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This qualitative case study investigated and documented the adaptation of an aduit 

English as a Second Language program to a collaborative/parncipative curriculum 

development process where teachers assumed roles as cunicuium developers and 

researchers. Toward this end, the project entailed gathering qualitative data from a 

collaborative ne& assessment, feeding the data back to the participants, prioritizing issues 

and concerns, and making action plans for a cumcular intervention. The project followed 

an action research appmch and a view of change and development that seeks to find 

rationality for w hat is essentiai1 y a complex and uncertain pmess  wi thin the collabrative 

decision making process. 
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CHAPTER 1 

INTRODUCTION 

Background / Settine; 

The sertrng for t h s  study was the English as a Second Language (ESL) department 

in a coIIege located in the province of Alberta The College offers sixty seven various 

progxams, mostIy one or two years in length. The College has two campuses. The 

language department grew out of an ESL prograrn for immigrants that started in the early 

1970's and was officially created as a separate unit within the College in 1989. 1 t is located 

in the downtown campus which has a library, cafeteria and language lab. Other 

departments in the College and some outside businesses dