearly mapped out 36 

~
-

advance. Teachers experience thelr classroom sutuatlon as a concrete

and complex reality which requires many dally accommodatlon§ an

adjustments in order to bring-about change.

-

The source of the differences between managerial and'peda-,
gogical interpretations of reality appeqré explainable on a theoretical

level in terms of the differences between technical and practical -

reason referred to by Habermas (1971a) and others. However, for the

participants in this sfudy_this difference is often experienced as an
alienating and contradicfory practice which intrudes into manylaspects
of their working Ljves as educators: The first gectfdn of this final.
chapter is a descrlprlve analysis of how the participants have.J
expressed these contradlctlons through conversation.

The conversations themselves have focussed on contradlctlons in,

\

an effort to locate that which is questionable wnthln currlculum
implementation. Gadamer notes,thatwgénuine questions arise‘from a

. . o -
negativity of experience which "breaches the smooth front of popular

apinion' (Radamer, 1975, p. 329). Elsewhere he states ""experiehce is

-

evperience of human finitude' (p. 320). .

Vithin these hermeneutic conversatiohs, we endeavoured to come

to an agreement about the meaning curriculum implementation has for us .

~

. - » .
as educators. How do we as participants come to understand one
" another's® intérpretation of curriculum implementation through, conversa-
tion? Understanding does not -entail entering into one another's sub- ~

iective experience. Rather we rearh agreement.about curricultum
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implemenfst[on as ghe object of cpnye}safionfby bringing to langquage
our knowl;age_og schools as they are. This is a knowledge.which we
already share as educators. The conversatlon, carried Forward by this
obJect makes poss}ble understsndlng 'as’'a fusnon of horizons yhlch
domes about through language (Gadamer P 350) A Rermeneutic under-
standlng of curriculum lmp!ementatton, in the sense of seeing ourselves
in our situation, comes ab ' through a reflection on how we talk
about what we do i@ échowls. In this way the féchnically oriented and
bractica\ly oriented t;;d t}Ens,which co exist in the lanauage of edura
tion.are allowed to speak again (Gadamer, p., 4i4),

‘Working in the School System: Hedlatlng

Technucal Control and Pedagogical
Concern

Lortje (1975) and others have noted how teaching is a

fe]atively briQate form of work, carried ouf in physical isolation

. : . ~ .
from fellow teachers allowinq little opportunity for observatione and
discus;ioﬁzw{th cnlleagues. This condition changes somewhat during the
imnl;mentafion of a aew curriruluem as a t~acher's worl becomes the obie-!
of attentinn fer the purposes of alterino it. One of the effects the
failure of the lecoayrh; develrpmeint and dissemination (R. D. and.D.)
model of c;urirnluvn change has been 3 new interest in the tearher"'.s
craft and how pla;:;fa‘ classionm decisions are made " (C1ark and

Vinga?, 1977, 17R0; Dnyle and Fonder. '977). Interest hac alsa

been sparked in the differences between a teacher's craft and tech-

i
A}

nically planned innovatians (Unlcatt, 19777 House, 1979). Certain

n . v

insiqhts intp fgeror;' py‘ac”c;\l lnnw]pdéy%’ are accrerikle tm r»b.iecrive
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investiéation? Dbyie an&vPonder (1977), for example, have identiftled
three factors whnch |nfluence teachers' decasuons regard}ng the
pngctlcallty of a proposed change for their classroom.sftuation;
instrumen%ality, congruence, and relatgve cost.‘ o

However, most investigations-of practice in CUrrfCuldm-researcH
ﬁﬂare carried out in a technlcal scientific mode»whlch |nf£:ds to’ obJectlfy
the practncal ﬁtself in. order to render it suutable for |nvest|gat|6n
The esséntial meaning of gractice, which is not in itself technical,
escapes this research. In his discussion on Aristoteliaa ethics (1975,
PP. 278-284), Gadaﬁer points to the difference bet@een making';nd
doing which is not appreciated by modern technical science. Techne,
belonging: gé the sphere ~f making (po{esis), is the attltuge of standlng
over against objects for the purposes of (re)production. Practice
(maxis) belongs to the sphere of doing‘(phnonebib)‘and‘if is the
ethical attitude of doing the right thing in concrete sitﬁatigns.
Becadsé practice involves making ethical decisions, the actor cannct
assume a 'scientific' non-self nmpllcatang obJectivnsm. Understooa in
thic way, pr;ctlce cannot essvnt-ﬂlly be grasped by usunq techn(cal
means of investigation:

My celaim i< that it ‘¢ rhaliv)ﬂ relationchip between tech-
nically mntivated actien and practical r1eason which constitutes the
meaning of curriculum implemantation in the work of educators. The
lived AiffGVénées “;tween technical rationalirysand practical reason
may be apprehénded as they ha;nme apparent in thé form oﬁlqontradictioné
which emerqge in the conversations abourt mlrriculuﬁ Limpiemen‘lfa._tnioh.

f

Throne k’.inds nF r:'u\ryad:r_-t;l\nr qoanm b ."-!‘"9 sy lacad ;H our

202
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‘questioning. These three are:

’

1. A contradiction between inquiry as a way of feacﬁing/

learning and inquiry as a model to be implemented.
2. A contradiction between teaching which helps children 1t
grow and déVe]Op as persons and the frrv v ion o sncial c“!d:ﬂg as

P

helping te produce good citizens.

3. A contradictiaon between education interpreted as enlorging

one's understanding of the v T4 and ot L Lo apl= e aerd iy
to reach specified outrome-

1 Contradiction between inquiry as an
Attltude toward Teaching/lLearnin 9

and nquiry as a Model

i

Contradicrioneg between social inquiry as an a*titude tow-- '
the wdy Jearning'shnuld t~ke rlace and social inguirv as a thing
which rould be identified and ‘mplement ed rhvnuyh a series of plan.r!
o .
wOlehODS' i"ﬁgan tn eurface ne e roveercad abpout the relati."\l\c’iip
het yeen the mode ! {ny Sockia] iv\r‘u;yy (cere Tingre ]) ;-)r\.d iy\q“i’y A
“tyle of terching and learning. T'ere wa- 3 g-nrral agreelr

- s . : . ; . .
amonnet the (~orticipants ’an"“"' the ra 1+ a3': A creinald Py

Neqgardlecyg of their pact fari]? Aar ity Vil o h P f tendc ol gy t by
o

3]' aPhrPri-.'nd t' i'T‘l B N tho f to ot ':"l°rl RER e e
toeo car oy oot e 4 ' v T (TR A 7ru|rv'~"V‘|' ot
fove 1ol e 1r

Hee te dmplasent =acial in ' fooa wav which remaine
tbnn?trpnt R e - I A AR T f nrroapriate fparhing is highly
pred emarie deot s ne. radiculye. A s reacter who feels comortable
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the, rigid portrayat of inquiry in the form &f the model is somewhat °*

unfortunate, but perhaps necessary (Mary, Conversation 2). Jennifer

, ) o " . V .
is more blunt infﬁér criticism of the way that the social studies

curriculum has tended to transform genulne social inquiry into the

appearance of a step-wise passage of students through a raiionalized B
I'~=ess reaching a predefined conclusion. S

Kids are béing given t questions, manipulated to feel some
emotion about the question, and to.explore it to come t‘lﬁn
~n' that somehody else has already decided. (Conversation k)

I their efriticisms of the way that social inquiry is repre-
sented i the curricylym, Jennifer and Mry also imply a sense of what

inyeivy i and wvhat' one drec whean teathing with an inquiry oriented

.

attitgde Inquisy typirally facysees on “ome =ocial issue which is

1teninfyul god worthwhile te in =ctiqnate. The result. of the inquiry

* "nown in ndvanece, If it vere, why shoyld inquiry be necessary?

a1 v and the consnltants <ee themselves as already having been

Ptiarodiinte the way of 'eachiiqg and learning through, cocial inquiry.

el 4

""vogedt Thed . an thea othar "d, reqg v d "‘”'FSQI\)”" ag initistag being
Pt el - to s° r"l\;wq 1y Rt n- an ;'\:"ﬁ;", F'tad alen sensesg
'hat the proces e cnted G othe curriculym ie not what he unde:

starde v ~obing v be, T~ made! Jonks "compute: - like™ and too.
. k3 - -

v

ratioenl o his students (Fred, Copvergation 1) He is willing te

All-w that thie mith be hat i-= -v;oavwf [ feve T al ;"’]“;"V, but it is

"

ot iomPfhir\i appr © ote

' [N

1l Q,-lu\o] St“dpntg whom hé

"77 jun:"

3

hohew LB R PRI S BN r

Pinda {a coneyltalit) and tir (3 tea-~char) pe-sint-d fgor a time
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hetween’inquiry as ‘an attjtude and inquiry.as a model were solvaSle
through technical means. Linda gas energetic and aggressive in seeking
out-ways of hand\inq the:many facets df instruction requiring attention
for successful implementation, bilt :ﬁe felt frustrated because .time
for inservice was running short and resouvrces available for consultina
-
would be a cit back in the aoming year. Jim was experiencing similns»
logistical barrirrs a= a teacher whe had cubiect area ‘o-ordinatirn
responsibilities. He no longer had the time teo attend the many
incer -ices teing nfferad a “arinue agpecte f the nevw corr i lan
Equal'y di tuibhing far hiv we tha digooyery that come o f the ot
plans we}g :“nrﬁ'npriare fivr the children be was tearhing (1im
Con.pr ot inn ™) Quite ap vt Fram these logistical prablenr, inda
aned Jim s era algn heaginnjoa 0 arbqow]edqo that some aspecr ~f inquir.
tagchi~g «hjc' yere nates nry Tor sneracszfol implementatinng were nr”
inggry' able "inda, fer cvample o averired that both intellect and

feeling were re vited, hut thap- o om i 1o i qgyae fap o i o

[ B (L?'d=~ Loy mrea’ b [

e ~"orn;ﬂ7w B o N Attonal e A "'itlf‘rl’a’-‘-r".’:t"v"' o
reve tes ey by poeme e | [ AT TPE P e 'he R I R I S AT I FCoe e e Vg
P Ve e [ Fhio thye o 3 y <che 1 ey teom voqufra" "yt t":‘" Wh;fh
[IVEe ) te b by Ip_n'v\'pd hp sy i';r\r‘ i ~et e @ :_:vw‘ th:)l oot '~;§] [\' [
oAt by b L B T N B AT R AR AT RS SRR B BN S AT B N
'\H'y"(w{ out H (‘l\‘n[ teo:r | I "-n'ir‘?ln' ]p remtvr e viey s made AL nal ":“\'
oy rovincis! eque =0 o v s b iy dieas Ty the taaplementation el f

¥
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educptiona1'researth.literature,5upborted by,démands from_teachefs;

that inservice should accempany any carriculum chahge. Thi§ research

.and these demahds were nnfluentlal in develop|ng new government~pol|cy

e
A

on .inservice. .Ihe*recommendatloﬁs of -thé. Trlpartlte Commlttee on

Inservice and suggestion§ made by the Alberta Social Studies Teache?s'

¢

i
Council were included for the first time in the planning of the Mentor

inservice programme. The result was that the inservice wasﬁconducted k

o . ]

in a colleqial,fasﬂion, i.e.. by teachers seconded'from thg field, and

the cessions were structured so that teachers could select required

fnenrvices from what was termed as a ''menu'" of - possnbllurles

The meanfng that the recommendatlons regardnnq inservice have

for the participants in practice and the way that thése becaﬁe

evtiacted and cystematically applied as an inserYice policy is

instructive. In our second conversation Mary, described one exceptional

inservice which took place at Northern, in which Linda and another
consultant met with Jim, Fred and herself. The meefihg was at ‘the
request of the Northern teachers who felt some uneasiness with the

“resnlving the issue' portion of the socnal |nqu|ry model How one S
e - [ - Tt 2 < - g eie

c' . -

resolves issues in the social studies classroom was discussed with. & 07

SRR ~ © -

each Ber<on” sharing . Tdess of “mar th|§ meant "tothenr and how: it was f -

acromplished in fheir opwn situation. Each of the-participantS"Seemed' ‘ ‘j : e

ter find rhis’lxperienéé valuable as a source of supbért“and as a

Qpnqv:arirw\l Al ddear for teaching (Mary, Conversation 2; Linda, .
Ffenversation 3. Within thie meeting, teachers and consultants
encovyntered nne anrther ac (O]]eag”?c and particip#ted in -] kind Of

inqreiry themselves regarding the meaning nf social ssue resolution

v ' . . . -

.
P ]
B
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andjits application in their teaching. The meeting was appreciated

teaching by means of discussing

as kart of a process of improvin
cpmmon ‘concerns and mutually déveloping interpretations of the
urriculum prOpq;al. But linda noted that meetings of this sort

v
were rare.andnbecomiqg/{;creasingly less possible (Linda, Conversa
tion 3). //////
“As valuable as these encounters are for teachers, their
" application .in practice in the schoeol system was being discovraaed.

Fullan and Pomfret (1977) note how curriculum implementation needs to

be underctond as a procecs rather than as s3b event. Diane indicated him:

she believed this to he true and how <he would like to see this notion

administratively supported as she warties out her job as social studien

supetrvisor, However, it is difficulr far her to achieve support for

this interpretation of change within the schonl board bureaucraty.

Propocale for inservice require budgetary allocations, clearly defined

strategies and predictahle results, 1t ic difficult for Diane to

define and He}énﬂ thevﬂiﬁa @E Hiaiogue.wiifﬁ she fe%ls'is iedbf?ea;
to the Yureaucratic hierarchy ~f ‘the Bhard office whirh % i~?6nvbﬂ
tyin de comtroltling }hé <V¢téwv(Diane, Conversatidn 1),

The imprratiec of yesponsibility and contral c-e thioagh
migr b ! nianﬂ:ﬁ rail abaut beg @nyp, On ; broader level theaze mny
algo be seen i the way that the application of the racear«h e v -

datinne fer callaginality and responsiveness to individual nreds

he omas transforned hyv there hurean tatic imperatives, The launc' fo-

el b .

e e . . .
- . N ‘. ] - & - . ’
ot the jpeervic prag amde cequic el A Tlane Veeriens nt unpkebhinps
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a preconstructed rbtionaljzation of how teachers come to learn and

: , i
'adopt new ways of teachlng in order to promlse predlctable results. )

=

Preductaba]nty was made- necé%sary by the requurements of advance
p}annung. The bureaucratnc.umperatuve of control also requires

mechanisms for accountability. These imperatives of predictabilify,

accountability and control served to place an incfeased/gﬁrveilianée
‘ R <}/ - .
and structure on collegial relationships between consyttants and

teachers. In our conversations, it was noted that despite ‘the

presence of more consultants in this implementation year (over double

the number in the citY théo‘ SYS't'el"n). the»teacﬁers ln’ow saw Covn-

-

sultants less often in collegial situations. Communication between
consultants and teachers now took on an increasingly structured form

at inservice sess}ons in which the topic‘for discussion was’already‘
established according to a pre-arranged schedule (Jim, Conyersation_Z;

PR

. : P . -
. The great attention given to help teachers implement social -

Mary, £dnversaxiqn42;-Linda;5Conversation 3).

:nquféy was'al§b‘téndjng'fo‘c%gathyazéreétef degaﬁe of managerial con-
tenl ovei the consultants’ and the teachers® time. This increasgq
structuring of time was actually serving to hinder inquiry rather than

helping it. Opportunities for meetings to de)iberate on the change,

curh as the one which took place at Northern, wrie bhecorming ‘“C'°355“9]Y

rare, allowing few possibilities for open-ended inauiry into the cnrricu-

lum change itself. An undprstanding of thig emerqed in many ~f the
vcnpvpvsaf\ons as. thm 1mp|€m0ntat10n became lnnked to other external

controls which wer» dvvnlnptnq (Fred Conversatlone 3 and h; Mary.

fonvarsatior 2, ' 4! -ryss these further controls more fully below.

D e e ,fi




"2, Contradictions between Help'ng,Chlldren
and Cltnzenshbp Productlon '

'ﬁltraaitiongl rationale-forltﬁe Fnc‘usion of social studies as a
'§u5ject area in the schcof'cdrriculuﬁ i; the role it plays in citizen
‘education. But beneath- the rhétoric of the fgnétion of social s&udie;,

theré alsé lfés a contradiction between this rét{bnalé stétément and
the meanlng of teachlng as a pedagoglcal act:v%ty of lnvung and working
with chnldren.“ In order qO mget |ts-mandaée for cftizen edugation, the
ll98l curriculum eiplicitly indicated the nature of good citizenship

éﬁd presented teachers with a pian‘for producing this through the
se!ection of appropriqéf topics of study and the inculcation of r%e
requisite skills and values for the procegs of social inquiry The
appearance of a con5|stencv of purpose is very important |n the writing
of the curriculum document itseif and in the creatlon of the
accompanying unit plans and Kanata Kits. Important objectives are
identified and separated into knowledge, skills ané values at each
grade level. A chart appeared at the beginning of the curriculum

éuide (p. 2)-sh6wing how the various social scierces are included
within the various topics A gecnnd chart shows the crnpr Al glahal
ctudies in the curriculum (p. 3) .

The uncertainty of the rasylts nf teaching stands in contrast
to the consistency of purpose portraved in the curriculym documents .
L&rt?e'S'(l97S) %tudy indicatPs that in the mids; of this uncertainty
most teachers find the rewards of thait work.in the ""'striking succgess
of individual students' (p. 121).

‘ The vnn;radiction between producing citizens and helping children

v . e
ic rafllscrnad in the work of the participants in thig study. Irv eving
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conversations Jim seemed to feel this contradlctlon most keenly as o

his language conveyed a frustrated sense of be:ng caugh% ln the

middle between currlculum expecfatlong and h|s dailyiexpefiences withi-“

~

-

the children,  As a conscientious teacher Jlm was honestly attemptlng

to do what he understood was expected of him. Good cntizenry was :

defined in the curriculum as being’a_socially aware‘person! skillful

in the methods ot social inquiry, respectful of other's views and
knowledgeab]e about the community and the nation. Jiﬁ'attended
inservices regularly to learn the appropriate techniquesjforzteaching
.this curriculum and made use of the recommended unit 51;65. "In class-
r oom practice; however, the results of th&se efforts were discounaging.
Often the éanadian content waSIUninteresting to the students, yet at

the same fime he noted how teachers w ublicly chastised through the

news media for failing to produce tudents who were knowledgeable

about their country. In anothef instance he indicated that the

children appeared to ignore the skills of rational sociai inquiry —

for his classes which were not addressed by the curriculum.

Where this contradiction tended to discourage Jim, Linda
worked hard to resolve it through developing a sample uni® plan_and

by conduc¢ting appropriate inservites; She saw this work as being

. e w ‘e

vital for the future.

. students are’ not g0|ng to be. able to deal thh tHis
' ever-tncreasnng volume of: knowledge that s goinq 10! .COME ; .h,i.l
: at them . . . we have to glve them some: wayof dealing wtth
JI Car; t‘ney'll be swamped (Linda., Cbnversatipn 3)

ln much of tmua s tonversat:oos she’ sbowed a camplete clarlty of both

e e e e ia e L w w e e e O TR T v._ﬂ,act.,.q..rm_.-s,.... “ e
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‘:~execut;on was; at- txmes, frustrated by resustance from others and

', by Her- own percerved lack of communLcation skills. The.other two
"teachlng and the producbron Qf.children who were. good | cutlzens and con-

apprecuated the contradtct:on as somethlng of a practical dlfflculty,‘
. . L o N

".whuch they reflected ‘on and also attempted to mednate through faceto facé,‘

20 N N

o

the ‘ends and means of‘citizen educatﬁon)»a'clarity*whcse successful

consultants expressed cencern about_thls contradnctlon between

©

scuously trled to avoud lmposing ‘a way of educatunq on teachers. They

*;u»o-—u - qn1 - s wan oy e _.‘»w LR I Y @ & mdwe

V
Ly. But they experlenced frustratlon with. the lncreaSIngly few ‘

0
opportunities for dialogue with teachers whieh would allow for a

mutual interpretation of the’curriculum‘change in the light of
teachers' situations (Jennifer, Conversation 3).

As teachers, hary and Fred were somewhat less frustrated by
g r s | “ ) -

i 4

the'contradﬁction,between explicit expectations in the curriculum and

their pedagogical eonéern for children. Perhaps because of his Iong

_experience; Fred lmpllcntly understood that the hyper- ratlonality of

the curriculum model is not meant to be assimilated_by his student;.
His pleasure in teaching comes when he feels he has taught something
worthwhile, such as in the object lesson contained in the roleplay of
the policeman and driver (Fred, Conversation" 3). And he is gratlfled
when former students come back and he sees that they have made their

way ‘in llfe (Conversatnon"#) Hary fee]s confuqent that she'canwhelp . Pt e s

L )

her students ;o be unvestagat«ve andothaughtfﬂl" Thns 1s a more - g';.t{; L

genunﬂe-meancng of good cntrzensh:p for her- than that expllcltly

'-q .
.r‘ U
.-'!"‘

conveyed |n the obJectlves of the cuTriculum or: nethe-demands;oﬁ~fl}3;;: 5}ﬂ;3 ;;515

. —en . 3 . o
[, . o ) ) e e »
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.the news medla T T o "::f  _l:; - };».
. At issue for Mary and Fred is the confldct between pedagoglcal
ar d admlnlstratlve interpretatlons of the currlculum. They can, for-
_ practlcal purposes, reconcnlevthe conttadlctlons.between the OfflCla'V$‘L7;;~;":

currnculum and %edagogy at the classroom lével by selectlvely readrng

the guldebooks. Moreover Mary holds that change may be possnble if_

N

there .are more- opportunities for“unconstralned dla]ogue between the

— 1 s
3,-’

eachers at Northenn and wnth the consultanbs (Conversatdpn 31.; But the'
V powef of admlnlstratlon to 1mpose ltS lnterpretatlons at the c]assroom |

i - . s

level was becomlng more appafent Llnks are made by Hary and Fred

between the maantude of the effort to Jmplement thlS soccal studles_ N

: -
Tt Sl I

curriculum and the .growing emphasus on the management of Schopl L.
outcomes through.external examlnatlons and school- based budgeting ' T
(Mary, Conversatlon§ 3 and 4; Fred, Conversatnons -3 and h)

Fred points to this conflict of‘interpretations in,cqncreté terms’whenzf

he -poses the notion of test validity against fairness- to students
' | _ -3

(Conversation 3).. fest»validity is a’%tatistical concept-whereby

the technical application ofva test may be adhinistratfvely instifiedf o “’
whereas fairness.is rooted in a pfactical, ethical and situfti%naf
,deciSicn by the teacher. One measure of the relative bewef of
interpretation; is the exrent'to which'the arguments for'fairness:are

°

accepted as agalnst bureaucratlc arquments for validity based on

':Tmperat}ves of standatdlzatlon and control

ea
'
.
'




3. A Contradiction betwé€h Education. ag. : ¢
-~ . Having an Enlarged Understanding and '
Outcomes Based Educatnon

e
a

“The third contradiction is a more general one related
_to_tHg overall theme offdichotomies which exist between the
techqicél‘rétioﬁality’of éurrichum'p]ahrTng ‘and tééchjng as a-

,pdaCticalupcgiVity. Here a contradlctnOn may be |dent|f|ed between.

'| 1)

-y e

téachlng-as part of‘an ongoung process of educatlon ard teachlng as '

.a kind of strategsq aCtIVlty whnch is ortented towards specnflc goals

L
-

: haveyporntgd‘qyt ln-Chapter.ll that there ts-a‘natural

‘e RN S

affihity between the ways that a bureaucracy rationally pltans action -

boe 2 e

and the technical~rétidha1ity'pf'the traditidnaT*Ty]eriah—type

\

- edrricutum models.. Within theéé-ﬁddefs;téaching'becamés re-interpreted

as the.applicbiion of techniques to reach objectives. The educa;fonal

talk of this rationally planned action easily adopts technical meta-

>

-phors borrowed from the militaryr business or medicine (Johnson, 1977).

~

) s
An appreCIatton of the ‘hold- that technx;al Janguage has on us caife *

.through some of our conversatlons es we' attempted to formq]ate a}terna-
tive ways of-seenng teaching and learning, and more difficult stil],
other'visi&ns of how to make changes in school practices as
participénts in the school system. Jennifer's comnf@nit about heing’

R
elated by the conversations, but frustrated by "being caught in a

role in the structufe' illustrates a way this contradiction emerged.

The effort to seek out non-technical modes of acting can be

v noticed by our many explicit references to the need for time to

dialdgue'and_to reflect bn_practiqe (Diane,‘Conversétion 3; Jéqnifer,

Conversations. 3 and‘#y;,~Th¢rq were also.méﬁy implicit references to

M {

i
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the. need for dwalogue |n the remarks the par pants made«abqul the i

value of the conversatlons themselves as.ieafning experlences. Comtng

to articu]ate learnlng as a. dvalogical, as opposed to‘a technlcal
R A

actnvnty, ofteh emerged in. the, form of negative examples. Hary, for

example describes how dialogue wnthln the social studies department

.

at' Northern is transformed by management by obJectlves into meanlnqless

“n ~
o~ = e

. R , e
5 s 2 - ~

paperwork {Mary, Conversation 3). |n another example, Diane talks of - -~

-

'how, as a supervnsor, she IS kept so-busy handling her management

respons:bilctles and her. aSSigned tasks -(hatishe seldom has phe
opportunlty to reflect on where she s going (Diane, Conversatron 3)
Alternatlve action was becoming |ncrea5|nqu dlfflcult for the
partipipants.‘ ‘At the classroom level Fred shows how he helps the
children to enlarge their understanding of Justice by posing the

¢odified law agalnst a concrete life situation'(Conversatibn 3)

But signs of grownng demands for accountabllity for the coverage of

”TspeC1ilc content, leame hom—untertaln abOut theekﬂnd of freedom he wull

o - - N , ~

have to selze upon such learnlng oppontuntttes. He leIdly describes

the process of being transformed lntoaa functlonary through hls‘i
sqldler‘metaphor in Conversatlon LR Qiane nndicates the constraints‘
which she experiences in proposing alternatives at the supervisory
level. She asks ironically how do you go to an dssociate superinten-
dent or trustee and say'we need an extra million dollars worth of

people time~to establish trust?“ (Conversation‘3)

An outcomes- based system is founded upon bureaucratlc manage-

g ment lmperatlves of acc0untab|lity and contrql Dtalogical alterna—5

tives can achieve llttle recognitlon in thlS mllleu As OPPOSed to

214
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the abstracted clarnty of - stated goals and seemungly conqruent pro- ..

cedures for ceach;ng them a process %f dialogue is vndetermunant'

TR
. .

= and dlffacult to defend in terms of manaqerlal forms of ratnonallty

&

Contradictions and Educational Practice

'v}The'curriculum guldes and inservice activities connected Qith

this social studués currlculum have been‘plaZned.and executed wnth the )

intention of closing the gap between theory and practnce : Thls is a

“technical resp0nse to a problem interpreted as belng amenable to tech-

— - e
P 5

nlcal solutions, i.e., lt_us developed under the assumption that a theory

-

can be abstracted from observations_about practice and then be employed
to direct practice. Yet, the contradictions also point to the jnappro-
priateness of technical solutions. How we should regard these contra-

dictions,.and exactly what implications they have for conceptions of

.-

kv"currxculum |mplementat|on have fngured prominently in the conversat:ons

already belng answered by adm:nlstratnve action through the many

- B a - - . .
- _'.,-

speC1f|c examples of -increased control over teachlng and consultnng

- 1 -
o

,as they came up a's topncs»of conversation. These examples will be
discussed more fully below.  “Alternatives to these téchnical solutions
require a deeper consideration of the nature of practice and the way

that 't handles contradictions.

Some initial distinctions between theoretical representations

of'gractice which render practice open to technical actidn and 1ived

- -pracgtice are provided by Bourdieu (1977). Bourdieu nétes that

RS PR i -

theoretical constructs typically try to smooth out contradictions,

Fd
.

whereas in everyday life contradictions can exist in wany specific

-

situations bétause they have no practical consequence® (p. 123).

L
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vpractfce is 91tuatuonal by- nature, . and what is to be done &s*feeq
‘ wnthln-the situation itself. Gadamer, ‘in his discussion of gKe:her‘
meneutic problem of application (1975, hp. 274-278), makes éﬁ;@hilgr

point when he argues that ethical practice is not a rule governed .

»

’:actlvlty but on. the contrary, lt is thhln a specnflc sntuatlon that

‘‘‘‘‘

D O v =

a person understands someth1ng genera] asked of him or- her.

There is Inttle that lS surprusung'or new in the contradlctlons
spoken of here/py the teachers and consultants. There.always exiSts
a tension bethen.the day to day concerns of even the most thoughtful
kind of pedagogical pracfice“and the expl}cit and sometimes strident |
deqands’that formal education perform cer%gin specific social

functlons.; Thezgangral‘axpectatipngmhald,gut_for,the‘Albgfpa-§p¢4aj§~'"“'

studies curricujum, as understood Bi—the parti¢cipants, are .inter--

related and have deep roots in the history of education. Educatlng

tTfOf good c+t|zenshﬂp ks a* taken for granted. raxson d'étre of e

B

Aeducarion‘itself.; The anuiry;prb;eSSflTeS atlthé“very‘bagns'df coﬁh&hfi’

held understandlngs of what belng educated means, in contrast to belng

v-.--” - ‘u

tratned or |ndoctr1nated for example MoreOVer the outcone of ah ‘ o

education has generally been'regarded as possessing anm enlarged under-

‘

standing of the,world which enables one to thoughtfully and rationally

e Ay — e s e 8 s T

approach 'life situagions and that these actions will be of benefit to
. .
ghe social and civi¢ life of the community. Téachers live daily with
contradictions betweeh“these~lqng term goals for chiddfen and some of
their daily c1as§r60m bfacfipdé. Experienced teachers afé‘cbnsciduk‘of
the child-like nagure of ch?1dren,and How adult expectafions must be

interpreted and modified in a pedagogical spirit. They are also




' familiar with the exingencies of life in classrooms which require many
‘compromises and often require them to participate in activities which
seem to bear little relationship to the long term goal! of educating

children for fife.
»

The difficulty of technical reasoning lies in the assumption

fhat a teacher's pracéice'needs to be modified in sperific ways which
are planned in advénce, in order tn makve it conform to ~ducational
goals. The nature of the goal itself must alen undergn = trar;sforma
rion in order ta become the obi;cr of technica! actinn The gnal
nece<sarily becomes art{culated in the form of a clea' and achievabhle

aim (The accountahility movement and mapagement by chiartives are

.- M ~
od A A e .

examples of more extreme applications of this process.) Practical

Lpasqﬂjﬁg understands a different sort of relationship ei?%tiﬁg

B

Y . N . 7 . o "
between aspirations and actions. There may be statefients of aims.

A}
but these do not hold 3 central place in dictating appropriate N
practice. The statements themselves are provisional~—present articu-
‘lations of purPoses~-which point in the di ection of the actuyal aspir -
. o .
tions. Upan reflacrtinon, rcartain practirnecs ma  he ceen tn have heoan

. . .

events whirh contribinte to the gchiove "~nt nf thesgae ""9pa’e i1 cint
kit 3¢ the game time they ale~ enlargs the lnl"“r"!"nr“v\q nf met oAl
gnal - themgel ac rnvu;nr‘co‘»_ thic 1eflasting and Aeliberation mny

™~

. 14
alsn iodicate that certain artions are ine tistent with ‘c’\'ﬁ’ " '

but in so dning, thic alco pravider brtrer 7o bal v ey !
LE R BN ) ~\f t-hg n\”"'\r)$r-§ fhP"\Q“‘\/eﬁ~
Aecrrding t- 6 Ham -y (Y276 n7R) the o ran bhe e e T
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are precisely the_goalg,wh}ch give ultimate direction and meaning to

teaching as a practical activity. Ethical pfinciples are always
arasped retrospectively as lessons of practiéél agtions. The negativity
. .

of experience, of which Gadamer speaks, means that often it is the

contradictions which extend our understanding of our aims better than

fully arhieved intentinns,

'

Negati ity ~f evperience for the participants has been an over-
all feature ~»f this hermeneutic inquiry into curriculum implementation.

Within these conversationes there are many specific examples of how, by
highlighti=» tha contra’ictions, we as participants enlarged our under- .\
, p §
standinag of the kind of appropriate »'ternatjve practices that we

-

desire. Marv's raflactione an --hnael based budgetin for example, as
actually Timirinn Yaeal sutes o halr to better illumipate the pature

af an emancipatery practice.

.
o

The School a§_£bgﬂ§jgg :f_Conflicts between '
tien

Technical and Pra- ' Perapretives of h

Iench7mq

N oAdem i cant pen o f cnrriculur implementation foy YHP partici -
pante in this - ogieh "0 A heigbtening nf the o (wﬁwq tenzinn hetween
technical an' pr cti- 1l poapertlps nf tearhing Thi= tay Be prrriglly
evplained hy the Tacr thart artueal rlas-room practice ic =eldom
adde rured i the o v odenlim goides for teachare XAHAGIQ"H (l98]) notes
th=t b=t setuall, pacse= for practice in such 'practical’ guides can

be more a curately 1eaard-d as "eimplifications f th»nry” (p. 152) .

Ho mtnater th 't within 'he pngec ~f the ¢n callted practical quides. the
N T

‘T siaar is partiaycd oam a Ccanitizad! plare where the teacher has

g Vet TR R LR RTINS Vet and dop oy apprap invt- rtagehing
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strategies in order to reach desired ends. The ''appropriate"

»

are often derived from generalized theories about learning rather than
| S . ,

. representing real chjldfen situated in real classrooms. Usiné

ihsights derived from ethnomethodology, Anderson argues that lessons
are not, in fact, controlled by. the teacher in this fashion; but are
actuallv mutual accomplishments of both teachers and students grequiring
collaborative work. This is not to say that students’ actions are
always consonant with ,the teacher's intentinns; it merely suggests

- . . : - .
that lessons are interactive, so that if a teacher wishes to ignoré

a0 inappropriate remark or to highlight and evtend an appropriate one,

e or she must 'do' igporing and highlighting worlk

. ‘
ERE

-’

Andersnn < ethnomethndolngi-al research i= instructive in tha!
it peints uyp the difference hetwien technical assumptions about clas~
room action and the realitie: af avaryday « Tassrnm 1ife in W' ich

corpiculus tnpics =od formgl Tensnan nqardar hacome enmeched in ' crms

S overmal gnptcoract o Hics 1oc ateh i g 'int of harheneyti-
['s) ,J |;n(‘ v taloen f" ql!w\'r-’ [ SRR AN AN r)' o“Plv'a\/ Iiln' M;cc;’w'
Fy e ayg! o Azt '~7r,‘ e et . e ol Ao vl e h (.‘..,.l,.gzrab aﬂf'
o
PR A B I LT [ R AL R H teo e o el g
'pof_ i N : 0t v ! ! A t Tt | t o~ Vo ol ;'f'l,("\(‘l)';Viq a
P A Yoy [ AN ENINS IPRS A ?“\ . [ RPN S ] o b PSS a. te Sir’"
‘G"}' e
vetared e sk win Foe aed me Fotaiaing s o om0 e r-mWanéﬁﬁjve,wgv
Al baibog cith cthare Te oA porechiynis arat Voo d \ [ T | The ftitira)
\ & .
dive o ien of thic conflift lies wit' fn f1 1ols < of powe which
‘ .
X 1 . . 3 g 3

: 3
o = Jdafipe ! e afeentte, Tt sgay T vk

“strategies which are identified, with their attendant views of children, .



school and the effects that thvs unequal dlstrlbutnon of power" has to.

deflne a certaxn reallty and- to effect a transformatlon o? the work of

the partlcrpants

o B " ¢ N . APRSTE . -
. E - FE g g e, e R T R W @ P ae v

:.Pv

v*‘Belng Technncal and Belng Practical

as Educators © T 7

o . . . [ f

The conversatibns_wfth‘the“participqnt§n§how that, as :

Py

educators, we live teaching as a way of.being that is both. technical
and ‘practical. The curriculum change in this study lS admlnlstrat}yely
commanded and ltq lmplementatlon technlcally planned but throuqh
hermeneutic conversations the participants have the opportunity to

consider the meaning that such a plan has for teaching. While this is

what the conversation js explicitly about, the language of our dis--

course also points beyond the ostensive contradictions between technique

and practice to more profound kinds of contradictions which exist for ‘
educatars wishing to make schools more edUcatinnaivaaces. The
language of our reflections shqwé‘how:thé éssnntial features of a
redhgoqgic enncern for children Become ttén§formed by ways of being in
o td whieh are Fwndaﬁpntaliy technoiogical.
Fducation and rechnology each share a futurist orientation.

Ter s o = ppd;“rm:'é' rnnr;vn for ehildren means that one is hopeful
Aabhout childien and the futyre. Fred S3vs thié directly aé he talks
ahoat overlnolking prasent fructiatiang with certain students ir order
to ""look years ahead" (Conversation 3). The deep contiction that many
of the nartfcipants<feei toward the need to implement a <ociaf inquiry

ay o 'p1:l|nq/|rarnvnq evicts bpraucp ~Ff the re§pon5|bl|lfy they

! ' ' \("'l'-’-" |r\q ehildran fnr fha fUtU’e
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Techﬁology would seem to provide thea@ng$~by which resources-
are marshalled in orderftO'achieve desired ends. Howeyer,-Heidegger
(léSPk{977).points out that the essénce of technology is not in itself
"the fﬁsthQEidﬁ'oY én;ehds-méang“fatﬁohafity;’but ft s a way of being
in the world.thch reveals éverythiﬁg as standing in reserve for our

potential use. This allows us to begin to speak of both children and

. &

ourselves,‘ag educators, as resource§'to be drawn on for the future.
This form of talk oécas?ons profound changes for teachina. The urgency
felt regarding the implementation of the inquiry process expressed hy
come {lLinda, Conversation 3; Jennifer, Cnnversation 2), points to a
vision of children as soéfety's resource for ;He future, §ténding.in
yo<prv;vin arder to process ''the massive amounts -of information which
will be roming at them." The inquiry process itself then also become% a
resource to be picked yp and laid dokn ina tonljliba fashion and to be
Sdnpred by others as something ''that works' (LLinda, Conversation 3).
Diane's ironic remark about convincinqlthe school board
administration af the need trn huy ''peoplr~ time' (Conversation 3)
suggests a growina conscinpsness she has Of how we have come to v’

¢

nursalves and cur time 5% recsmureas gvailahle for usg.,  But Dinne
alen gpeake af her wnrk in terme of her fFecprnsihiliting, She
identifiec others by their functinnsg yithin the r~vqa~v\izat;r)|\ and
insists on defining the Iéwits of her ~wn funetien (C~mversations |
‘and 2). Jim séardhes‘fo}.a étabilitv in evpectationg /4; tﬁat he ma\
define himself ac 5 feaché' (Cdn'cvwatinn 1Y apd -ees rensultants asg

peaple who play particrilar 1nles in helping him rov carry out hisg job.

linda tallke of her own onthusinen for toaching ~¢ "loving what youo dn"

221
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(Conversation 4). All.this language fbggks of an availability for use. .

But there is -aiso an unwillingness to be reduced to standing in’

ceserve too. In many of the conversations we push the limits of normal

o .o - o v g e e

technological talk about what we do in schools in ah attempt ‘to’

recover something that is even more basic about teaching. In these con-

versations, yeﬂ;eargh»ouf.ways to transform s;Hoqu,info places in’
which we might more truly beéome e&uﬁators.v AAsgnse of £his‘began in
some of tbe early conversétions with consultants cdncerning ways

of avoiding the impression of ¢riticizing teachers' activitfes in the
classroom. The talk was not.mereiy of finding techniques for. manipu-
lating messages at'inser;ices. The;e was also a deeper Seﬁse,fhafito

help other teachers one neédé to speak pédagogically about children.

Consultants and some teachers are pleased with the occasions which

¢
-

permit this, like the times when they do not have the formal agendas
of the planned inservice sessions. ~They talk of such sessions as " '

times when they get back in touch with themselves, and do not have the

1

c i

pressure of having tn implement somefhing; whiéh they ffhd toibe an
alienating experience. But the pressuré of hayihg to implement an
inquirv way of teaching is always there. Behina exniicif criti;isms
of the flartened out pnrtrayéla of fnquiry, as well as the recogni&inn
nf the inappropriateness af manipulation, there also lies a definite
push to change teaching in the direction éf spgcific.conceptfons of what
cocial inauiry is. One might ask as Mary does in Converation 4, how can
we do any differently when we believe that a way of teéching like

inquiry is mare educational than what many teachers are now doing?

Rehind much of the talk about the inadeguate port}ayals-of the

o

/s
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desnred change and 1mposnnq things on teachers there is a reJectlon of
the rmposntlon of a theoretlcal attntude which is made ‘necessary by
haV|nq~Eo convey ideas about |mprov1ng teaghlpgAt gtneg§‘ {Ig‘dO',jv_ o .
,‘,'ov,.evg,-,', R mu“"' ¥ -_'4;09 3: w0 ‘-“'o‘y‘o'f.“'.'—? @, fac 4 0, DT

otherW|se is a dlffncqgt task because, as Dreyfus (1981) points out,
\J i ) :

theory has been regarded as the access ' to reality since the time of

Plato. To communlcate as educators about what they do, educators have o

»

‘to become theoretical about teachnng The requirements to be explicit
about the change and about;its practical ramifications are rooted in a
way -of being in the world which is more deep1y technical. The implemen-

tatlon of a planned eductlonai change requures the adoptlon of a
theoretlcal attitude towards teachang This suggests that conscious

‘

atfemptswto bush'bff a narrow instrumentalism in order to Q;an "more
. N A
human'' ways of interacting might serve to advance technology and to
. . . . (
. . % . -
further reduce teaching as ‘a practical pedagogical activity.

-

Managing Teaching through
Rationally -Planned Acts

This next section is a critical analysis of the meaning of
curriculum implementation which, has emerged as a result of the conver-

sations with the participants. From a managerial stance, failure to
implement carricula :Q often interpreted as a problem of staff inertia
needing to be overcome (Hall and loucks., 1977). A theerv of rtesistance,
aon the other hana, will interpret such a failure more positively as

_ being worker resistance of control over their 1abour (Apple, 1930) .

" Curriculum implementation is clearly a far more complex affa?rveithev
than a ronservative tesistahee to ianyatYOG, or than practitioners

fending of f managerial efforts to rationalize and control their work.

Tencheré and ennsultants do indpoj resist a rednct{pn of their worlk to

-
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to attempt to explaun thls only in technncal or. in soclo-polltlcal

oo termsfwould be too reductlonnstlc..srle R -.r

*e %% w - 3 o

- & @
e . R T . . - o~ .
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Shnpman E (1972) research has rejected the notion of managerlal
power that assumed the lmplementers of new programmes were powerful

.. and- teachers weak: :He argued.that. quate‘the opposute was true that

- -y

teachers and school heads were powerful gatekeepers whb-could effec-
& {5 N / : -5
tlvely counter any change. ThIS fact |s borne qut bxﬁmy Qwin T rather“"

iy e g

_ non ref1ect|;e personal experlence as a cﬁnsu?tant and ‘by much of. the .

SE e oam e g

e »»»A
et -~ e

: currlculun cmplementatron research of the past ten to fifteen years R

- (Fullan and Pomfret, 1977, Doyle and Ponder, 1977) In a recentnplece
} .
@ of resedrch Popkewitz gt é 41982) haye, advanced.this notion furthen

»

~and shownng how the language of school reform is man:pulatedlln

. order to make it appear as if change has occurred whsle, in fact,
. mw T AT
legltnmazlng exlstlng v;ews of chlldren, socnety and knowled9€
- g CoL &,’ N
under: the gulse of the |nnovat|on

LR

FINVIEEN
. iene.

whlle the hermeneutlc conversatlons wath the- parthlpants In
this study of curriculum |mplementation do not necessarily reject the.

conclusions of earlier studies that show that schools tend not to

o . ’ . , et il
‘implement changes in the manner anticipated by.curriculum makers, our

discussions do show that efforts to improve schools throughuadninﬁstraf

tive action have certain subtle and. profound effects on- the meaning,of

~

educational practice for the educators. The conversations poirit to'a -
number of speciffc ways that a nexus of-eiisting'research on school

innovation applied to bureaucratic attempts at school reform, tend to

make teaching more technical, and that this transforms and erodes

» -

.
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teachlng as a pedagoglcal actnvuty rooted in practlcal reason.' The
followtng is. a dlSCUSSlon of some of the more specuflc trends towards

thls transformatlon whtch may be discerned ln the research

,;;“; 4. »COdgsglai Relationships are Becomlng _ 4 _ T _
Obieets of €ontrol .7 T ST e N S,

During the past decade or so, the research interest in innova-
- tions and the organlzatlonal change process have produced a consuderable
‘. L

body of - emplracal data 'TheSe data ‘have 1ndicated the -importance of -

multlple situational factors in currlculum lmplementatlon llke,

ax “e -, .

having a supportlve admlnlstratlon, maintaining cont:nuous |nserV|ce

S
(- Y

durlng 1mplementat|on through a sustalned interactnon wnth consultants,-
and havnng .sound staff’ development in which teachers learn from one -
another (Fullan, 1982, pp. 66-68) As ponnted out in Chapter 111, the
‘technlcal assumptoons which underlue a research baSed theory about
change‘allow research of thlS kind to be put |nto practnce in“order
to |mprove 'poor' |mplementat|on and inservice activities, 'hy
»unvestngatlons show how the ' Mentor nnservuce programme. and the
supporting actlvitles and documents supplled by the Department of
Educatlon and the school board, were based on such research. Arrarige-
ﬁments‘were made to hire practicing teachers to provide intensive
inseryice, at hitherto.unmatched levels, in order'to support the-
implementation of the curriquum.b Vhile there was expllcut pr0v»snon
for a choice of sessnons, which |tself was also a message frOm
research, real choice was in fact constrarned by theﬂexten51ve plannung

that went into the Mentor materlals and‘the accompanyLng documents

"which had been produced by experts,

B R T T T R IR

e



-

PO SN

Although the planned lnserv1ce and |mp1ementatton act:vntves
were lnformed by the\research Ftndnngs, attempts to. use these in ab
technlcal way removed the very essence of thelr colieqﬂallty “In a- h

number of conversatlons.(Mary, Conversatlon h Jim, Conversatuon 3)
, v - T D
., the partncnpants ta]ked of how the co]leglal re]attonshlp wnth consu1-

a

tants had been altered -The<meet|ngs-between censultht and teacher ;i: L

3 5 P SR —am
were no longer set’ around a common pedagoglca! interest, but were
i

structured on impTicit or explicit agendas set by the intended direction

vy s
.
- e

of the changé “The replacement of talk among colleagues w1th prescribed
agendas entalled more than just a chanqe of the content of the meettngs,

it also nnvo1ved an imposition of hlerarchlcal relatlonshlps betWeen

Is)

S partncnpants, ThlS resu]ted in a tendency to assoclate consultants

with other- h:erarchlcally imposed decls:ons llkexnew evaluatjona

policies (Mary, Conversation 4).

——

.As colleglal relatuonshlps became |ntegrated into the admlnvs-

“trative |nservnce plans they too became more Open to monitoring and”

accountabili'ty.. A school district pollcy of zero based budgetlng had
been instituted as a flnanc1al management measure shortly before thls
implementatlon programme. This new budgeting policy had two centra]

features which served to further'intensify and control the work of

teachers and consultants; one. was school based budgetlnq‘ the other was

_a system of monltorlnq of consultants time through a programme called

Recording of Services.] Although;both‘of‘these measures had

P

lThe consultants called this programme "dots'' because they
were required to punch dots on computer readable sheets to identify
. how they<saent their. time.,
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economi¢ faétiffcatfons, they ferved to reinforce the feeling among
fhé'bdrticlpants that their time~pent together in inservices was
reducible to money and an object of administrative interest.

2. A Tendency towards a Standardization and -
Contral over School Outcomes is
Reinforced ..

o« 4 b L e—

- —r - “

in this social inquity .curriculum is oriented towards the implementa-

tion-of the curriculum as an object. As | have pointed out in

Chapter .1 by bureaucracies transform practical action into ratianally .

planned ‘action. In order to do tHis, an'object'is required. The

participants in the conversgtion all understood that thé'{mplgmentation
. . ., . . A - 4 ! 4
effort had been directed towards installing something called social

- inquiry wﬁich has now been administratively defined. The participants

subsequently conducted themselves as if the notioﬁ of'what~SQcial

o

oy ’ . .
inquiry was had now. been settled and had, hencg, been standardized.

Diaﬁe and Lihda deny that this neceséarily occurred by protesting

™

" that the [nserviées only presented one way of inquiry teaching (Diane,

Conversation 3; Linda, Conversation j). Nonetheless the fact that
these are unavoidably preéented as models for emulation belies these
protestations,
2 Praﬁticality tends to be 6ﬁe of'those things peoplelask for,
_secure and relieved in the knowledge that it will not he

,  delivered. (Anderson, 1981, p. 172)
While this observation hy Ande;son’may be'genérglly true,
‘tﬂe participants in this study saw good reasons in ;he particular
history of this cu?ficﬁlum to conduct themselves otherwise, The

initinted and“uninitiated alike felt a sense of responsibility to

4

'H‘The héJp.for t&échers provided by consultants éqd other experts



make this partlcular versnon of the |nqu|ry currlculum work now

U

“that |t.haddbecome ‘more’ practlcal The umplementatlon programme - S

was |nterpreted by the partac:paéfs as belng a response to demands

-~

that inqunry be more understandable and practical for a1l teachers.

The result was a tacut support for a standardnzatlon of |nqu|ry...

" This is shown in several ways in the _copversations.. One way ‘it is °

, o .. .
, . B - .
S e L Ed : . . . - dea

displa dis througdh a prevalence of talk about evaluation,"whfch may

be paftly explained by new provincial initiatives in comprehensive -

examina (3 uhichdwere occurring~at the samé time as this impfementa-

tion programme. These two tendencies serve to reinforce one another

and they appear as linked in many of the conversations (Fred; Conver-

\

sation h; Mary, Conversation 1; Linda, Conversation 4). Another

' example as the content of the aforementloned teacher inittated |nserV|ce

held at Northern ﬂlﬁch although unstructured had as its content a
(4 v
form of self-evaluatlon agannst an externally set standard wh»ch was

K

'IL

) provnded by the socnal |nqu|ry model. The very exlstence of such

externallzed standards produces a sense of uneas:ness concernnng the

-

relationship between these expectatlons and one's own practice. This '
is a1so'clearly shown in other conversations with teachers (ﬁred;

Conversation h; Jim,‘Conuersation 3) ‘when they indicate an uhcertainty
about doing'what they consider to be right. Their appeal is to outside

authorities and not to any moral or ethical sense of what anpropriate

situational action night be.

»

| 3. The Erosion of”Practical Reason .~ : : »

-~

An erosuon of practical reason is linked to the pressures for

standqrdization inherent‘in.the implementation of the curriculum.

"'""‘o ) - ’ 228
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Gadamer remarks how practical reason has become "scientizeq' in the,

-po}ftical’éféﬁg?tﬁrough‘a*process of continuous feedback of public

opinion (1982, p. 73 ). This tendency usurps the essential moral

- content. of practical reason in public life. A similar erosion of the

practica]'reaéon'of educators is shown in the conversations by the.

.growing tendency within the curriculum imp!ehentation to defer to -

- y . ) hd

exagrt opinion for esSential]y practical decisions. 5
It would‘appear from a description of the conversations with
;Tm in Chapter 1V, that he is the most receptive particippnt_to
technical advice. he looks to experts fofwa regolutiOn of fhe Que;tion
of how to deal with brejudice in a sensitive and educational way, and
he sees the inquiry process as a method for scientifically resolving
contentious value issues (Jim, Conversation 3). However, the implemen-
tation of this curriculum advanced technical reason in less obvious
ways for all participants. The curriéul&m guide itself and the
accompanying dbcuments, served as a.éommon text for each participant
fn the conversation. The;e materials separated the learniﬂg objectives
int; value, knowledge and skill components. How these were to be com

hined was shown by the inauiry wheel, The fact that these are actually

analytical reprecentations of the pxercice of practical reasen in

persanal and civie life,  i.e , the practice of inquiry. was hidden by
the central place given tothis representation af the pracess in the
curriculum materials and the inservice <esginng The actunl practical

wisdom which is required to make geod decisinns cannot, by itc very
nature, be reduced t~ representation on the inquiry wheal, Therefare

pv'ryn:nﬂncp w3 qi\"‘" alm~gt enf;raly t-- rhe nrocasg whiie hy ig [AYATATEINN o



a technical expertise. The transformation of .practical rationality
. = ’

to technique i's thereby completed. bl

2

The conversatlons show that*thns transformation results in the

attent;on of the participants being turned towards the way that the

curriculum planners and unit plan writers represent the social inquiry
process for the purpose of implementation, not towards the social

-

inquiry questions themselves which serve as the contentious issue

topics of the. curriculum and the appropriate focus of practucal reason.

B

Each of the three consultants who partlclpated in these conversattqns

* -
i

been unvolved in the production of some of the guides, but in producing
the guides they, too, hhst‘aSsume a technical-theoretical stance.
‘Bourdleu notes how theoretical representatlons of practice require this
knnd of actuvnty on the part of practltaoners (1977, P. 98) The

guides wrltten'by-Dlane, Linda and Jennifer become dlsplays of their

proficiency at using the inquiry process. . In'so doing, the consultants

Tz

become participants in the transformation of inquiry from an emancipatory

activity having a practical intent by helbihg to reproduce the process

a< a standardized set of procedures to be fallowed,

Some Concluding Observations

Social studies education, and educators generally, need to

~ ’

be concerned about the reduction of practical reason to technique.
Practidal reason forms.the essential content aof both civic and social
education, as well as giving meaning to the essence of teaching in a
pedagoéical sense. The incipient spread of technical reason into all
gorners-of everyday life ic beglnnlnq to effect Drofoundﬂﬁnd subtle

~hange< an the way that va view durselvaes as teachers in a democratic

230



P . P . W S P U -

~

soc}ety. This raises some important questions about the loﬁg term -
effects thét this will have on us both as citizens and{as‘educétofs,
as it ;;ﬁ;yus to consider how we might best respond in ways which
will heipvgo recover a mbre.origfnal sehs;,of.practlée[
1 sHall mainly limit my c0ncludiﬁg remarks to gome specific
observations on the ways that cértain current Scﬁool practices, such
as manifes;gd in the planned implementation of this new socia) studies
A ™ L L : ’
curricylum, are now changing the work of consultants and tearhers.
‘P:ior to doing this | wnuld like to, first of all; suggest that such
p}acticeé.are part of a larger set of tendencies which have impartant
implications for social life generally in a terhnological age. In the
late twentieth century indiustrial state we are witnessing an intensi-
ficatipn. of certain trends in the direction of a greater bureancratiza
tion ana inc}eased rationalizati;n of human social life. Fhis i< =
tendency which_has already been recognized by ;\nuq6g; of social
theorists including; Weber (1968), E1Vul (196h) andnnggermas (1971+)
Vith Habermas, | would genera]ly ao?wa *hat a growing ratinnalizatic
of csystems ic an uravoidable featyre of the ircreacing rcmp‘oy?ty o
socimty. Rt r;evn is alsm =0 o gent ~aad t- treng ize “he 'V?qu'
that this precent 7 sorial and palit’ cal Vifa 2nd tha: th~¢£34=-:

nead ba s repanded v T g e imr  hTo N, T e et [

poante.
o
In dicrusging the way that ngicy beragope w;"-gpv'qqn?p'
a techrica' praceg- Jonnifer - mwenm 4 optoe - o ! TR

tecrhrg?ngy 32 4 ae Vel ageeo e v f !
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Then you ask "who's the bad guy?'" 'But'‘we have to take the - o
responsibility ourselves. (Conversation '4) - .

We need to acknowledge the ontb]dgical dimension of the struggle By

realizing that the contradictions between techniqué apd practice lie
within us. This points tn a requirement for us.to be cont;nually'
- - .

reflective as we carry ot our everyday tasks as educators. But the
poiitica]~dimen<ion also needs to be taken account of fhrough.én
appreciation of';ﬁe fact that this con;radiction is now currently
being resolvéd in tecgnical ways through administratﬁve action,

Apple (1982b) points out some of the effects of technical
control in schools, effects which seem to have relevanéé to the
axperience of the barticipanrs in this éfudy. Following Braverman
(1974), Apple notes that technical rationaljzaﬁion has led to a
deskilling of white crllar wark, . One has to be cautious in applying .
such a concepf to the work of educatars, but there appears to be a
strong tendency toward a deskiliing and '9<kill;n;~éf“'he jobs of

) v

hath the concnltalnt’w and th~ teachers ac »n 1eryu'r af the afforts to

-

provide }mplpnwuration helr to teachar o, The i dividupali-ad belp p
' A

given vhated n an Rt ktractad ant 1ertinica) oorion of .3 <
3

/

Pad :'hnnliz:-:‘,‘ F _:ir'- cAarin- the 1a3'e h|10 ot the Find of hg‘r» th;:%/
Ty o
the~ ""v"f'hﬁl" ne !t | ﬁ"" -’-)""lf"' Vet r‘( h"lp Te Ve va'-"’nj]y sper f]egf
o /
The ~niyar “atin ¢ hevy e'enply thet the ¢ neultants a-d 'ﬁachpvs/(n;-'
thiat !t el vyl i he'na Tnternetfiad a~ a vy o o f vl\7~/--i'
¢) . . . .
Cytenn ot ot vl kel g e '"'Qed over it .
Scher charge vh'eh is m@rried pu' on the ~aig Al this
Pndiutdealis . bine Ve diniac the ST iy 77c3 ' and
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innovations which aim to make schools more educationg] places for

v “

children need to respect these essential fe;tures‘of_practfcél action.

.

Sperific recommendations aslto how.this might be accomplished Tie

A

beyond the scope-of this stgdy,-but examples of aiternative'forms

3 . .
of action do evistflg the community education and action work of

* . ' ”, \\\
Freire (1973a, 1973b) and others. In many ways our search for
alternatives as educaroyé in advanced industrial states .is both more
complex and all the more urgent than in third world situa}ions. Most

of our soncial and econemic needs 21e seeminaly saticfjed through way«

v

which have been in%titut?ouali‘ed in formal organizations: schonls

g N -

qnvernmentai agencies and the lika_ Ho aver, prericely because these
services ar~ inctitutionslized in these large formal organizations,
they hecome inqreasfng]y subject to the problems of bureaucratic
ratioealization which technicize action. Enargetic effdfts to hring

about social! change thimugh thaece orgini-ations, like this example of

Yoo
.

cncisl c'udxa: trplementation, aprear to forther advance the tendency
towards tec! pviczl control | sec the 1tnle of a <tvdy like this one »-
Foln- » vay  dnitiating a i e af aue tienine ' ich will eventually
lead te ard ree Lo ing ad re afini o v - o dictrnitively redan
N : IR C : A w1 ife

qoner a1,

"wvards Improved Practice

The trtyadictione betvicen th- Tatetiong and the effect~ < f
fhié att mrt ot i-vf\lcvn,.-.,r A ren owr s tAalt etgdt e (rvrrievloum offay
preeibtla  tar dua paiare foar altern 11 - Lo ~f tmproving teaching

e t Y. r cag ! et et fal . ! Yoo :H\p‘r*'np- [T I A
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'the participants, we are ab1e to expose and reject efforts to ﬁanage .
institutional change whlch result in |ncreased controls over teachlng

In thIS rejection we W|sh to afflrm a commntment to pedagogy as

more than a functnon definable by a JOb descriptiop, and to: teachers

as persons who are capable of tranéforming'theiT own practices through
. - o %)
. : AN

critical reflection. Thus these contradictions enable us to redefine-

two basic ethical values related to the continuance of the schodd as

'
‘. [y

a social institution; that.the school be an,educational;place for

¢

children to learn. and that it be a democratjc place fof educators to

work

The contradictions described in this chapter jni}jal1y play-a

role in.critical reflection. Specifi@aﬁly,_tﬁey‘lead us to ask what

is it about current school'practice-whfch contributes “to the kind of

teductionism described in these c0ntrad|ctlons that induiry be

: o

reduced to techn:queq that democratnc c:tnzenshnp be reduced to

persons havinag certain prespeC|fued traits, and thatveducation consist
of measurable nbjectives? This'crifical reflectlon points “to the need
for a deeper underfrand-ng and appreroatlon bf the hlstorlral develop~

ment of the school ac an institution and the way that thiS-ShdpeS th§

nature ~f change ;f‘“'tﬁ Navid Tyack (1980) describes how the, process

v . ' .

B VA NI

of the bureaucratization and professionalization of school systems
A

was A response to exingencies of mass publlc educatlon in th»s century
This helps us ta understand why political and ethlcal questlons become - L
transformed into technical problems.. The c0ntrad|ctnons also ponnt to

: !
the need for 3 better. analySls nf the <chool as a socnal |ns¢|tutlon. ' g
' i

in nrder te understand why rhi= change effort had the effect of - ' l ‘U
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°

introducing greater controls. over teaching, we need to appreciate the

-

narrowness of institutional change possibilities in schools as they

now exist in order that we may begin to locate ways to transcend these.

-

1f tbe-study by .Cuban £1982) shows thé conservative nature of the high

-- .., . . . ‘
. school as an institution, then we need to re-examine modes of change

which focus on éontrolling outcomes and monitoring processes, but which
) . "

fai} to address the-natoge'of the institution and the conditions which

maintain it.

This critical reflection on the sources of the contradictions

is rooted in a commitment to bringling about positive educational change.

By,rejecting,tﬁe réducfién of social inquiry, citizenship and educa-
J . .

Ainn in this implementation effprt, we also deliberate on the fuller
4

/éotehtial meaning that these have for improved social education

relative to odr existing practice. Posed against this reductionism,

for example, is a fresh understanding that social inquiry s more than -

a process for~résolving';rpscribed sociél issues. Social inquiry as

a prq‘rss ﬁnly makes <ense in relatinn to questions which afe‘meaninQ'
ful fer our seciety.  This, in turn, def?nesgthe subctanéive content
nf ritizenship, i.e,, that students *hink about and act thoughtfully
o" soacial qupt.fi(\n': Ffri7c;v\$l\ip in a demrrratic cammunity requires
A continuous redefinition of &emocvatic ideale within the context of
concrete ‘social Auestioneg HOW to focter thic in odinrqti(\na] ways in
sthools is the task of e~rin]l <tudiec tearhing and how tn ~reate the
corditions for a reflective action an the meaning ~f +hin. ip rel=tion
te fnrrent r"acticé, ic the T:Wk ~f consulting

The et aet ' tiov‘:‘. hercome pr‘ucgf;\/r\ fovr the p':v"t*ipgnf’? AXER IR
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when they are able to reflect upon the change in relatlon to thelr own -

\N\\\\\:eachlng situations. Reflectlon cllumlnates both ‘the meanlng of the

change as well .as exustlng practvce, but the value of this. as a soc1al
process needs to be apprecnated The importance of social |nquary to o
cutlzen educatlon requures dellberatlon byuteachers and consultants on

the nature and shape of inquiry in the development pf democratic
c?tizenahip and how these ideals relate to and be given meaning in‘

relation to the.everydap practicalities of‘teaching. These_are central . .
educational questions which cannot be decided by adminiﬁtrative"

decision, rather they are always open to further questloning and

revision.based3on practice. However, it is through these delibera-

tions that the teaehers and consultants may participate and it is
‘through this partlclpation a democratic educational community is both
developed ahd-sustalhed.

What is suqnxflcant in this curriculum implementation programme

is the way that the. technlcally planned action served to narrow the

. . o
range of opportunitles allowed for teachers and consultants to ;
’ {
deliberate on the change and to transform thelr own practlce. An :
improved practice reQU|res a reversal of this-tendency, but reversal

is only possible if the central importance of reflection oriented

>

e teiieesIwmee T e

towards educational practice is recognized and a concerted critique

is mounted against those working conditions for educators which

.

mitigate opportunitlgé for deliberation. Thls study indicates thatw
the prasent direction of 'normal! school improvement practiée both
misses this essential ingredient and actively creates additionaliblocks
to the development of a self transformative practiee on the -part of thew

artors themselvec,

-
TV T TV S
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Terry Carson

2nd Year Ph.D. Candidate, Department of Secondary Education,
University of Alberta

Phone: (Home) 437-5568
(office) 432-5723

Statement of Research Interest v o

As a former teacher, currnculum developer and consultant (in Newfoundland)
| am interested in coming to a deeper understandlng of the meaning of
curriculum implementation for teachers. My own past experience and

what | now read in the educational research literature tell me that

we really don't understand very ‘much about the relatlonshlp be tween
curriculum planning and tHe day to day practicalities of teaching.

In other words, we really don't understand the meaning of curriculum
lmplemenraruon

| feel that through a series of conversations with the teachers of your
school, which has recently attempted to implement a revised curriculum,
| may come to a deeper understanding of the meaning of implementation -
in your lives as teachers. |In order to accomplish this | would like
to pose the enclosed questions as representing my interests in the
topic. To some extent, this is also collaborative research, so you
will be involved as co-researchers in this project. By opening up
questions of the meaning of implementation our dialogue will lead
to greater insights for each of us. Asking the right questions is
of crucial importance. | would, therefore, welcome any observations
you may have on my questions or. any other questions which you f&Fl
. are important to this research.

3

f

| anticipate that | will have four or five conversations with each
teacher, of about one hour duration. The actual times of these
conversations may be decided between us. Since this will be written
up as a piece of research we will have to come to an agreement as to
wha' will be, and how it will be, reported. We can discuss this in
e Flagt meeting,
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Sequence of Meetings

I. First meeting: An intgoduction of the topic of research and

my re®ons for flndlng implementation
questlonable

Sharing some personal historical background
on our lives as teachers. .

1. .Second meeting: A discussion on the teachers' own intentions
: .77 . in teaching social studies related to
i inservice, consultative help and other
assistance which is provided in order to

. - teach the programme.
I, Third meeting: A critical focus on the role of curriculum hg&;
guidelines, the way they are presented and
. the meaning of their presentation to the T
‘ teachers. < ¥
A
5 . , :
IV. Fourth meeting: A reflection bn some of the assumptions ‘the
. social studies curriculum makes, and that we

make, about the abilities of the students
~and the hopes or expectations held out for
them. =~ .

L

V. Fifth meering: If needed.
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For the Teachers ~

Some Guiding Questions for a Dnalogue
abeut Currlc Tum Implementatlon

-

"A. “Some General Background Questfbns ,

1. How. long have you been teaching social studies in Jun1or or
senior high schools? .

> 2. What sort of'pfogrémmelﬁlénnihg have you been involved with
in the past in social studies.

3. What formal inservices have you attended on this new 1981 .
social studies programme? . . L -

k4, Descrlbe some of the other ways you have recelved information
' on thns programme?

" ixlf

B. Research Questions

My research centres around the question of the relatlonshlp :
between the formal social studies curriculum, as a set of guxdellﬂes,v
xnservnces, plans and’ prescrlbed materials and your own teaching.

|l am interested both in your view of the curriculum itself and of

the way it is presented to you. My primary .concern is with the_
implementation of this social - studies programme and the way it
influences your teaching. | am also interested in some more {

general feelings you have on what it means to implement .a
currlculum .

1. a. In yohr view, how should the new social studies cufricu1um
be taught? Why?

b. What do you think of this new curriculum in relation to how
social studies should be taught?

2. What have the inservice sessions on the nmew curriculum been
. like for you? '

.a. Describe the first inservice session.

b. Did your view of the programme change ,after the f|rst
inservice? |n subsequent inservices?

¢. How do you see the inservice sessions relating to your -
teaching?

d. Ideally, how should inservice help teachers?

e. To you as a teacher, what does it mean to go to an inservice?
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What is your view of some of the other aspects of the
inplementation of the 1981 social studies curriculum?

a. 'What kinds of lnformatlon about the programme constitute
the curriculum for you? .

b. - How does this -curriculum lnfluence you in plannung\and
teaching for your socnal studies classes? .,

c. In what ways do you see these influences as helpful to
your teaching? In what ways are they harmful?

What does it mean to plan as a teacher and what is its
relationship to teaching?

a. Why do teachers plan? What. Timits do you see for
planning in teaching?

b. What role do you see for Department and.School Board
curriculum guidelines and plans in teaching generally?
What direction are they going in now? What direction
should they take?

"From a teacher s p0|nt of view will you describe a successful
implementation?

What has it been like for you as an individual and for your
school to participate in this study?

- o

4
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A.

For the Consultant

"Some Guiding Questions for a Dialogue
about Curriculum Implementation

Some General Background Questions

1.  How dnd you first become . |nvolved in the inservice of" the new
social studles curriculum?

2. What has been'the extent. of your nVolvemeﬁt with the inservice
programme for the new social stu Ies curriculum?.

3. Were you |nvolvéd in the development of this curriculum?
In what way? : o

k. Have you worked as a consultant to teachers in ‘the past?

Descrobe some of this work.

5. Nhat has your teaching experience been like?

Research Queétions .

My research centres around the question of relatlonshlp between the
formal social studies curriculum, as a set of guldellnes,.unseerces,

plans and prescribed materials and teaching. | am interested both
in your view of the social studies curriculum itself and how you
feel it should influence teachung | am'particularly nnterested

in the role that you see for inservice in connection with amplementnng

the new social studies. curriculum. | would also apprecnate any
. more gerieral feelings you have on what it means to implement a

currlculum

. a. In your view, how should the new social studles currlculum
be -taught? Why? ‘

b. What do‘you think of this new curriculum in relation to
how social studies sheuld be taught?

2. What have the inservice sessions on the new social studies
curriculum been like for you?

a. What information were you given about the new currtcu)um
in order to prepare for ‘the inservice? - T

’

b. How did you go about preparing the inservice?

£ Describe what it has 'been like to lead an inservice session,
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- What modifications have you made in the inseryice sessions

as a result of your experienéem

How do you see the inservices you have Ied re]atlng to

teaching?

v

ideally, what should be the role of inservice.vis 2 vns
teachlng?

What do you see to be the welatlon between consulting and
teachlng?

. What is your view of the other aspects of the lmplementatnon
of the 1981 SOClal studues curriculum?

a.

what do you see the social studies’ currlculum to be?
(documents ideas, books, etc.)

How should the curriculum tnfluence a teacher s plannlng
and teaching?

In what ways do you see this curriculum helpful to teaching?
in what ways is it harmful? .

From a consultant's point of view, how would you describe a
successful lmplementatlon7

a : [y

What has it been lnke for you as a consultant to partlctpate
in this study?
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. APPENDIX B, ;

TRzNSCRIPT SUMMARY OF CONVERSATIOMNS

., WITH A PARTICIPANT
(LINDA)

v . : “ N . \
Note: The following are ‘the transcripts used for analyzing the
conversations held with Linda. The marginal notes and

markings are left to |nd|cate something of the process of -
analysis. :

L)
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Dear 3
Enclosed is a somewhat edlted summary of our conversation of Apr’S
You will notice that | have attempted to analyze the discussion for
major themes. | . would apprecuate any comments you might have on
1 the adequacy of these themes. Do you See any others? Are they( ¢u +tbv*\)
C? | helpfu rontinuation of ¢ our conversation? T would also

apprecLaLe_i;y comments you m»ght have on the qualuty of the
conversation itself. How are we doing at getting at the meaning of *

:EF?TEGTGE“TESTEﬁEntatnon from your standpoint as a consultant

participating in a planned implementation effort?

| see several questions about implementation that | would like to

. pursue in our next conversation. | am intrigued by the points you
: 3‘1( CAu»kAJ f5ra|sed about -the importance of teacher self-confidence to try a
new idea. Is another side of this 'breaking down' of resistance v
| S hn$4h*““g by fostering: sel f- -confidence, also a creating of conditions which
Aﬁul\\gvV*ﬁwt* -wauld aTTow" teachers to_gggstloﬁ_?ﬁET?*an'tééEﬁTbg -T—soc1al

~01¥Lc1»45,‘ st gdleST How is this best accomplished? .

L Perhaps a prior question might be to talk in more detail about the
\hq**“l"cz>";3 new social studies curriculum and how that relates to your view of
. how social studies should be taught. How negoriable is the rurriculum
k;tp [ to be lmplementpd -and how negotiable should it he?
L

1'm lnnkinq fov'ward to our @m canvetr=ation on Wedneedn, Apcil 721
Al 5 |

Yoprs ceincere iy

e G



(30)

(h7)

{100)

Conversation with

_— . L
Early involvement with change in the Alberta social stddies _ )
programme. - ‘ S

L | was involved in the initial planning of the '71 programme. -

L  [There was] a recoghition at thgt point, maybe not very clearly

focused, that we could no longer teach social studies as.
facts and that society would be changing more and more
rapidly. . . . somehow we had to provide children with a
process for dealing with facts, with people . . . A way of
getting away from a whole emphasis on facts to an emphasis
on process and peoplé. --

T Was this a deneral feeling?

L No, | don't think | was alone. | was ‘teaching in an

innovative situation already. ‘We were put into a new school

as a team in a new school. We worked on team planning,-
team teaching. It was extremely exciting. We were gjven

permission by the School Board to create our. own curriculum.

The social studies supervisor worked closely with the
principal. ‘

Curriculum decision making-as a teacher.

L. - - . an incredible experience getting teacgéxitoget er \ fﬁ
,i

planning curriculum and working together impTeNentin rt.
Where you really understand what you have plannkgd aﬂg you
go in and try it,SG?‘;TFFTET“§?GGETBY students
and revise it. R

T That's the ideal isn't '¢t?

Nt

{ Very natural te gn from rhere to wntking An pravineial
curticultvm,

1 You were juct transferring what vou we e already doing.

! You rame back teaching two years age? Mhat wac jt like to
come back to the social~studies?

%
It was easy for me to come back into this new program, it
was what | was doing before . . . way of dealing with ¢
conflicting values somewhat different, the emphasis of the
three levels of objectives we had talked about ten years
earlie'. More books and more support were there for the
thinas e were tryving tn dn earlier.

2

\

- Major Themes .- April 8, .1982-

258



3. Experiencing resistance to innovation

(130) ' T Did you expefience resistance to the new curriculum?
b L Not in the school. - . As practicum associate -1 found
' that new curriculum was rot taught in some classrooms or

(140) . if it is . . . in a verv traditional way—emphasis on

knowledge and a lack of inquiry provacses. |t was an eve
opener for me. ' '

(158) ' L | was told by one ~coperating teache' ''that the inquiry

: process_is'f!ggfor the theoreticians at the university,

it has nothing to do with the rracticalities of the classiao~m '

Which was really neat, becaucr ' came from the ¢lagsronm

have theni tell me this.

(170) ’ More readiness among [university] students than teache s
' in the field. We all fa'l back on experience ¢f hoi -
(185) student to a degree, k't nat as myrh 3% te o
teaching ~vperience

) " wking down resistance to ~hange

(190) One of biggg}t prob]ems of implementation has to be a

breaking down Gof t r rve within teachérs T¥rying
somethina new Always a reTucTance to take om SomeTHing
L Son new when what we've been doing is romfortable, where we ve
e ea ™ ' h surcess. To go into something new we're not surn there w'
B z% f,Jk}' S be suc~ess and maybe we don't even agre~. There zrc~ mn ,
‘s b i people whe don't go albng with the lack of emphasic ~n
o knoviledge who are reluctant to get int values
Vonet you don't have self-confidence in what you are doing [w'
‘ 3 new curriculum). .That's the crux of the issue in

implementation—bringing people to that deires of se!f-

confidencre where they feel they ra roal’ R Taw T

\

irg ard cansulting o« Varieps i

You bhecame i volied in cutriculur developrent hecanee
see a3 need. The '\u\%ulww df‘vplopgd now mus! be

implemented You thzd hec me crnsultant, byt this jsg
different fine tespctina it yrutself I wonder if the
not scrething there ‘n the diff rence between being »
rersultacr 3 d being a teachs- . How do y~u “ee thi:

e Vay} i Ve s Yty and tanel Big a0

Py e ey ~ e o hetriean cmar drant and t-achen =

In terme of ivplemen zting it rportan thet togche: . ca
fhat O N O N ] te " oy I3 non . y e

L

L '
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“.

- - . That you really understand what it is like to he )
2 teacher. ''It sounds.terrific, but do you know. how man
hours |’'m going to have to work with it at night?"

"'Do you know what it is like to have 32-34 pupils in
your class?" .These are the/ kinds of things we tend to
forget ~nce we're out of the classronm, :

-

~ A
when you were aout of the classroom?

¥

Y

Did you forget quickly

To a degree except | was teaching in a very good school
where the kids were success oriented. The problems | would
face would be far different-than the problems in some othe:
area, and the kind of results you can get there. Fvrept

I don’t torally believe that either, but other< do. |
perzonally question that.

Why do .»u question that?

Because | don't know that any one school has a_hold on
success or a hold on achievement. The potential is there )

with any School Tn the city; maybe not to the..

or same numhers TnvrTved and mavbe it wor't be as easy e
to ( }. That's =ayinqg that kids are smarter over here,.AlJA", ‘
and | won't buy 't. They don't have the same work habits, v SR
but they're su'e no' going te hsve those work hakhits if '

you're fecding vhe they ' t# mappoced ta hand ir hack

teo v

Tha''s s~rt of a -op ou' amona teachers. These student-«
AT e Rtvdent st cn wva fan ot evpect mycH of thém.

We_underestimate “ids constantly. Maybe that's something "

else 1've come to fee! in ihe part few months is we under-
estivote teachers tae Ye b lie e t'st roft teazte : are
gti'1 t be reluctant tot . ‘be n:. '@a I gt ave (v
-+ 'soarecurs, cte. That B ' o,
’ A Ve Joowe oo o
AN

car ey B dinary o T T T e

\

*earhers’

Ptrhinl ther~ 31e a 1ot of people in the widdle, if you can
get 'o ther will ke ayite will'ng (if you ‘an ynderstand

what you'ra tryi ooth a cr p'is').  hey'ie quite willing
ta rave b3 hi teng o ‘e they have thae 'ipnd f g. ¢
.. f . ) . r [ . o ]

v thee
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implementation is about. These are the ones the implementa- |
tion is.directed to, not the die-hards who will never change
their way. You just forget about them. Maybe that's an

unfair statement, maybe it's just that their own philosophy
simply can't work with the philosophy behind the curriculum.

c. Time for teacher and consultant to be together.

L

&

.
prr 1
\

It's tricky getting to the teachers in the middle——you have }
to bring them out of the classroom.
° ) .
| always felt thatSthe necessary time for getting ‘together |~
was lacking  You were given one day here and one day there. ]
A , i

In rural ‘areas implementation is more successful because
inservice has been on a‘more personal basis. '

7 . ' :
- a p.d. day—followed uﬁvﬁy-qonsultant visiting the

teachers in the clas§room. Using copies of teacher's

ideas for others. The ideas would start flowing and

teacher-teacher. sharing beéah'to take place.

the consultant was doing job well enough soethat he
was: not needed. The consultant was a facilitator only,
which is what | see a teacher being.

- consultant takes things that the teacher has done. This
promotes teacher self--onfidenre. The teacher becomes
more involved gnd more willing te rigk

Relationshin in the 1ight of ~hange hp?hd implemanted,

-
Let's talk ~bout the impnt>\nc$ of the curriculum being
brought in. Wh~t is the relatio ip batween the consultant
and teacher .is 3 vis the inquiry de! being implemented?
Is it a case of the «q ltan the inquiry model and
the teacher doesn’'t? Therefore, h& JGb of the consultant’
TS5 TO TE3Th Yhe mode! Yo The teacher But the teacher has
practical kAowledge of getring aleng in his own "cTassroom.

e

oth h 27 re_true. Has to be a way of :W
combining the two. Don't lecture to taachers, but Fave
them experience part of it. e.g., you have them come up with |~

an opener and share what they've done. There are elements | Q?
of _the_inquiry process they've done in their own teaching. 5
There are elements &7 7t as it appears in the curriculum -

which is different Show what they have done before in e
their own teaching that is the same. The only difference
ts how we go into it and get out of it, so you have them

2xp”tisnce thyse 'wo things and share these experiences.
You r¢ cornmrtioa Thn b the viebnoun . <o it 'alre gway J
the R
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Need for teachers to work together.

T

You were invo)ved in the workshop that they
requested ( ) |

Rosslyn experience—has been rare—and that's difficult to

- prepare for.

1t does put a lot of deﬁands on you because you really are
trying to take account of the teacher's own knowledge.

You just have to know what you're talking about—grade.
materials, experience. You have to know the curriculum and
have the experience of having taught it. v

At -y it was just SOC|aI studies ge chers talk about
soc i al_ studies. It wasn t consultant and teacher at all.

Pl C— s [V O Y

That's. the |ded isn't it. It's a chance for teachers to Ly
reflect on what they are doing and to plan how to make it 2
better. ) - f

Yes, and to share with one another It was really |nterest|nq
to watch that afternoon. Because not only were Cralg aid |
hearing what was going on at the different grade levels, but
they were hearing as well. There were terrific ideas there!
And inherent in that a reaffirmation of respect of ”hey

that fellow really can teach " =

Opportinities for teachers working together.

T

The day to day interaction in schools doés not promote that
kind of talk. You go to the staff -ropom, sit . down, have a
coffee. not that many formal meetings

The chance to know what is going on is.better in small
schools. In the school | taught at there was- an attempt to.
work together across the curriculum. ‘Share what was going
on. In that school we made reading and wri t g across the
currijculum as an objective for each subject area.

“Internal’ and ''external'' decision making.

7

But you were doing objectives as a way of recording what
you wanted to do as a result of these meetings about the
needs of rhe'school-—as opposed to objectives being imposed. "

True, there had been meetnngs like that prior to school
based budgeting, but we didn't write down objectives. When
“school based budgeting happened there seemed to be more

“clearly focussed obJectlves because we were requnred now to - -

do it.

A}
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T “I'm uncomfortable about using- obJectlves as a way of
just:fynng gettlng money-. '

L . Right. The ldea of having a staff work together to dgyglnn.(;)

goals and obJectnves for a school is excellent

T .The whole’proggss is good isn't it? You really have to
reflect on what we're all donng here at this school.

s
9. Curriculum‘implementing as an opportunity for reflectidh.

T “1s currlculum lmplementatlon not also an opportunlty for
reflection and looking again at what we're doing and what
we take. for granted as to what social studies |17

| see lmplementatlon not as an |mplementat|on of a particular
thing like the inquiry model—more a fact that you feel a
sense that there needs to be changes- in social studies.

. Conditions have changed therefore we need to look again at
social studies and be reflective in our teachinga-

( L_ This is more of an tmplementataon of a Phllosophy than aga—‘\\\\\

particular method. Times have’ ‘changed, we can't learn . I
everything, we have to look at lnterpersonal relatlons .. . /,
that kind of thing, | guess.

Social studies as a reflection of our social life.

W A boy said to me in this grade 8 class ''social studies.
.;, about 1ife—what do you learn about life in math? Social (::)
studies 13 liviag!" |If d have teache nd kids

Jﬁﬁ)belleve that then rmplementatlon would be a snap.

We are asking in socnal studies for people to reflect on :
: their lives and society. | guess this is why social studies

is so frustrating. You sense this among teachers and civil
servants when they say othér subject areas are ticking over
-all right—we get materials put together and so on and then
they say why can 't you get a good textbook in social studies?

>

®* Only it's not enough to Iearn facts and it's only goung t67 r;cﬁ \
get worse in social studies. , . 1

L) ‘ e ,'

77 Science is like that too? , , ‘ /

L. People.don't réélize that yet. They realize you can't just] |
deal with facts, but coming to grips with the problems
they will -have to face in society hasn't hit them yet.

- ' i
. . .



. Social §tudfes.and the-cbmputer'

<« 1ife? ”Hhere is the social in all thls?"
=

the question of where is the Soc:al ln all thls

No, social implications of science-—pruvatizatlon of. liferﬂ
with computers, vadeogames etc. -What. happens to socual B

Computer can be set up' to be part of socnal studles as
‘long as we decide how we use them—so we aren't .left. with

&

26k
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. Conversatfbn #2 - April 21, 1982
l. Themes. .
1. Lml&': Two additions from our first conversation, . °
(03) ;'5" T You were saying there was something you would VYike to add

from last time?

L Two things. That | wrote dowp last night having read it
[account of conversation #1] that | feel hadn't been dealt

with, that 1" feel have to be, and are yet to be dealt with.
~ . : s
» The first has to do with evaluation . . . ’ -
T Teacher or student evaluation? : ' //
L Everything, but primarily stddehts L. aFfecting <

students in terms of the new curriculum.

2. “Student evaluation needs inservice attention if the social

studies curriculum is to be implemented.
‘. ‘. : .

, o S .
(09) L "We are being asked to tea%h‘not just knowledge . . ._butﬂj
" knowl|edge, skills and values, but very little has been Ly
g done about-how to evaluate in those areas. o | -
‘ . we talked about it yesterday. [another consultant]
said, and | agreed totally, that if evaluation isn't dealt
‘with then the whole curriculum will be underfmined. Because’ _
if teachers don't feel confident in evaluating in the new i‘b
curriculum . .". it won't sfand a chance of ever being =~
implemented and it doesn't matter how many resource- —
‘teachers there are, it will never ever work.
we are running a series of nine workshops on
evaluation . . . it's a fine idea, but just to come with
the expertise to do that, there isn't any place you can go’
for help. . - o
(26) ' T Very often | find that the bottom line is eyaluation. -
o That's where the real curriculum [of the teacher] beginsy®
© to show through. . . . that seems to be where impleTz:;éd—“
~ ' .tion breaks down. A person can see a lot of merit s -
' ., what you're doing . ' e
L t_how .do | test it? 14

Right.
’ N

The 2 esponse [I get from teachers] and it's
one I'm fighting at the moment has.to do with they won T~ 0

gét enough knowledge . . . it totally Tgnores process.
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3

T . . . you look at teachers having to cdpe’with school.

< regulations, 1ike common .exams. .. . . | can. understand

. to.some exterit, the principal's reasoning where he says

""I'm accountable for the curriculum being covered A
'results'.v,". so | have to be able to. show it

ways of gatherlng exaluat*ueetnigzmg_son] rather than
common. exams .

e

L [We are ‘trying to] cregte questlons thatxteachers can look
at and say ''yah, | can make that kind of question," ~ -

"It does do what it is supposed-to-do,' and '"it's not

going to take me forever to mark it.' Because they re

RS 'condntldned to th'nk multiple chouce, ‘easy:. marklnj;
you

::’. . . | can see the dilemma you're rn~; - . how d

ref!ect [in evaluatton] the cntlzenshlp skllls and value v
aims of social studies. R '
Especiallyvif there is a grade 9 [comprehensive{ social ,
studies exam this year.. . . by admission of the person
who is in charge of the exam it wnll ‘not test the process ’
of social |nquvry or partncnpatvon skills.

. What message'is that‘giVing teachers. . . . here .’
they pay for . - . -125 rescurce teachers for the year .
and they can concelvably undo all that. good

. unfortunately the people wrltlng the exam are not . Qi_ ¢
partxcularly enamored with the |nqu|ry process. '

Communication Skl]]S, partlcularly wrltlng, is the second
area not mentioned before, needing attention.in the implementa-
tion of the socnal studles , . L o

L The other is . . . the movement away from knowledge

requires a greater emphasis on communication- skills both

oral and written. . ... teachers of social studies®

have not been adequately prepared to teach writing.. .

. To teach the slels of writing or xgthal skilTs, We
-don"t know how.to teach them and we don t know how to
“evaluate them ‘ .

- ¥

&

J

, L There seems‘to be a real; fear;ﬁand:I'heSItaie‘tb/use the

word, in getting into this area. . ,,.{What'«hié‘is“
.requiring is some imput of self and. you can't do that )
without communication sktlls . [socnal studnes v N .

. teachers Tack language arts courses]

. 4 -

T fOne of the thtngs 1 ve. often wondered from my expernence _
- as'a consultant, is how much can you actually do in an ' -
: ’|nservnce in terms of wrnttng .

.

a

- ) .
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inservice seems quite effective in teach:ng a’

.;'Sk|‘| to a teacher, to add to a teacher's repertonre

L

‘T

What

:Yes, canht use lt thls way but

‘When it comes to allow5ng a student to write expressively

first and brlnglng him along as a writer is a very long
term thing. |It's not necessarily a sklll but it's an
attutude towards

Yes, you have to have the attitude flrst and then the

skill. It s tough. : ‘ B .

I'm involved in two [lnserVIce] things. The evaluation
workshop . . . [giving examples. of how to help your
students to det, into writing and how to evaluate it].

[. . . the other is the Role, Audtence Format, lense
technlque of teachnng wrctlng T )

’

. the |ntent [of RAFT] is instead of having the’

“student write an essay for the teacher . . . you try to

put some variety into it . . .-[for example] in 8c they
take on the role of a BrltlSh offlcnal who has been
living in Kenya for some time, who is writing back to
hIS famlly, hlS audlence, a letter, in present tense

L

. 'witha RAFT assxgnnent you can test knowledge and

’”

you can test values, by asking them to do a‘role excha{\

fexplains.how students in grade 8 will be writing a
district assignment using a RAFT a55|gnment and she will
be ‘inservicing teachers on markimg this assngnment and on
the -RAFT technlque itself.]

. and the RAFT process is reaJJ4LﬁmLmud£_Qnﬁn yo i}k’h

could apply it anywhere at any level ‘

where SeeeLhﬂ_adiﬁﬂjagﬁ of the RAFT—and: ‘maybe AHis s
a more general point about inservice as it applies to a
person's own way of teachlng—-lt gives the teacher an

opportunlty to think about what he is donng and to evaluate

‘what is being presented

>~

[Relates this to. L's comments about ”dlehard” teachers in
conversation #1, p. 3.]

is to be learned from~“resistance to chénge”?

| was wondering can the '‘diehards' show us sbmething?

In the sense that what they are saying is representing a

particular view of teaching which they may articulate and
others may feel . . . and at the same time it's spmething

™

. L g
N (et

Does the introduction of a new technique in an inservice
present an opportunity for teachers to reflect?
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which causes us to think again about what we're tFying to

implement .

"L, . . and not get too carriéd.éway. That‘sia'vaiid point,

w 4 You need your devil's advocate . .. but you need somebody

0. d who's.willing‘to question. And‘they can be very .
- g&ﬂ} ‘frusspating. T . ‘

)
\}h ‘ .

RV A There was one there yesterday driving me up a.wall. [He
“

pr said] "it's impossible to evaluate the curriculum, so why

268

bother. . . . nobody knows what they are doing, you don't
. -know what you're doing, so why bother?"

T ©  So what do you do with that [statement]?

I'm not sure. It was really only that that was coming

) I
. ;(\v‘ L ‘
\S'uﬂdl”“\_ and there was qg_gggﬂaggign,of what to do’instead. -
o : ' =
T .

(/f\‘ L There isn't any one way of doing it.and it's not as if
a one way was correct. And sometimes it's necessary ta

have people remind us of that. . e

applicability to us understanding the iaqgiry;modell

s . the diehard at least forces Qou to think through

[A stranger makes us aware of our culfure], does that]héve

i

your position very carefully, because you are ‘going to C:) ",

'];mwﬂhgma’jb\ 4 have to defend your position . . . maybe that's a'little
~ o OAMMFF‘ inquiry process in itself. o T - o

6. Interpretation and the curriculum..

(427) - T I'm wondering how much the question of interpretation -
' enters into it as well. How much is the currfculum a
particular thing . . . as suggdested by the word ''implemen-
tation.' How much is a teacher allowed to interpret

according to his own way of teaching?

péople are doimg the in Y process anyway: Even if, you
- , follow. the intent of thé¥fihquiry process fthere- is a lot
of choice],‘ Topic Bc for example, .there is a teaching
guide on Kenya, :if you don't want to do Kenya, if you
want to do-Udanda or India; the choice is up to you. -

L There's a lot of freedom'nd ’nobddy is checking to see if

. | .. . butiit [the curriculum guide] is not befng done all
‘ ' ' over and nobody is telling teachers if yowdon't do it
you're going to be fired . .. even for -somebody who

N refuses to accept it, there is'g'ldt.offﬁreedOM‘within
’ r. the classroom. . e f \
. T Well m3ybe the real penalties ‘are not for people who

don't -buy the curriculum, but those who don't buy the
evaluation end of it that is coming out from Alberta Ed.

A

. —
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(481)

(509)

(514-604)

7. Influence of the comprehensnve examlnatlon on the |mplementat|on
of the social studnes programme

L

LT

N

vwhat 1'm concerned about s that thls exam written in
grade 1X ... . doésn't test the inquiry process Yet,
it wvll be 'sending so many [concrete] messages back to
teachers and administrators -and so on that there won't be a
chance for that test toii [crttlcally] -checked and a

more accurate one developed. Because they will take the
results of that test . . . and the whole question of the
.evaluation in terms of the curriculum will be distorted.

To the loss of both.

~

It really is unfortunate that the two things are coming

- ‘at the same time. .There lis a real emphasis on implemen-

tation and a real emphasis on evaluation.. | think in many
teachers ‘these two things are combirned.. , \
ideally, the eval encourage the imglementatieg
of the curriculum, if the test was good enough. If it

did test in fact values, skills and knowledge. If it

was true to the currlculum it could encourage teachers

to implement. it. Unfortunately, the reverse is goung to
happen. o .

Yes, the evaluation tail is going to wag the dog again.

° v
Yes.

tv . R :
8. Descriptkon of the Kenya teaching unit developed by Wendy.

L

L

The other thing you wanted to see is what we ' ve done
on Kenya [a teachlng unit developed for Alberta Education
for topic 8c]. :

1]

[Descrlption of draft unit plan given to teachers at
inservice and an .outline of how this was presented. ]

9. Response of teachers to the Kenya unit insérvice.

T.

L .

L

In the inservice dld you have a good response to that

- from the teachers?

An_lnterest4ng response: .
- Some said ''great when can | do it?"
Some were ''‘w-e-e-1-1.
Seme who said ''that may be fine for your class, but
there is no way | could ever trust my class td. do
that.'". In other words ""Hey my kids aren't capable
of ‘doing.that." ' :

The one thing that set me back the most was in taRing

“-them through it [the unit] and having teachers actually

M '

EX
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‘all student outcome

'Tah\\1270 .
¢ . ~——

R "

develop an issde~que$tioh,1ﬁnd then saying "0.K., if you'd
like to turn the page [ pointed out] that first page is

in response to [myiopening question],
What is an African?" LA N .
TT———

"And haying:the teachefé say. .| couldeorkxwith any oﬁe}of 

- those just as much as one of ‘my own. :

(676)
(677-714)

"
[

. discussing it.

questions; ] ’

-question [“should-a competitive
-another to change?"].

'Certajnly, and that-would reflect. a numberlqﬁjghiﬁgs .

It's not_jus;:mysowh.enthusiaSm.

And the ones who were concernéd were mainly concerned that
this wouldn't fit their class. ~——— = > :

" And :he'anW|ed§é component —there - is very little geograbhy

in the unit it comes out . - one of.the teachers said -
'""I'd have<to”do @ two or three week geography section on
Kenya so that when it came to my multiple choice test |-
coul'ihav'e 200 of the 250 multiple choice items on .
geography.'" Quote! : ‘ '
. ) !

And at this point you say ''Yuk! Forget it" becau!e- _
there's no point in arguing with that kind of thinking. -

that man is writihg items for the grade -9 exams. R
RS o=

, . | | ing i N
‘ 'lopj“geaching the Kenya unit.. . . S

How would you fqrmu1ate,an inquiry question like that? o

[Explainslﬁowfkheftaugbt the uhiJ'on Kenya - in her own
class—a field test of the unit she had developed.

The. teaching is iljustrated by the flowchart in the A
unit—Formulation of the issue question, formulate resea

It is possible to have more than one issue question .

it works well to have onq,t%at the majority-accepts. -
In_this unit everyone went along with that issue
culture be able to force

And there was a lof of student interest in the?hni;?
o SR | L
Yes. |t was a great’. —t

. . et

one.of the better bpes‘fdr you? - ¢

my own enthusiasm . but thatis tob-sfmple”ah(answec.

I had them fill out & little form about how they.
felt about the unit .. . . one boy said "'my dad and mum
and | really enjoyed this unit," “That'$ the kind of
enthusiasm you can get. They were gettjing involved and:

* : ’ i
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17. How should other teachers follow this example?

(733) o T I can see how it would be a marvelous experience for the : l

kids and the way of going through it would be excellent. Jupvjﬂﬁy 1
: Thé question | alwgys get back to is this; how do you [} vaﬂ .
Ihelp-the'teachers to do this? How do- you have other oI

teachers fgllow that method? :

L It simply. follows the inquiry process, very'ciearly.
. some [teachers] will never do it, some should neve Giﬁ

do'it. But I'm cdnvinced-that,there;are a number of
eachers in the middle who are more than willinggto use
the inquiry process but are not.qufle sure how to do it

this is where Kanata kits fall down [they spend too
long gettihg into an issue]. - :

't is my interpretation.that you get into an issue right
away. It should be hard hitting, fast, maybe even
emotiona!, because what you're trying to do is get an
emotional - involvement on the part of the students [at
first] . . ., go through the process of inquiry is to
provide them with the intellectual =—so by the time they “
resolve the 'issue they are doing so on the basis of -
knowledge—knowledge and feeling togetheér. e

b 12. Teacher fears.

“
’

T Do_teachers have problems with there not being enough facts? |

' . sure and they're very leery of emotionalism * . . They're @
afraid of having their kids get emotionally involved for
fear they won't able to handle it. . . . for fear that
it will go ho th- the children and .they won't feel _ .
competent enpug defend it. d
»

13. Teaéher right to Bick<and choose in the Kenya teaching unit.

(781) T oL, gpis_is the way you teach and you are able to o

N ‘ cP®ate a unit based on this, to show teachers how to do it. N

. when a teacher looks at this my view would be that
he will pick out -.a. few ideas freq -here and use them.

s L syre SR 1 |
R . .

The idea of the flowchart for example .

. . 4 ‘ )
The whole teaching unit is meant to be gn example of how (gjj
you @ould do this for one topic in grade 8, that s all

it's meant tn be.
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. *
o “Anybody might go through it once [as printed] but by the »ja*"Gi;l
' second or third time they'd be making adjustments to suit q ‘r”
yourself and class. : , : e o ‘

14 The importance of giving children a process which works for them.

this [social inquiry modei]. One of things that scientists
say about that is, '"that's not how | work, that's an
idealization of the process." . . . Do you have any
thoughts on this [as.it applies to the snquiry model]?

L It's an_example. [The social inquiry~mqéekl represents a ‘F
4 _process that can be "

\\g\ (803) ' T C e the scientific method is sometimes dqpicted like

process, but not the process, but.
used. - And | really feel strongl
‘a_process that wi

n
They can take this

; : Y - . . | have no problem with
. that, so long as the emphasis is on process.

- That's just off the top of my head. | haven't really
3 thought about it. ! ; : : : ‘ ~

T - Well let's jlust leave it on the tape and take it up from

"there. But that's always been one bf my concerns, you

get a reification of the model and the model is so much
less than what it represents—really what you're tryinga -

- : to do is make a model of human thinking and acting . -.

. but | find your answer interesting. |'ve never
thought about it in those terms that they should know a
process that will serve them in certain cases. »

(840) _ .
End f ,
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Some Interpretive Notes

| read your véry strong commitment to the social inquiry process

in thig second conversation. | was ‘impressed too with the Kenya
unit and your description of it. To me it shows. a realization of
your commitment to inquiry into significant social guestions in a
very concrete form,and because it is in the form of a guide,\may be
taken and used by other teachers. ‘

The social inquiry process places many demands on the children -and
the teacher. . Your plan and inservice show how you have taken on
this challenge and have achieved some very impressive results,
as evidenced by the examples of children's work .in the teaching
guide. in our conversation you tend to downplay your own role as
a teacher in achieving: these results. You say (on p. 6) that the
ct the teaching went well for you was not only a reflection of
your own enthusiasm. But it seems to me that your personal
commi tment- may have been the crucial.factor in making this unit
so successful for you. |[f thi so, then we are brought
squarely back to the consulting “problem.' [f.it -is the spirit
rather than the individual techniques and strategies-which ‘make
the differences, how do teachers come to take on the spirit of a
curriculum? . '

I was impressed by your comment that ‘attitudes come before skills.
To me, this speaks volumes to education. We take on- skills,
because we see how they will serve our purposes. Writing is a
good example of this. | mentioned in this conversation some of
the concerns |'ve had with giving inservices on writing. While

4 Can appreciate the value of RAFT assignment .as a gdod
teychnique, and as a technique it is something which may be taken
up and used by another teacher, | wonder if that is all we want.
Doesn't a sdccessful teacher of writing have to be first and
foremost interested in what a child has to say and be interested
in the rhild him/herself  to really promote writing? This is why
1 agree that attitudes come before skills.

PR e -

| would be very interested in our next conversation in pursuing
the question of the implementation of the social studies curricu]um
in the context of this reYatianchip between tbacher and chjld

]
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Conversation #3 ' May 3, 1982

Topics of Conversation

1.

7.

3.

L

L

A correction: wunits are only suggestions. &

P. 7 [of conversarionn#Z] instéad of ''would, ”could "

The teaching unit is meant to be an example of how you '‘could"

do this one topic in qrade 8.

teaching units, Kanata kits are meant to.be.one way, not
the way. ’

Some reactions to T's interpretive notes to conversation #2.

T Waé there anthing else, Wendy?

Mostly JUSt reacting to your page 9 [of conversatlon #2]
want to hear.what | have to say.

bhese are some notes | wrote down [reads notes]

_First, enthusiasm is contagiouys and | really believe that.

There are some- random«points-l put down not in any sort of
order:, . .. : - -

, -able to _say that ™ love what | do" . . . In
: ‘so we may help to create an atmosphere in which others
AN say EFESF‘A : love what they do and can say vrt.

it's £00 easy to.get into the negative

A different gaint: we cannot continue to separate intellects
and emotion. We must, by examglé, allow our- students to feel

secure.enough to risk without 1

thi's feeling to an inservice. Ehow we've been led to

believe that feeling and relatnng,hasn t _been part of teaching.
"Keep your feelings out of the classroom' . that™s wronday

I

-0

»

v\KSUNﬁbL'
C_)a\‘ncj-
bbjﬂﬂ‘

that's not suggesting that the teacher gets all emotional,

but there has ‘to be this element, _.as with the Kenya unit, that.
fhere is an emotiggal reaction to what is happening. You
can't leave it tH®e— hyt it's part of it.

Enthusfésm. ' .

You. have to be able to say 'l love what | do' and not to dwell

on the negative. As a teacher in the classfoom if you dwell on <I>

the positive, that's the kind of response: you get back.
Negative thinking breeds negative thinking

{

'(A\(m
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T vy»u're doing things out of fear
! o and b~cause you have to. -

I read i~'o vour comments: [in conversation #2] that as a

teache! " had o "tive relatinng with parante an®™%ith
Stde .

since you e 1 dafensive towards what a parert or
stud-nt vight say . . yo' have that belief or enthusiasm in
Vot vow e daing that yeas coan rositively defend it

. o~
| . . . ' _ Y
that atti'ue thing if you know what your long-range -
goal: are, h» e dame your planning iere‘ul'y . . it sets up
co'{ dence ( ) cuvprose. The "dick §g tn tnztill rhat in
yoo Yoee and 't je oa o trick.
[ I T TS T B i rytierng cnthagi gam
T ot erpeyten - and tecrhniqoe ot enthuciagm . - .7
LAY of it and va nevar gt ta all of them [the students]
-
b leep rying 'o t"ink of hov yru apply that in an» inservice, é\
hecarse that' the dirertion of all this. Jwo or three criteria
rae to wingd One, the pe <in [qiving the inservice] renllyv har
to Veow their wat:rial . . . 'he o'her s an enthur~iacm, i1
I,—\-vfr A A a Vteliaf in ubhat they are dring
1

‘lf the rertaps qixi('g the ins yvi ¢ is Jyuke 'ar, 'hen it ig har-
vy rl e le bt he e 'a‘ki”q the Tarnr v ire ter V- very nnth“ci

There ‘< a problenr in that vecau e t achers ar not very gond

P”h]I’.— <1 Tkers ne a '\" 1t'c or 'ppth:ng W("\P \-ad aa
traicing Nfter " nt = wic e’ g Tacl of tnttysl gy,
lack -6 ' -y 1plca : SRETE B ‘ by '

Qe 't st [
ST 1

' ‘ anl | ’ C | | o (L‘

T Y f=v 1t vin'ng in terss f doing ar

"o " EX toove Ve o a bt "Q“'b' /



And did it?

.o if
taught then it was

Maybe we should -l

set up "
tev edgcatinon

[Cn”|J] [

trache e

. »
quite ~uvccessful,

1 join it for o year or tie
! teoapte et oent bty oy U
»ohparch T A ctere that e

Vgl 1

Toas!'y ' strea es s 'le Yac’a of the pnhli
conren that ' teach [ T (R
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L ”Waste of my time being here' to !'you people are alw .
in a new programme, when are you going to get some t Hi g ¥

down ,

always all over the schoal

277

'ringing
ettled

"social studies that's the subject where kids are

making all this noise.'. And

against having, teachers opt of the classrooms this year and
lequ1v|ng rha& they go to these vnservuces

ver:

vy

[N

ot her

1

you can imagive what this means to the teacher who isn't

epthusiastic. Vou imaqine what that means to the teacher
enthucractic

in
!

e and bheina in‘erpsde in TPQGh;ng children.

One of
lookina at

about

getting back ta communicating your own enthusiasm to
teachers . . . what's hMppening when that's taking place?

the thinas 1'm lookina at corriculum imrlementation ir
what do~s it mear to be a teacher . . . | keep
«n~ming hack to one commonality—an interest in chlldren.

when you re bringing in a new programme you're talking

the what to teac:. And yet when the teacher is in the

inservicae they have in their own mind their own class, thei:
own children

And there is an interpretation taking rlace

there | see this kind of interpretation qeing rn in
comments like ''that wroldy't wark in my class.'
What -ré~you' thought = on that kind of dynamic that +at e
plare betweean teacher and incervicer 7
[ Ao
Maybe that's one of the keys to an inservice . . . _talk to 1724
the teachers not in terms of the programmes, but how it Gk T /;3
affects the students in _the class. Mavbe that's why that {y !
BC_inservice because so much of it is geared to student
cutcomes . . . as_onposed to-tatking-sbeut-_the m-terial itself
sg_much. It really makes the connoction bet\een the mater it
== what yCL do wiith yrur o mtgdent e and eliayie Lo e ey
e g ted to this

you o a ' to wake that ronnectigr somehov iy oy
i o iee she  th o what t'e “steri ] hag to 4 and N
B ! ' t he o Vi L AR ST thie b ctagdanyt

viAat y oy want to tale place it evactl, what ou degcril od,
Whetber the geeopt it g teject it ic irre'evant, ‘bat you i
td t e et tbey d ine T 'h:n'i'q Pt th "r ter oo SRR S S
H Cen L Y N TR A R I ela- [ATATY taﬁ

’1'. ol

e T o tha hionge gt ey I
Al N r N N

a' rarnaei i g one w | Yey my studontg real’y \ ..
1\
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Different views of children. co ) -
. ‘ N F‘ ! o .

T | wonder if all teachers believe that @ i .'in one.of my
conversations with a teacher at , he really doesn't
believe [that kids are kids]’s . . he says | see the inquiry”
process as being an #’l“ . . for universityroriented people,

but for my kids here In a basically working-class area | don't

see it working. N
: p

he's already making that iqterpretation.

\, . . . the only thindg that's going to change there-is not at
the inservice. He may get some ideas and be willing to pull
some [of them] . and if that does work and you! start pul"n
more and more, maybe you end up piecemeal gettlng into'it
slowly, gradually Because the kids gan, in fact,kproye they
can do one thing . 1t _may, gradually evolve 'to where
they re doing the whole _thing T

o' if the teacher is willing to risk it - & [eimply]
herance it wnrks in another class. ’
&
one of his concerns . . . is that what i&”essgntlal Lin

the inquiry process! i¢ that the student is qgle to work a lot
on hi® mun, , . 3
Q -

he wasn't denying that the students eou]dn‘t think about
it .. but students could not work on their own very muchH.
They learn much more in an oral way and thev need‘a teacher whe
vederstands what their life-world i< 1ike.

the fact that their parents tend fo be skeptical about '
the "high falutin'' ideas from school!, they watech a lot of

"W, rublir .issues arer't tallirg ~bot at home . . not A
ally aware' family, the Lind af family ueed Yo ‘ ¥
. L2
It's 8 cop-out. o
o T . i
' 't's a Jeep cultural thing too. If you ard the kind of person
used to making your wishes felt in the public ar&na. you've”
experienced being ahle to persuade a peolitician . . ~a -
personal effirary Then you're going to have a differenr
attitu'e toward public affairs . . then if vou fe~] _you've
Aalwoys hpen Listed “inung _ “all poltit! ane o ® ‘qulpi”
Al e o
I But 'hic conriculir provides fo  that oprortunity il rea her«
will trag t erough in “hemg- Tves to do You <ee, part of
‘lNh?' you 1o ayirg is that that teache: doesn't believe that
th | id oot what the. nied unless the teacher oi.eos 't
to snmetow bt ws what they get at he o

N ’.\ et * L. [} 1 ', ot

A
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.questions . . . with only.one or two periods when they may do

279

-~ ‘ v = .

| : | L
But . . . kids come with a wqud alreddy into the classroem
and the teacher has to know that

Yes, more so with this [|nqu|ry method] than any other e . C:>
you're not”going to take kids from a conservative-traditional

. classroom . . . you can't jump from there to there, there

has to be&a gradual process over a series of years . . . you .
are goingjto have to make small changes in o&der to get into the

o full process. i \5

, . v
But that's an lnterpretatlon of the process too . . . it -] 9*’&

.

implies one extreme where the kids_are off doing their own . \ Q:wx;:;b‘All

thing all of the time. It doesn't t have to be that way. You A
work with the class to develop an issue . . . the research: )

&
somethlng on their own . . . or maybg a mini-unit to leaﬁn“the Q§;7
process, before you get into one of the maJor ‘units. .

There is a 1ack of understandlh%, it's a deVelopmental I
thing and you can't go from one [method?] to the other
that sounds what that man is talking about . . .. that his kids
can't do that independent thinking. Maybe they tan't because
they haven't been trained to do it. v .

R e

. o ‘ :
e he ‘tecognizes what s p055|ble to do with his students, (;i)
-‘and | think he's pretty accurate. He has done quite a few
~new thinmgs with his students this year . . . and has recpgnizeoj

that they can think quite @ bit on their own. - .- a

e

(562) L And maybe that's as as‘:’ he' car':i go this year. ) Vg

8. Freedom to interpret’ the inquiry model

(563) T
\
.
L
~ T
(59

~—

Yes, but . . . one’ problem he sees is that there is a certain
ideal in mind in the lmp‘n"enfat-nn aod this e what . . . ah
those in authority want.

Excert that's nnt even true, that's n-' a fair ctatement.

that's what rome ','huqh to him. ’He says, ''What would
ever hapren ‘f they crme into my r‘Pcs'oqu Because H'm, happy
the kids are T-aining things. "

1
1

And thdA/he s moving along getting to what he: percelves is
the ideal. <fj

Whose ideal are we talking about? He wouldn't totally GTF\
agree that what he sees tc e Allerta Fd.'s ideal is necessarily '

the ideal. ®But ke “nes a ot of meo i [in ig]l. pacticalanly

the tear' ivg v i

o5 , 3

i
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9. Articulating a model of the inquiry process mis-repﬁesents'ihqutyy,

(596)

| He has trouble with the inquiry process?’ o | .

S~
He sees it°as a mechan'stnc type of process, Thgt s where'

he really has problems . . . and in the lndependent worﬁ
.sees as benng required. _ 5?

P . _ ,
'L That's. one way. of nnterpretlng it . . . [but] 1%don't think

(635)

there .is any one way of interpreting itz gé

,'.}. it is an attemot to provide teacheri‘and students with

a process for learning. L

fy

[spoke at 's class in the fall ﬁ}ésenting a

totally different model] saying ''it is a process y&s, butrit

. Cf:)‘

—

is

a process of learning and there is no one process of l€arning.'
9 | ,

l

10. Teachkers adop{iné the inquiry model. - .'

(636) '

(6£75)

n

has been a fair amount of pressure on teachers——”come on you
should be doirg th js." Whether that is real or: only ‘within
their expectations . . . - 4,

= . . ¢
. . his goal [Frank Crowther's] is ... . if this one doesn

successfully with your =tudents so they can qet nnt only
kmowledg= but a procege fnr uzing bnowledge

Wy e a
I guers ‘n some wnys .~ have t¢ mis“represent somethindy
ardear te v.imp];v‘y i) ’ 4 o
o+

15 J(

somethlng coming down from the top thhouf making, their own
adjustments. Which is fair.

Seems to me to be a ﬁcessify

L You hnve to rhoqse_g_ompde! that is the best o' the alternatives

bt it i- pe.erthelage ctil]l one of the tteiagt!

P

analz of inservice in tha ne mregramme

when we evaluate the sucrcecc of the inservice . . . wn
evaluste what against what? . . . thzre is an ideal against
whick cl=ssrzom practice will be ~valuated . . it's got A
built in (=il bocause it vill alwe.s he lass than
Iy t e

e de ki fer gttt b e G Y et i e e

] tr?-
work for you then adjust it and adapt it, s~ that you ‘can’ york

Except teachers in this province . . . are n@t going, to accept

L Because of the resource teacher time and the media ... . there

280

v

P

k-



e

{7AR)

(7700

|z;.

12

Ay

g SN | 281
) ] : %? : :

'
and a’ %ecoqnltlon in the curriculum thattsfudents are not'

going to‘be abl@gto deal®with this eveﬁ*incrdQSIng volume of
knowledge that's going tg come at them . . .pwe have to give

%Pme way of deali g with it, or theygll ‘be swamped.. . . and

>
i
.

-9

S

T~

aced WIth more ahd more“serious issues [ilke] epvnronment vs.

,
|ndqstruai|zation ) _ . . b

qu]uating the successfui impi%nentation'qf the"programme.

N

The evaluation wjdﬂ be'very interesting: ‘

¢

if they're goung to claSsrooms, but they're asking -
teachers-''are you using i%qunry?“ well what does ¥t mFanJ 't ({;
debends so-much on the teacher“s itnterpretation . . . "lI'm .V
supposed to be using the full inquiry model?" or 'l did one
of my. units that way?'" ‘
l ask how would the three teachers in my study answer that
question? Two would say yes and one wouldn't . . . he would *
say |'m using what | think it is and what | think is good for
my class. :

Which iS'réally what this curriculum is ail about.

. and - are probably usnng it a lot more this year
than they were last year.
/ o
So, therefore, the inservice .has had an effect.
vll
Yes!

But that weuldn't come out [on the evaluation].

It's used in different ways. hbeing a younag teacher more
or less buys it as pre<ented. has had 14 year< teaching
evperience. ' .

And is more likely to question. Hrw can you argue with.
that? Question it; pick and choose from.it, that's really what
wauld be the ideal with an experienced teacher, e
few opportunities for dialogue hetween teachers and consultants,

when a teachér is presented with a new idea there is little .
opportunity to really talk about what is being presented to '
them. You go to a half-day inservice session . . .. the

interp'etive rrocess takes placs . . yo can argue with the
person giving the insarviece =and say Uthat vrnd 40t v b in my
clag~""

Mgt pf.\r)p‘r' W TR Sav (h-,:t
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T '~ They silently turn you off? . : ”

L Sure, the biggest problem with the inservice programme in‘)_
- + is there hasn't been the provision for follow up [
iT~erms of. in-school inservicing. ' D '

'

. . [during that afternoon at’ 1 [showed] he was X
doing many of the ideas already in his class. 4 (ﬁ\
. -

You get the idea that something new and wonderful is coming
wiith implementation when, in fact, many good teachers have
been teaghing partly this way.for years. An inquiry process
(804) R ~isn't something new : b

4. The impression of .novelty and the need for dialégue:
‘ & A S :
(805) ‘ L - . - but the prohlet with inservice and implementing a new
: programme is that it’makes people question what they're doing
and think that there is something new coming.

(809) T That has the answer. That's the '"right" way of doing it

15. Consulting and prométing dialogue.
(810) ¢ L Right . . . When, in fact, you could be "[already] -doing many
of those same things . . . and the informal inservicinag brings
V”k“' o] that out, because it's peorle sitting around the table talkino
Ty \ . - . it would happen pext ear wher there are no copsultants

Pard
—

! Within that lind of ceooy - vy o the 0 e Yy ""‘v'] [ \\
what |

Facilitatar thnt : =)

Facilitatar in 7

V. . . in te'ms of gegring pedrle tq shate their ideas. Nat e
someone who comes and ‘brings and gives to” ['len], hut as
someone wh "'allows_a_sharing to take place.' Tirst, within »
schenl and then be' weer twn schools 377 Tavhe tte consultar:
will take oo idea {10 one arh=V ard Wiaq i +o “noth-y
to H,? [ KRR I PN R R I R TR PRSI PPN P !

of + e

but that tind ' shari o, valt e abhe vhat ¢ harne - ;
tine to r:flect =h ot ida - Vi Ct Sk e :
R T T N IR TR

Yo N IR NI RNTR BARPSP a s : . '
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L Initially only. You sort of start the ball rollinag, but if the
consultant were to fulfill his or her job ideally . . . at the. )l
end they will be no longer needed. |If you get the procéss :
going properly . . . maybe you need .someone in each schootl. °

Consulting and being a teacher.

T | think they tried that with_the.E.O.F. There were problems
’ »

- Z_h¥Jﬁﬂ&hu;iL;mison_an_£~0.E*;naujnu;qmuLaxe_cemnviwg

them from théir peers . . .
L That person. But what about the other people?
g

T Well, | don'tethink it helped the other people either . . . we
have a certain social relationship in a school where we are
all peers . . . you know yourself in becoming a consultant.
You may have taught in the next classroom to that person -.
you come back to that school as a congultant and you're not
the same person any more. You may feel yourself to be the
same person, but you're not seen as being the same.

It depends so much on the person and ‘the people you'sre working

with.
there is a new study‘released in Ontario . . . an [inter?] -
school project . . . they brought one resoyrce teacher into

each schonl | | the results have been dramatic.

One of the things | kind of question in my own mind is this

notion of ~onsultant as expert . . . expert in what? One of
the things we've sort of been hinting at here is that the
consultant is the occasion . . . for reflection on what you're
doing by bringina in c.mething new. In that way you have to

he an ewxpert

" .

\But vou rrobakly dan’t ooy it any better than any nunber of
toz-l ev o .

' We!' ien’t thet <elling yvourcelf short? You are being hired

EXd

L Oh, of course there are only so many hired, but | don't believe
for a minute that the ones who are hired are the only ones .

who have that working knowledge . . . of the curriculum.. There
may ke many others who have that working knowledae who do not ;
wart to leave their clascioom . . . there aren't only 13 experts.
toonoct of 't ““ven's on ho the consultant. approaches it, and

VPor e [ ]

Yoe o e ?vp?ninq in it.
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‘How much of this is’'d product of the situation you find your-
self in [as a consultant] and how much is ‘training? . . . you're
the expert. in terms of the curriculum, but you're not the expert

in terms of those teachers' teaching situations. .So you have
a coming together there. *

&

L Yes, it can be looked unon in that way, it isn't always.

- v

You are caught in a situation

happened in the rural areas . . . the programme would be more

where you don't have the time to -
" develop that. =~ - - - - LT

ssful [there] for that reason. [In 2] we didn't even

de schools because the numhers

¢

hat did you do?

LMostly they were brought in [to ] on PD.days . . . I'm

not sure if all the junior highs were even contacted. In

discussing with the ones contacted, [pupil] evaluation seemed
to be a very common problem. . . . As a result, this series of
evaluat¥on workshops was developed. !t was thought to be more
rractital than to go into each of the <schools and do anything.

public did theirs differently. A one-day training
session for all teachers . . . the second day was done totallv
in response to teachers answering the [needs] questionnaire
and saying 'l ‘'want . . .'' So it's quite different. It'1] he
nice if the evaluation [of the MENTOR inservice programm- ]
conld Took at thosekinds of [differences].

Ve Speaking ~f children: the content of the tearher/rangultant dialoague

(af0) Y

f vy

One of the big things | have here is thi~ icsue of how the
child is uppermost in the teacher's mind in terms of their
own class. And yet, in an inservice the only thing we can
provile ‘s a technique--that's nne thing an axpert ca 1+ 't
thic it by you Ay ¢ "

"This is cne wdy, and these are the recult~ e get i+ tha
classioom "' These gn over much. hetta:

But isn’'t that still a technique i~ 1 wav? “This ic hat | did,

Surp, bU' ;t's "'0;"9 the« e vt ten “heviinn -r',:\' the T'\]denrt‘,
did ace a recult of that

It tende to put the inservice rerson on the level of teacher

well . . . it ¢ounds more like teacher talking to teacher.
You're t2lking t-chniques ves, ~ut vou're talking techni 'wes
in terme of your Yas roo . . . rylre aving ¢ ge

‘ [ o b ' . . I

jeining (AN

284
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19 "That wouldn't work in my class."

g s .
[ . . R .

Kenya unit a% an example of sheaking aBout ‘children.
' a : . - -. - E - o .

Your Kenya unit seéms .to be a teacher talking to teacher A
Hoppfylly,;that's what it was meant to he . . . sharidé‘sthdent
experiences. ! _
One of the things that struck me [about the student responses
in the unit] a teacher might say "I haven't got any students -
like that!" S : v ! :

.
Y

But that's a poﬁicy the province de {regardjng the development
of teaching units]. The examplesqzere to be what students

could reach for . . . [but] legitimate examples from the
classroom. ‘ ' ‘ : '

~

How do you- feel about that? . . . if you had your choice would - -
you include more of a range’of [actual] outcomes? ’ .
Probably more of a range. All of the student outcomes in the ,Qj
Kenyd unit are not the very best . . . |'m not sure there is
any point of putting in low ones. It's understood not every-
body is going to be that -good. Above average to excellent,
maybe. '

] 5r, ) i
And yet that's what really troubles a teacher, is the poor (}>b’<ux
student . . . when he says ''that wouldn't work in my class," -
it seems to me that the teacher has-in mi ;55
\ o

—

nd some of his worst *l‘
Y

students.

That's one of the ironies you can never put into a [teaching]
unit . . . 3 couple of 'things in that Kefiya unit are included |-
from students who you would say could never ever do it . . . /J
and surprised evervhody.

Did you tallh about that student at the inservice?

Briefly, not a great deal . . . you see your ''super student'

is often judged on the basis of the ability to give you back

what you have given them . . . often it is the kid who is bored .6§>
or refuses to memorize who when presented wtth a situafion .
where his critical thinking i= challenged . ... may come up

viith smmething brilliant.

And that's part of [the rationale] for this whole curriculum, J'”
that we h= en't rballenged children's critical thinking
ahilivica w-'ve fust required them to memorize.

Thet mokes a cansnltant,into a teacher. that bad thirgs happen
' the s msaltant tan and all kids are not perfert
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Personally, 1'd be against that-kind of [Alberta Ed. ] pollcy e
Youmentioned [in our firgt conversation] that you can under-
stand that Sstatement by a teacher, as another teacher [yourself].

One of the things | wonder about is what is being said between'| .-
teacher and teacher that underlles the actual talk about the

, —

curriculum. There i's somethlng abolit being with chlldren that /C*
teachers understand . . . . i - 7y
» . o oot ’
LA feeling and caring—1| don't think that you can separate\lt
and be ‘successful. - - ‘ ) il

T  You can interpret much of teachers' talk as a caring about

kids. Even that statement ‘"that wouldn't work ‘in my class.”
I's th%[e a caring about children or is it merely negative?

L. It could be either one. It deéends cn the teacher. Maybe VM
they're making a valid evaluation of the Kids in their room.
And maybe at tKis point [the inquiry currvculum] wouldn't

(\ work in their room . . . But it can be 5 very negative recponse--

that the teacher isn't willing to try. -

Intellect, fe€ling and enthusiasm.

LIt really does get back to one of my original comments that you Skl
can't separate intellect and feeling. , The intellect is the
knowledge and technlgues »_but _the feeling .is the related to.

You have to ‘have both in order to have a successful program

in the classroom or inservice. |If you enter an inservice
programme thinking you have this wondfrfu] thing ""to gi 2" X
the teachers the response is going ta’he ths s~ne asg to b ‘
tearher who has all thjic wnndar ful Tofoamaeio: 00 g o

the students.

”~

So with feeling, we're taling a*out a3 lot more than
enthusiasm. We're tallling abcut a relationship hetunen 1o Lo
Sl v-.'udpr\t Thot's a aned diztinctinn

y v can be e thysiati akout the inqui., nrocess,
hor caire Ly have = h-1'cf in childyen oo

N,pqtntfng for thea child = w1l i the implementating ~fl the
i o, i AfFerce

vou have a belief in the worth of the child in being able
te say' thirgs for themwse'urc The saying is a very important
thi'g i edu =rion to m- ha' th~t means to me s that .
yt e eny Toterete ! da gbhat he bge vaocay. in his world.

°

I guers this is o~ of the t“jngs | see that ohjects to
about the process. He avs ‘t's al rcat a 'corputer like e
[+, Tensiay mode 'l A v s ey - e ehild ant oaf it (,"{

Y Mo - -rand b owor'd sy evzct’y 1 e opposit . el et i

tha' precmss je ! ] ' et L L AL I byt
T ¢ J \
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* lhor ?u W {that is the difference betweeri what | see and-what hé-sees in

ﬂ”“'v‘pb the . process, whlch is le gltlmate

‘gt )
o Jhﬂf* What |t says is that . . . ‘in order to put the chlld into the
(1265) process, he has to elter the process.

S e
- v

722;e DealsngJanth dlfferent |nterpretat|ons of the lnqu1ry process .~
aJ o
(1266) L My int rpretatlon is that whole thlng of trustlng ‘the chlld
is inferent in it. Which is one of the majar problems of

implementation, is bringing people -to see that.we Wl\l |nterpret
it differently. ' e

. v " .
» : . .
.
3

the point is not to convince him to do it in such’ a way

that he takes the child out of the programme, but to*change
the programme..

,ﬁ ‘ P B ’. \
1 How do you do that?

| How to convince him? A

1 Not so much convifce, how do you havé the programme not appear
to be computer-like. :

— .
\ ' You can't in writing . . . as soon as you put on paper you are QCB)
imiting tThe scope. You are saying that there is one process, ‘&K\
hut that wasn't the intent. . *a
By talking! The day we went to ' . " we.talked about’ 50cnal
action The interpretation [the teachers] were making gkout ~
social action would have been some grandiose scheme. in fact,
when isked ''what are some of the things ypu are donng
in your classroom?'', , for example, said some of the th1ngs

he was doing which fit beautifully into our unterpretatlon of ,J A
sociil action. Maybe just savirg that . . . and again you're
hbeek intn ‘that prohdem of ' .

[ 5

Time a’ "ha.r ~nrt of thing -

'Y v oay

' Yok gy ‘;Q yo o qo. -

,"3‘8\
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Going On

I recall that at the end of this conversation you remarked that we
hadn't said very much new and seemed to be going around in circles“
Yet in analyzing and preparing the summary, | found many questions
about curriculum implementation raised in a remarkably clear fashi-»
This lead< me to woender if huran und-i1standing isn't éssentially
cirecular. That we sense many of the croblems, ard 'n talking aboult
these®problemdwe, in fact, heain t 'oca'e ‘om of the 'eal quent -
let me try to identify some of vhinr 1o e e bhe i e w o
raiced in thic converaart ing

We ended by coming baclk to the nuestion of time to dialoque. This
. . . il st —— gl '-:rrv- ="
was necessary, because vou s#id you ran't represent tle

ntent of th-
new curriculum rroperly in wiiting. This has come up in man. of m,
conversations. | think that thie 3Vone points to »ne of the real
questionsg.  Why isn't time allowed™ Why do .e set things up in such

a way, esnecia'ly thic ye~r, 2hers the - nsultant must be the prrserve:
the giver, the expert, iv ha'f da, iccer ice on some particular t'i
What dozc "hjc 50 3ou' the -1 cvlum, and the teac'ers and wha'

wroeog with rbie T e o Tt viig why denf owe chanqge jt 7
Alttough the heed dialogue 1e-ocrurs often in orr carvercation. |
see cnme differ e brtwere aour bhaliefe about the farm that this
di~logue shruld takl Yoy iadi ate a nead to clarify what the ' ar
i Adeing alvady inYrelation T tRe praprsed changes in the new
curtizulur. 1 certainly agree that this is a peed, particularly in

the 1iaht ~f the seeming nov~lty (ard <nncequent teacher ‘nsecurity)

whic' s Fred by the massive ¢ff 1t on curriculum implenertating tht-
. ' . % A 'rAJ.Lu\ . .

yeatr Put iso't there somathing beyond cless fiTation in ques' ioh

here to 7 In a sense, the new curricylum is al'éady an answer to a

preb'enr posed by the deve'tpers. That is, ""how d- we preprre-st.der

to o pe with the explosin of kanwledgr (i~forw=1 )" 4n ather w~

b doose teach stadinte bt le 1 b ot lenrn U I do-'t say tha:
thic i “t o2 pr Mlen . hyt 1 cre a l(iffi(!l]ly in plf";enti”q teache:
wit : eac, s sl ing te croYler vhorh they aye Toad 1Tittle
M [ I O B coemg e Vi the v o=ndog o f i
N ty 1 Lo . ints- s . Vol e w T
[TV S that the pregrermei bt~ ha o Gith a ol tien -in t
form -1t e gy pode )i | R S N B SC A BN i o open iz
which wi) I e “'f,ﬂ'Jv ! : IEEEE 1 BT f ha o "i‘w
eyt r L e This ("v-'; i t e N : g o
vld e oo te = odit o= 0 o ' ' \
Vene 0 ot

.

e orthey { 1 o ¢t . o beo- T 0

- . . “ ' . '
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Conversation #4 May 26, 1982

. i f rsati
I Iopjcsllmgggxgvsatlon

"ol and freedom as lived by the teacher.

In the eves of the teacher [much of this control] comes
together in the classroom. Hay be separated in the ‘minds |
of pnople at the Board Office or .Alberta Ed. who are
planing all «f thesr different things: theyv they all

‘e tagether oo et ~Tae 0 Aoy

[ 1ot ?

\le are talking about the question ~f freedom and control

in the curriculum . . . during the second .conversation
[with this teacher] he had to give the [Board] writing
pesescment assignrment to his students. He =:id "look today
| had to 1o this. the topic was given to me .. it was
confusing to the Yids ~npd yet ! was required '¢ nive this
topic, to thece kinde, in this form, today.'" ' =aig thaen
Thea et frecdnm da 1 ha e [a- a tear her 17

Mo. thzv rarricular assignment he couldn'' . ynu have
to have o} ¢ conmerality of assigneert in crder ro do ¢!
cenpiris o for 21 of the stiderts.  Sure it's 3 valid

AR B S et the ey fom tire yvlep s ctlhiee
toy ot \ , PRI I ot t [ ey

¢ ' ' e,



(60)

Student writing assessment assignment.

4

Did he comment [ahout the toricl? Many people questinne
the topic.

Oh ve<, . . . he said all kids aren't interested in tha'
. . . that's an important poinrt atout writiva. berauce
nnnp]p wilte to ful 1631 thei I OWn puUIpesec

And it's verv difficult to come up with sqwethfn" they can
write about. | spent the first 16-20 minu'es <f 1tz

[as"eﬁsment] worksho(‘ eyap]aining whoe ey et R
not a sacial studiec nriented togiy

[L gives rati~nale for sele ting the tor'c--a 1 trer bhaoe
Co fede'atio' ‘el bra'tions, 171 7- rarver ¢ - - ‘ !

O meape mepe 1 ol qeade B0 )

He wasn't so much ¢ necerned ahv ' vt o0 e '
AR Vi i”tnvn"f

"-n’( v hye ER | - 1

Scme endd 't e IR
vy

I think the rnes t-at come to the da, [on markinn writing
assig-"ents] were lpss thrpatentd by §', becausr they con

acrept y expl-=at ~n of #y Tt as' t conte't o
et e b ommaeled o vt e 3o 1y RN Y T A

. C [Virector ot e }'e(:t‘ vho is Taoa g arts el
st rdent conau]t:n: ey P prsecs ot dn the T !
210 Yannag: a ' e feor deiv i1 R

i th oy oo 3 Pt Cote b

ther s o n . :

1 ! 1

<
f
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They've been doing a lot of intensive work -in writing?

- . . the emphasis in language arts is moving towards
communications skills of all kinds. There are still

some schools where grammar®is taught for the sake of

arammar but it's discouraged.

- . . and the school board has said it's one of their
priorities . . . language arts across the curriculum.
o heols ean't really ignore it.

‘rretive undepgtanding i< cirenlar

Vell do youy wat *c et into the crnversation
Fve vevtiption of reation #3] row?

AR

“ight,

\le may of had the sense after the last conversat
that v'e weren't going anywhere. Going around in circl

it's funny when | go back about 3 week or ten da
afrerwards . | . sometimes there is a lot that does go
n (thay 10 avare of at the rime).
P'm vondering . readirg about interpretation = .
herm e tic «i- le savs t'at nderstanding is ~ir ular
Vhen + ' R R AN L ) T I S ST T I

v
\"-'

A

4

ion
es.
ys

t 1

t

5
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(248-166) Y

232

Yes . . . not a vicious circle. It's a circle which
gets us closer to understanding.

VVhat an interesting idea. | haven't come across it hefore
\hat is it again?

[Explains some of the origins of the word hermeneutics
and some names associated with jt.]

Anyway | wasn't discouraged after the [last conversation],
I felt that we did seem t be going arcind in i lec 5
bit, but after Aning thic [gnmmpry]

It puts a different Viaht on it daesp't it

'

Yes. | actual'y f-1t sjyite excit ' " et

frmipg kool ey 0, ol iAan el

I "vn ant a3 coen ! ’ '
o ov £ ahend
Can 1 j st go brel tn it [summary of ¢ ¢ 3a0i o #7)
Yoearse bowrste 5 o0 ple of cowme C
' ! B L r\m[vlwn"ww

n‘o'\‘,.' ye ' " I
[Page 7 te: teachers 2re nt n106d public spealers]
Another tiing that c:me 'o me is you have to get past
rotinn artoss 37 ep her talk ng t° students. . So lore

- t deding s cn 1 ¢ i acroRs as sarelve
1

Vo b e s U e ot re i rhat b

e 1o
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(314

5

Whae

ke
t
N
s

N
e

presenter does. not have sufflcient confndence to step

out of that tole of control, for fedr they won't be able
to deal with the questions that comesback. I.'m not

sure how you get people to do that, but that ties in with’
the next page [of the summary of conv@rsatlon #31, "your
practice shouldn't have _to be on the job " :

I

1 .

We are assuming that con5ultants are experts, and they may

well have a considerable knowledge they gan share in their
area, but that doesn't mean that they hamesthe ability to
do so. There doesn't seem to be anywhere to go to work
through those skills, . . . It was ntglecte& in terms -of
the whole provincial thing. They brought people together
- - . talked about what was going to happen but - . - noOt
the how.

- A3

Some of the people that were doing it probably weren' t

that particularly qoq%.at the how themselves.

is the difference hetween teaching and consulting? .

) I'm of two minds . . . | agree on one hand we don't
clearly enough make the distinction between teaching

your own class., which we may do very well, and becoming

a consultant. One problem of this is-. . . we tend to
treat the other teachers as if they were students .

If you are hiring consultants and fail to make this
distinction . . . you can be in trouble.

. . - and the process for hiring consultants doesn't

even have that bacis It's not as if anybody comes into
your classroom . . . The selection for consultants is dor-

on the basis ¢of an interview . You may hsave someone
who gets into =m interview and connects very wel! with
the people . I don't know how yoor gét aroet rhen
[ not that ' “ave a hetter nmpniies

293
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T - I'm.not feally sure . . . if the really good teacher is
doing to be the really good consultant.

e .

L Yes, or if the person who is pérticularly good in the
interview situation might not be a good teacher dr a

good consultant.
’

T That's exactly right . - . there is a_technique to
being interviewed effectively. One of the commonalities
of people who are elevated to high positions . . . glib
people, people who have all of the answers immediately
at hand . . . What does that mean in terms of working

(370) you will alwavs aet the glib answer in naveryv eituation,

6. Vhat does consultant as evpert mean?

(277) T . . . the other tgtng, and this is where |'ve become maybe
a little more convinced or a little more puzzled about what
the meaning of consulting is. Maybe we shouldn't have the
expert come in . . . teachers are experts in their own
- - class. Whatever you say to them must be interpreted
in terms of that world as they see it.

The world that you bring as an expert is already a solution
to a problem which you have already posed. That has always
m~ved about twr steps beyond where that other person is,

T think it's a question of whether you want tr call teachi: =
- - . abhundle of techpiques or if it's being ~ living
everydav . . Ve te d t~ approe:h ‘rservice . . . and

I At e e . RIS BT TS S
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N . H . ~ . ‘L
L But if you don't do that you'll have some [students] who
~ are thinking that you're not giving them anything.. . . ..

| taught that class from September to December on social
studies method and attempted to teach it as a heing . . .

some found it incredibly frustrating . . . you never did-
teach me how to do a unit plan.

Ve are very well conditioned to tﬁinkingﬂin terms of
techniques. ' o o

T And yet in teacher-ed. there may be a little bit more
justification for that, because they've never taught
before. : '

L But Sqmewhere élong the line they have to get more than
(418) iust pieces. |

7. Inservice: Show me what nat how. . o \\

(419) l L. . Page 4 has 'when you're bringing in a new programme
you'te talking about what to teach.'" 1| talked to a
teacher here vesterday and she is qQuite prepared to have
inservices tell her what to teach, but not- how to teach

- any process of inquiry, just give me the materials

and the curriculun guide (needs more) prescribed knowledge
areas.'" She wants it in more detail, so she knows exactly
what she has to cover. And | have so much trouble with
that. | got up and walked away as a matter of fact, because
U knrw we were both going *n aet inpa it

! Y0 v e har 1reesoning?



(458-467)

(L67-47F)

,é?é

| suppose it wasn't the place of anybody to tell her '
about process. The protess she used in the classroom
was going to be hers and that was that . . . It's just
so opposed to the way that !'m thinking betause | don't
think we can mandate knowledge. We do have to give
students a process for working with knowledge. And !
think we have to dn that with teachers. too.

Would ‘it be that it were that simple to say "this is
knowledge and this is process.' That's a dichotomous
kind of thing . . . how you teach is what you're teaching.

. . . her [this teacher's] is very much from the disciplinnc,
geography as separate from history . . . which makes a
difference because social studies is holicstic,

[History and geography tend to be unconscious of
methods as a way of being in the world.]

\

\

[Geography Department has expressed willingness to cooperate

with Alberta Fd4. t~ help develop social studies units.]

Th~ inquiry process as represented by the inquiry model,

Next point, page 7, where we talked about the model
accepted [thic] model as most acceptable of all
alternatives, But has to be politically acceptable ton
That was a big factor, because it had gone from the

values currizvinm whict v3g very wide pen. Thore was
a lo' of pubtt (e "orosnmath? o thie e ip e
s o Ve o 0




(505)

(En6)

9.

I ' h

T ~ _Yet we talked about how'you immediately mis-represent

inquiry itself when you make it into a thing which is
implemented in the classroom. '

.

L Yes . . . here we are trying to teach teachers about an
inquiry prdcess and .we're telling them about it. Ve're
doing all of the inservices in a most traditional way,
expecting them to break with tradition. ’

T Yes . . . and you're trying to .separate process and

content there. It gets-into a funny game. . .

¢ I"'m not sure that anybody knows how to break it either
. - . most of the consultants in - are feeling
some frustration. They wanted to do more . . . a lot
of time they went into that évaluation workshop and
to have a handful of people show up. : :

- S
The student assessment workshops. 9

3 . . . it was meant -to become . . . we've got ali kinds of
examples, consultants will be there too to help you
- . The idea was not that you come and pick up handouts,
but that you read what's there, sit at a table, .use some
of the examples there. [But the teachers who did come]
wanted sheets to take away with them.

! I't must have been’incredibly frustrating . . . a teacher
like Ed who can't get ther~ and consultants who are
working verv hard to do it and nobody comes. It seefs
sich o pity that you can't get together . ;

297
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10.

We . . . wondered if we took all the [assessment displays]
around the Foom to four different schools. \lould people
come to the . . . school closer to them. But it soundgs as
if you're making excuses for people. :

part of .the reason for setting it up [at ] is
that we'd hope there would'be enough questions developed’,
and consultants contributed-too, that anyone wHo contributed
would get a complete copy . . . of everybody.

Really you probdﬁlyvknow yourself . . . that when you
suggest four schools rather rhan one srhool, that that '«
really not the problem.

N

No, it's not. It's agnin tryivg to deal with rhe symp toms
and not the prohlem

Revision of the Kenva udit: The value of having time for refle~tinn

I'm beginning to feel more and more‘phat the time we spent
talking and reflecting becomes absolutely crucial. ‘
The unit on Kenya (for example) goinag through it now, _
and | made-a very sianificant change (after each having
taught it and making revisions in it before).

I't becomes <o frustrating because the time isn't going to
be there (1::s and Jess time i~ allowed for r~flection ip
the future'. 17Find thae o0 threatening fn 14 ime of

P B T C e
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1. Time, dot experts, is needed by teachers_in curriculum
» implementation. '

(641) - L it's not enough to gét expergs. That's maybe the . '

"~ least important. Maybe the money should have gone into )
giving teachers half a day off within their schools. S
. With half as many consultants . . . [who] would go out and
sit and talk with teachers within a school . where the
dialogue would begin with small groups within a school .

I think we've gone'all,tﬁe wrong direction.

T That's such a profound difference . . . you wonder how
you can make that change. Because it's a different

froren attitude towards consulting, towards teaching

12 Implareactatinn and tha bureaucratization of education,

-~

-

(c=) 1 the bureaucratization of education is so pervasive

and in itself it has such an ingrained process that
it takes anything . . . puts it through the bureaucratic .
mill and it comes out the‘same. It's.the process which
makes it what it is . . . the idea of expertise, making
things technical. $o you can take the inquiry process as
something which can be written down on a piece of paper.
In writing it down you can take it component by component
and work on it . . . that's the Mentor series, and do -~
discrete inservices on it. VYmu can also have teaching
units which ate also things - . if you follow thode you
will be "implementing

\

For example] with the Yeny» urit . . . it's not very eofrap
P Y

tha' you WOU'd Sit do\,,y- Ind \‘”:"9. a ”n;f (;n th::' \‘/:\\»

(., your mee: Q'n:}r’-7l\'7
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-
I have, but not as detailed as that one.

And do you follow it as a teacher?

I have always been one to develop rather detailed plans,
but. [wou)d vary from them]. I'm pot sure whether afer  hady
does or that's a need that | haye

- - - | developed 2 course one time when | was teaching
the next year when | went '~ teach it | almost [regarded il
as <om9body elre's rource ", 'vavhing was <o different

-

I think that's what it's like whether jt's your unit or
somebody else's unit. But that initial going through it

is impartant. So that, in fact, you do set down your goals
and you do work to achieve thosr gnals throughout the 'mnit.
I thint fharn’f gfwvﬂ'\ing wronag if ¢thay dregn't chanpe ont
year | :

I'm sure you've talked to teacher who plan quite differs 1y
.. [who sayl "I have sort of a general {dea cf hat |
want to do." . . . They have a taric of cphcer 1o thew
they thint it of conce'n to their students and

addipecag 5 need th- i1 gtivlote hayve

I think in order o d+ th t ycr st 11 h-ye te bave your
lorg-range goe's. . . . 1 do 1 . voar tr i Tyt
et oyt he paree g ' '
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The difference between asp

301

.7

AN
?rations and objectives.
- o j
One of the fﬁ%ngs I've ihdughp about in connection with
this issue of bureaucratizatjon is the.difference between
human aspirations and objectjves. I agree, you have to
have some specific objectives in mind . . . some notion
of what has to be covered. -Particular skils, particular,
kinds of knowledge. : :

\ \ N

But we're talking also about goals and aspiraiigns which
guide your life . . . As human 'beings we move thpaugh
Tife guided by certain principles q%g aspiration® which
we never articulate necessarily. Ve artfculate them. from
time to time, | may articulate a goal, but that's not
really my goal. It's my goal in sight . . | it relates
to my aspiration. Uhat you s»v, what yay do, points to
that [aspiration].

L d

[Referring to earlier conversations.] It's like the :
enthusiasm, the fac* that you love what you do. That

has to do with your aspirations. VYeyr aspirations are
reflec'n-'l in yeur oy thugiacrm?

WVhat you are ont5n=7n*'7c about is reflected in your
aspirationg, '

It has nothing to do with the curricutum, but how you
connect with yaur students. The émpathy and,feeling in
the classroom. The trust . . The atmaspﬁére where
students feel sacure enough to step Gut on a 1imb and

Lry to o scret' inn riginal . . . that takes them beyond
E ' nd o Y. s« fa= of hp_ing glimy dovn . .
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| think that's a very important point. | understand now
more of what you mean by risk taking than when you said it
[in our earlier conversatioks]. To me [that risk taking]
means that there is ap interest in something outside of you
the question which pulls you forward and the -studer
forward into inquiry. So yo''re willing to frcus on the
question, yo'' ar~ not afrai- th2' somebody is assessing
you. lodking (o1 a mictake . Then you can take r'cl=

I think thet alsec h-s t d: with y ur aspirsti ns
your philceophy. Tha' 2 che ' eact be nl' that a: «:n

T4 .. \/v’-q?c',?\q Yo [ f ,
[

! "ld"-“ L et e bhame e ey Yl

One of the thirgs |'ve ofte thought that rakes sorial
st'dies rather » diffic 1t ibject to dea' with in term

of vali g cvrri ulvr is the fac' that 't ¢ he'' diw
to hat veral) zar’ pt'gns . . . ctri ' v
- LY O S r. B sl o0 . L
[nﬁla'g ".I?‘ ' . L ! [P B H
[ XS !
Ferhprre th''s ' ' T " te
'y : L. N
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7 What worries me is we don't seem to address this in the.
political process . . . this gets back to the question of.
bureaucratization, we want t6 make it all non-threatening
to people.

A bureaucragy abhores any kind of open dialogue at that -
1ével. They want to have a’controlledvdiscussion which

i= not controversial. You make the inquiry process into “
a t-rbnique . ' ’

. 3
. and water J~wp-the téaching units so that they're

.
YN s VA g LI o B

And yet isr't it maling a mockery orit of our social studies,
wh~re @ zre t1.'iq tn addresc what it means to be a person

. S
in the d é

Sure . . . bureaucracies are not get'ing smaller . . . so what
says tc 1 tte ‘uture for develeoping and implementing new
Fdens 1o Y quite scary.

‘ ' Foe o TR pngit i papes g, ""Paperland,'']

v " Ter pacing Cetting hack tn the auestione that concern us.

{am-) ! Are yru familiar with Paulo Freire? . . . he puts forward . )
a2y of countering thiswin .a practical vein... - ALY SRS

[Talks ahout Freiva's background. ]
* ¢ - it'c because of our [previousl ronvarsationg that |
'ead what Freire said nn dialogue . . . -

But that's absolutely fascinating, because really that's
what that curriculym was talking about. VYou've got to
bring strdentc ta where they recognize that fhere is a
prablem, . . And unlesc tley an feel that thev are
Frotlers t'ey =an relate 1 o

theres' vy 1 ens inagle e

celen t /" what Veyer Wb

[ 1 ' vl . LIPEN [T T R
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weakest part of most of the teaching units. Most of those
teaching units go on and on trying to develop the issve.
It can't be that way.

Maybe that's because they are teaching units far mass
consumption; you can't do it,

©

But you can do it. That's one thino the Kenya it o o
It develops the isciue cicnlyv i1 one lagenn.

How does it do that?

That's the one where vou read "The Parable »f +1c "uni.
to them  [The spesch kv Teww Fpoonpra ]

[pr‘::ng |

' Going On

I'm going to p0r§ue“thiswcohveréatioq, and 'behonns with 17
others in my own reading and writing fur?ng the & nim:r,
Hopefully, | will have a draft completed by ¢ rlv 7!

which b will s nd ro yo  for you' comm nis.

Thar e vpe v pr uct nTlewing me te 0 g

"o e try ! '
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1982 '
Hello Terry, .

9

It was an enjoyale experience for me to be interviewed by you. T li“kad
the topics and and your style of directing questions. Teaching. and

anything connected with it, s alwasys close to my heart.

You also gave the impression that you cared a great deal about teaching
‘ : . /
mothodsa, individual students and teachers, and wbont the vhi) eophy

$ahind a1} teaching related artivitian.

Vour concrarn showed 1t=elf in the following manner:
(1) e thortughness of prepsration for the interview.
(2) The accurscy and consimtent qumltty of the tranmori pts.

(3) The curt@nus manngy in whieh yeru yaprltel te questione
I asked.

(") Your v*liingyvnzs to state your ~r1'v Vg . whenaever

T gave you m ahancae to do =n.

T »18ways yesd ydur transcripts with grea' in‘arest. You always “"zard

in amstuvtgly on nev qQuentinmes ariaing fvom ‘he ypreyv nue interview. Even

though py *neu ' veye -pﬂnhnarm-(u A not gl o1 oy '-"war-nd},nt no
ttrm ALA "yt LI ""'\gﬂ v th ong T b nq "5-]" Y Y Wam sy Ate
- e ! R Yy ! [P

r, .

g onn

He Tovrr,

T we 10 Yike ' Gmake ~ = omed) chnoa Ty (hapl bernmoytpd

TNy oy My Y.
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June 8, 1982

[&]

Terry Carson
University of Alberta
84 Avehue & 114 Street
Edmonton, Alberta

Deatr Terry:

Re: Personal reflections on discussions concerning implementation

‘ (
The follrwing comments are intended to illustrate perceptions and
fpelings T had at the conclusion of our conference(s): ‘

Firstly with respect to the process, I_experienced a great deal of
satisfaction particularly with your role. As an active participant
in the process, [ felt a mutual commitment and concern not only for
the predetermined topic(s) of discussion but-also for ideas that
emerged throughout our time together. You did not feel compelled to
bring closure to discussions/ideas that were generated. 'The oppor-
tunity to meet more than once facilitated the building of trust. T
felt this development was affecting depth and significance of our
disrussions. : . S

The opportunities for reflection and discussion of truly significant
issues in educatrion have become a "luxury" for me personally. Often,
1 berome forced into a mechanistic/techncial role and do not™take the
time to engage in critical and deep reflection about myself and my
work. As educatcers become called upon to account for themselves,
qualitv is often substituted for quantity. In the Service area, of
public education accountability usually shows itself in behaviors '
Pthat are of high profilelvisibility and often technical in %ature ‘
Letr G- - §2) T -
1 enjoyed very much our discussions about the role of the teacher in
the change (and implementation) process. Bécause of ‘my belief that -
human action is the result of deep personal beliefs and attitudes, at
this peint in time IT feel these are the drea€.that Tequire qignificant
study-and attention. (1 think you alsd ‘share’ that belief) D

U N~
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’ The belief- that we. can.effect teacher change through pre- packaged

' cannot‘bE1ong 6 the classToom teacher. It séems logical that the

oy

' decisions affecting ‘that - classroom

teacher proof" guides and resources simply is not working. The
teacher s professional value has been retuced to that of technical

'go-between" in the instructional process. Many of the new resources.
\in social studies could be construed as being manipulative and
staged. Pre-planned Pravincial standardized social. studies programs

as _human beings in the classroom has been rep aced w overa g 5}
cantent (g tting thrOugh a Kanata Kif) '

\cannot be disguised as authentic education. Responding to  youngsters’ R

Although it may be too soon to tell I believe the Alberta Education
.| Inservice project which emphasized the technical 'aspects of social -
studies "education- may have had a limited impact on teachers and students.

Until we (teachers) have the freedom to create total learning enviro-

nments for children that are-not. .continuously .at.the mercy. of indivix. .
‘duais and coptrols external to -us, the respon51bility fotr- edancatien -

person  charged with the responsibility should have ggmg say ithhe

Without rambling on further, I wlll stop. JIt is apparent to me that-

a few evenfs oVEr the past weeks have affected my thinking with respect
to these issues. The cultural awareness retreat as well. as the Wis-

cussions with you have forced me to reconsider my beliefs and con- )
equently my actions. ( h .

DN

Thank you for allowing me to share in rhe discussions. Hopfullv we
can pick these ideas up again, /

Sincerely, .

Liians.

Superviscor Sorial Studies

wi/ cm

-
Tk

-
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| must admit | was not very enthusiastic when Dlane told me 1'd be
meeting with you. As is often the case, at least for me, when | haVe -
no expectations’ from a situation, | seem better ablé to go with the =~ "«
situation and learn from it. That certainly has been the case in . . )
this instance. | have very much enjoyed our sessions—the epportunlty |
to bounce ideas off another is far too rare. |'ve had to reflect on :
my own views—about ‘the curriculum, implementation, my role as .

. teacher and: consultant, my, phllosophy of education—even about me as

<a pecson. . It was |mportant for ime- to go throuqh this proce!g Just
as it is important For all teachers ta have 'some reflective and"
dlaloque time. But theré is so little time. w1th1n "the schools for -
.any. ngf]ectlon or discussion. There are tremendcus implications in

“'this for’ impleménting a new curriculum—there must be tige for

- talk, reflection and more talk. The idea we discussed last day: of
starting small (with a few teachers in a single school) and then
slowly expanding seems to make much more sense. The role of consultant
then becomes that of facilitator rather than of ”know]edgeﬂglver”
not unlike my understandlng of the role of teacher.

The idea of going around in circles continually coming closer to
understanding wds marvelous. | think this has great significance for
anyone who acts as a facilitator (consultant or teacher). Those with
whom we work need to understand that going around in circles can be a
very positive experience. The problem is that people "expect to go
from point A to point B. . ’ )

If we want teachers to be facilitators our rQle as consultants must
be that of facilitators. You can't expect people to learn about and
then use new methods, processes etc. . . . when we use all the old
methods, processes when dealing with them. Inservicing must become
more of an ''experiencing." '

It is important to make university programs not just theorgtical but
also practizal, and as a consultant to work closely with new teachers.
Could these people ndt become instruments of change within a system?
Implementation is a long, slow process. Weé have to ''get to'' a few,
who- in- turn may influence a few .. -
Research vndlcates that teachers unlntentlonally communicate their
expectat+ons to students ~1s the same “true of supervusors and
consultants wérking with teacherq7 o e 1

-

1 think-many teachers lack self confldence Wﬁy4e}sé the closed -
c}assropm.door and - fear of having someone in the room. We have to
Build selféesteem éut How? vl

”n AR : -

. . ) N o7 :
-
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Teachers have to understand new ideas from the "inside.out' if théy>

are to successfully usf them—andther reason (Sr "experiencing'' in
inservice. ' ' .

1f learning is making connections between the old and the new (and |
think it is) then implementation must reflect this. By throwing the
new at teachers (as in lecture-txpe sessions) we don't allow for this
connection, in fact we may be doing more harm than good as we may

_ appear to be threatening—"\/hat .you've been'doing is lousy (the old)—
- here you've got to do it this new way!" No wonder teachers get their
‘backs up. ‘ : ' : S I
Finally, we have to help-teachers: cone' up~ with' thé Fight qlestions.

Then and bnly'thén can we bhelp them to find answers which will work

for them. _ : . ’ T : 8

© Terry, hopegypu.can‘méké_somgfsense'of my ramblings. Thanks again.
I look forward to talking with you again. > :

lLinda Smith,
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Mav lO i§85

Terrv €arson - ~ ' 4
Faculty of Education-
‘University of Alherta:’ } o
Edmonton, . Alberta " . S L

ﬂear Terry:.

I hope evervthlng went well for vou in Montreal. . .I'q
he “interested in talking with vou Aahout the.experlence, and
the reacfnons t6 vour presentatlon. '

I ve enjoyed workings with you on Vour research project
and I want to commend you ‘on the work you've done. ‘I was
verv impressed with your abilitv .to take our conversations
and orfanize them to hring out the main themes of those’
discussions. Taking conversations, transcribing them, and
then attemptine to organize them in a coherent manner is an
arduous task - one which I am'somewhat familiar with as a result
of my own work. I think. you ‘ve not only organized them in )
a coherent fashion, hut you've captured the "essense". of -these
conversations; and in doing so, you have revealed many cru01al
. _aspects of curriculum 1mp1ementat10n. S .
N A ‘ . . SN .~

3est wishes on the oomp}etrOﬁfof your project.

41

Yours sincerely,

Mary Jefferies
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As | have mentioned. to you in our conversations, | have enJoyed being
~a participant in your "“interviews.!" | felt less like a participant

in.an interview and more like a colleague exploring ideas about
ump]ementatlon and |ts meanlngs with you. '

SRR o I,must confess I have a “certain dtstrust“of educatnonal research(ers)
Often, I' feel we are our own worst enemies -and destructTve (not

) conStructlve) critics. By this, | mean, ed. research often ''slams"
. .the people and methods directly “|mpact|ng“ classrooms, by 'showing
“them to be less than ideal. Although, practicalities and realitles are
ackﬁow]ed@ed somehow we often Took ]lke we don't know what we're
doing. While this may be true, | can't think these ''revelations" in
research help us to grow and to ''do better.'' As | write this, I'm
not sure why {'m rambltng into 'this: area, except that again | see
parallels between some of the feellngs I have and how teachers
perhaps feel about consultants and inservices!!

- -

Atso, | guess | feel we have a trust relationship and that | have
found you to be very sincere in your research and hope that you will

be able to reflect this in your 'written translation'' of your explora~‘

_tioms.of implementation with the various individuals.. . (what an
“awkward - sentence!l)

-

) To follow up my flrst paragraph | have ‘en joyed partacupatlnq in our
. - conversatians because | was able to freely contribute: ideas, which

- were ‘acknowledged and held with some value. | found our conversatlons.

~,;M_..'J‘7cstvmulat»ng because 4 was able to explore, clarify; expand, "play
" with'' some ideas about implemenxatlon, thanks to your input. Our
_conversations helped me to think.about what | think about implementa-
tion!! This .type of reflection réally helps me clarify and expand
my thoughts about some of the-things | have been doing—in a way,
1 also have evaluated some of my own thinking about implementation,
N solidifying some ideas and discarding others, adding some new ones.
in short, | added .to my repertoire of thoughts re: implementation—
! learned something— 1 have some new questions to ask (X la Gadamer)!!

Jennifer

- .
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ﬁemories recoflect something of the depth of what it hac meant for me

314

Dissertation Uritihg: A Personal History . .

il

The dissertation which appears as an artifact entitled A Hermen-

‘eutic Investigation into the Meaning of Curriculum Implementation hides
= =—=1arion

a personal learning proceés which made its production possible., The

follgwing few péqes;are an’ attempt to recapture something of thislprocess
as a bedaooqical experience. This recounting of a journey, of curriculum
va<qafch is based upon 3 journal which keptvhetween September. 1980,
when | began my doctoral studies, until August of 1982, by wHich time

| had completed and had beaiin aralyzing the conversations with the

participants in the study. The iournal entries constitute only

. o

fragmehtdry eVidence of the excitement, the <truggle and the uncer-

tainties of the pre-writing phase of the dissertatinn, bhut ih'?e~réading
.

these-entries a wealth of ‘personal memaries flows fram the words The
- . . o N

to learn, not in terms of flattened out representations of the learnirn

.

process, but of legrning as a ~ocial exrerience, an endeavour to mal -

sense with others ~f 3 complev warld anf <ehonle The wiovde -f 1 he
journal also evokrs personal memeriec of tha adventire af crming 1o
new idaeas ard the uncertainties And doeght o anganderad bt o,

St st these Tn the farma'ion nf ey I Rpect i one

The e viriting ppv;ﬁa ~f the 1arparch caprac to ‘ai] inte thee:
- €%’

stagee: Tirst came an initial time oof ad duture acd o« itrmen f

Cowing into contant viith w'itivgd Reve §alt analyci= gnd Phn“”mﬂ““u,p
This was folleoved hy o time nf persanal Sriuggl- O e I TP PR
in the ferm of serioos doubts - d th oo ronllict and coan'aian a5 |

. 2 . . [ ' ' . . Lo vy
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éurficulum implementation. The final beriod~of_pre;writing is marked-

by a klnd of personal resolution of the appropriation. questlon through

the concrete research project descrlbed in Chapter 1V of the disserta-

(‘ *

tion. This is a tentative resolution only, as it is a part of a

continuing dialectic of question and answei.whiﬁh originated.as an P
inquiry into the process of currféulum change iniééhool se;tings.

The resq!utioﬁ stands now as a preparation:for a -new stage of -
questioning beg’nping from a clearer understanding of a more Fqndaj‘
‘mental interes' which underlies this concern for gurriculum impleménta"
tion, that is that s-hoels become more educational places ‘ﬁr'ch§1dren'
to learn and more ﬁamocratic nlaces for teachers to work. At the sameu

time, thete is alsec a -barper focus on the need for further investiga- .

tions and eyrlaraticne «f the nources of the contra!.ctions in current’

©

practices which fro-v o0 ' ealization of these ideals. What

follows s a 1rief f the personal stages of development °
t cemach this revling

Advent“re (vatamhvuv 190 May . 19R1)

There +me a cance [ adyenture tn coming bar! te 1) university .
feor dectaral wep? after 2iv yesars in the crhand System Adwentuve was
Al- tinged With a faeling or.r9l79f at heing releaced from the daily
cares an! prectienl cancernse of 5 school beaard cent 3l nffice. 1 was

cond re beain e thial abeot the hig questinns and | didn't have to
vwait lAang It was ecritical encial philnsophy which firgt captuféd my
atterticn thraygh fte evplanatnr. power to make <nnnectinns between
what 1 T otuitively undrratond tn he trhe case in “chonl= and the larger

vl pelitigal fnrececr s whiieh gt tinre theee av'ranqhments.
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My first journal entry shows a rather crude idea drawn, from some

critical literature,of how schonls reproduce social structures, along

with an equally crude application of this to some curriculum develop-

@

ment worlk | had been recently doing. The hook was in thouqh, and |

went to the seminars on a history of schooling and curriculum full of

qunstions. Threugh that first term my of fire mates and | never tired

N N

of talking about critical serial analysi= and how it miaht be arplied
to reform the =scheol s.of mut exprrionre, With guhseque/nt q{aesfionino
and thrnugh a0 intellectualized applic~tiop cf tte critical insight-~

anthercd e o t! oy ~o:rii'|q' nore of ¢! g~ fo~¢'nating fir]«j unfo"

Pher vrn-dagy vas alea rsrt of this iaitial ad ontgre Ther
aeticr o f A Tooan eric befna o theugrld crered 1o o o naw
r‘,,.,.f' I N O S AL TR 2 PRI N LT S nd ;CC;"—‘," fa-ear h Rirt v«it.h.
Clenanclial g wwe e F i daite 2t o b pasaililigy of
¢ tenn ""("""‘Wt: Meo r oo oo Coovey e Tever= [ l'ny\({;uq "'i'h st-
thres cpbaes pnt e s ban e e U s ot P I
Al I R A TY S TR L B v S O
Lo :jt" N b e : -
v ) ,ﬁ . n ! ! 1 t \
! ' v ' ' L The powe
b b " ' B ' Co e ’s‘@ych,’n
%
o . . ‘ . o, ‘i,:".%"“' terme
sl The d i e wpy'r . . ot Ao et

as orv ‘ " oke *h t1
“ w v
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way things.are.' Through all of this | was encouraged by my supervisor,
who shared my excitement about what .| fhought'Were new and wonderful .
‘%4' - s e v _v . , ..
N ideas, At the same time he reminded me that curriculum research had
P T T T T T S
; a responsibility to address practice; the question was how could these™ ~ = =
e T . ‘

new iﬁskéhtgﬁﬁe@épplﬁedg%o-thé problem of curriculum iﬁplementation in
a way that is meaningful tnﬁ%hncv Qho‘dwe]l indscpools.

A journal éntry in January, 19R1 shows an éarly attempt at
application, The major olements of the préﬁent’study are the}e in
this ;n'vy in 2 still as yet.undigested form, but the idea of applica-
tion je fire]l  caught within a technical notion of pracfice.‘ The out-
line vaflocts a view that phenomennlngical re<earch could be ehployéd
trn get at the lifawarld of prartitiﬂnérc and grafted 6n to a critiecal
interrretation of technical mad~ls of curticulum implpmentarion in
i f~r tn produce 3 new model tn reform pvac(ice.. The tésk of carrying
N ttvie progranms seemed an'y ta quuire more Vnow]edqe and expertise

Tyt t'e te-hnjques f phenxchleo‘rn“\ ny?c“tnﬂ farms of
e e e Tl W e Al ey,

Youbts, Conflict and Confusion
U - R R TR N T A

Ve Tty bl s ar e A okt g b the "¢ inirgl gnpl;(ariﬁn AL
CEr b e b e gt Al oa 1‘»:’: hegan in iyvy own cr;'i(‘iqn- o~ f
B T I I It vimm it = e permee a2l aatiefas tios that | -

abl> tn question the ethnngrarhic rercaich of Vinteatt an! Jlanesiel

I3 . H
for the'r Wiecti,ist "in-esq The OPFUYtHWIP’ rrecentad itcelf ot n
' E EIRTS IR teorpare b ﬂacl:‘\‘?qy' a ~onference which | 4

|- . [T Y qm:'nh\ni 1abel éc
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qualitative research. But the criticism of methnd also presented a
sérious personal research dilemma. How does one then proceed wi thout
a method?

- At fiwstWIKd?d‘nnr twsr”?t rhg dep&h cf the dilamma ° Thig~
‘realization begar during 'he courear ~f writing a kind of ''‘pre-propos=|
paper’’ in whiech | planned ta mount a rcriticral historical analycis of

both quafirarive and quanri;a';vp resear- b and to proposge a& Alternn
tive hased upon implementation rnnc;prual779d as Jinquictic:
iﬁrcrprptivp Procenc When my suaper fjen proenonneced thiec toa he

"half g dialectic’ | realized that | had not 1eally yet intrrnalized
the meaning of "a ciitical celf reflactimnn yith =~ practica) 7n#9nt“

(A rh}acr\ fror Haharmas whielh | had beer fond of """";"ﬂ) At about
the c<ome time | had hegoon to ~“eter ipte con e ation yith came of my,
Ather ecommittae memher~ abe gt plhe cuhetance nf the v'—'/t‘.c-"nr_h. A chr o

cotvercation with ope copn it ee membher ctande ot e e quir et foaned

-t ]h”q" ab eyt !he source of my neraental interoant in l‘J":lll"ﬂ'

foplonmictat Ty He as' - d i1 thic inter-nt vas ot fended S - der
T R A T T een I rrvmteated of Twr e b ot b oAl i d by
LR BN N R T O S P T T R wnded oy noAa 0
crit ol g ctiea Moothe cnr e v e 8 th t theae e

Ve ot vipr b~ i e [ e b [ 1yt ")r:a" ! L} : v o f [

e ticalities vf e hiveale ac t)‘f‘v e

The pre-proporal proved 'o b Aiffionte v v wpt val Yipheoo

secure o thad boag™ ta fallta, b pm cvater o e rtae ! Giear ta !
teal Tyed vt b roper e gy I R T revnme Al qy '
o . \ A ! ) AR \ L
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,existential phenomenology. | immersed myself in Merleau-Ponty and

attempted to acquaint myself with Ricoeur as a bridge from phenomenology

to explanation. It was here too that | first began to feel some

© < 2 - - -

éph;ecfation for the o;to]odiéél dimension of reflectton-througH anm . ° ™~ °
article by Dreyfus entitled ''Knowledge and Human Values: A Geneology

~f Nihilism.'" About this time .| also began having conversations with

\ o

a fedlow qraduate student about Gadamer's‘works.

Rather than solidifyina the re<earch, the completion of the pré~
rropncal pappr ushered in a time of even qreater uncertainty and
conflint. The pull of powerful new ideas remained, but the excitement
was diluted by rﬁe pus' tn get on with the job of completing a
dissertating propnsal, at least by Christmas. The push to focﬁs and
delimit the question ~f curriculum implementation was a sober reminder

. - ' e )
ttat the gsedictive pull of the insights from philosophy,.SOCfélogy and
Lintory had to he tempered hy a sense of -responsibility to the f{eﬂd.-

Fart of the ensuing personal strugale for a recommitment to

pra - ti-- foaund expr - ssion in a dominant theme of our doctoral research

gemisas that year. The concern of the <eminar, and the content of the
public d-bate whirh -ovn]véd around it, was the idantfty of the persan
New Tone edieational recearch and the natqre of his nr hetr respon-
Aihility 1 the ”vnqpavched.” Jhe seriousness and passion with which
| ~ntorcd ivtn the pahlic debate reflected the depth of my personal

Lorertainty atiaut 1elating rpsesvrh to reformed practice. Another
acpert of the ztruggle wace the gsearch tn find my'own way of dping
'?<en'"“.' It is this which makes doing a di§sertarion as much a

i oy «f pergonal evplaratine as it i< an investigation into an

\ -



.,

educational question. One Journal entry of October 29, 1981 entitled

"'On the’ Need to Get Down to ft" expresses Well thé‘téhsion and |rony
-
of gett*ng launched |nto ‘a plece of worthwhlle rQSearch whlle stlll

o - 1 - " S e e . G b 3 D PP o B ow e~ :
- ' . %, . s “ o o e e . -
PR L A S A B R I L AT T A @ R I

Fuir of doubts about the appropriate direction and even of one's

ability to quEuq it gt all. Instead of feeling more secure ot'my

footing, the more | read and talked, the Iess sure | was about how

much ,I underéibod. The real:zatlon that lvhad a¥ yet only scratched

the surface of critical and‘ﬁhenoménologicél modes of thought'was now
manifested in a questioning of what | had understood in thé first
plare, The reason for donng SO was a nrOW|ng evodence that | had not
. e , J

yot approprlated these unGErsrandtnoq one committee member asked why
I was ahgpdoﬁing a“critica‘ stance; the chairman of my supervisory

' ' - »
committee returned a proposal outline filled with marginal notations.
The acneral thruct of the nofari§%§ indicated that the dissertation wag
still bhent towards technhical problem.solving. tn the midst A@ this
there was still the need to get down to it. | intuitively recognized
that a resolution of the théérerical nuestions would only come with a
concrete application in research, but how to beqin?

I'was stuck. Admitting this to some ~ommittee mambers brought

=~nlace and ¢ prooy ;:v' Aid net 1eally bolp te vecalye the iccye,
decpite what | bat viicbhad to brlieve at the time The ctruagle reo qe
Tavnehed had only just begnan Uhnt followed vins ane of the most
genuinely unsettting times | have ovn; evpetienced  culminating bhut
hardly rnding in an unhappy candidacy examination in March Lerrnina
as an interpretative pProcess, as represented by the hervencutic civele,
Lidee the 1iske pne takes 0 ::(\r*v()r' istian and rhe ponin f tealiznting

1320
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we Uhis type.only come, as J,was to discover later, through seeing their
- ’ T a R ; ;- :

-

..turn, but this ip itself requires a distance which is impossible to 4

v

¢ 3. The Research Situation Itself

of  the. need to return again t6 explanation, One can'dptimjstically‘_ :‘
report thatfaudeepér’leyel'of'uhdérsléndfng*ﬁéé:Beénireaéhéd with each

-

o
. o . L
- . < A . & @
. . . - _e .
S aa LI A I I L o o e e L. o4 L.

gain during the process. In the light of this, 1 am still Teft - el .
questioning the value of a candidacy .examination which consists of

theoretical speculations about practical research matters. How does

e ey * - P P

one adequately answer a question of 'what would ?Q;_décikﬁ:f.'.7“ ébdut**;'fgfm

conversations yet'to:be‘enfered4fhtq With'tea?hers and consyltarfts? = °

~

-

. h
LN & F o cem, uBGOM omun oas e

‘Thi's is apn°important and -fundamental quesgjon”oanppliggtiqn, and as

. vo < . b e N a a o

such it has implications for_a[l of Whév%hé is, awﬁ'wﬁﬁt»oné;ﬁaings 40 5 o

a concrete research situation. But the real answers to questions of. -

T . .
PP D L o p v
i vy CUR)

relevance in practice. -

\

"(HareH, 1982-August, 1982)

With the‘tandidéﬁ§ﬂhurdﬁe over, I'bééan the conversations with ... . .
the consultantédaéd‘teaCBérghpartTEipating in the rg§ear;h. when all’
was said snd done, | ventured forth with nothing more in thg way of:

)
method than a belief in the hermeneutic priority of the duestion, which
I had Arawn frem an interpretation of Gadamer, and an implicit con-, ..
fidence in my own ability to be able to enter info conver;ations wiFh
the participants. During the course of doing the investiga%ion a - -
new meaning of method was revealed, i.e., a ''method,' as opposed to.
the application of a technique, is how one conducts onself as a

researcher. Conduct is influenced by many things: the question

itself (the meaning of curriculum implementation), the concrete
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context of the questioning (the social studies inservice programme),

the diffe%entg$i§nd similarities one-shares with the participants which

"allow fqnAproductive,qonyg}satiqnsj;o take place, and, not the :least,

who one is and 'has become- through the prebaﬁatorydstudym., ...
e o L . , ) a
- .+ . The finsg?cpqv§f§§tipns-were'venyAtentatiue. «l.didn't know .the .

T . - o e, LY et

participants very well, nor they I. Even at this time, nearly two

years after the beginning of doctoral work, the parameters of the

‘study were still uncertain.- My.own experience as.a teacher ang

consultant had taught me that curriculum imnléMentation was inextricably

.liﬁkeauld'a'Whole‘array”of-school»curricu]ar, Instructional and adminis-

trative practices. Part of the task of this research was to find out

L] &

ta

the ﬁatﬁre of ;hq§e l%nksland Qhat_}his revealed about ]ife as lived
in schools.

I‘Wa§isurbrisea by t%e_progress.ofvthe conversations. My relation-
ship witg the participants gréw around.our e?foffé to ‘make sense of the
meaning of curriculum implementation. For the most part they seemed
to welcome the opportunity to reflect on their work. Hy'iniffally
Haive faith in t%e power of the questioﬁ‘to car;y inquiry forward Qore
fruit in tﬁe(develoomenf of beffer quea'ioﬁc, and with new questiong
came a growing self-confidence in the worth of the research. \What was
parricﬁ]a;iy gratifying was the reappearance of the aeneral philo-
sophical, historical and socinlogicalviqsight inside this concrete

-

context. The practical intemt of these.critical théoretical inquiries

X
-

was revealed as they helped in the formilation of quésrions. .1 found
myself re-reading Gadamer, Freire and others, because of things which

viould come up in the conversations or becauce of a sence that some new



|nput was needed to go on.’ lt was here too-that entlrely new areas of

readlng began to open up about bureaucracy, for example4- Conversatlons

N

-

with committee members and‘graduate*student colleagues Ft-the university

were also very helpful at this time as guideévto‘the‘next'steps of |

PR b
. : .

inquiry. . , o S L

i - o e et e e

The-uncertainties were still there too, but they[ware easier to _

-
e

deal with because the9 had aipracticaﬁ'rEfevadce”to‘thi.éonduct of the
research. The problem of how one deals with conflicting |nterpreta-

o L iy

tions came up not. as a questlon for hermeneutlc phllosophy, but ih

the context of how | should deal w1th a dusagreement that one of the
participants -had with the vay | had interpreted our conversations.

A decision had to be made. | sought guidance from my supervisor and

-

-

the literature on hermeneutics, but 1 also considered the ethical
qUeetion of”my responsibility as a researcher for>makfng my‘owd'cpnrvd
clusions as weighed against fairness to the participants.

The questlon of ethics and understandnnq in a practlca] research
context formed the content of my final Journal entry, made August 17,
almost exactly two years after begihning the doctoral programme.
Recognizinq'this question in the same way would not have been possible'
without the uncertain and often difficult journmey of those intervening
two years. looking back over these brief and fragmentary recollections
of this period | suspect that there is little that can be derived by
others concerning a research methodoloqy.‘ Research told as a learnlng

g

process can, perhaps, only bhe told as a story.



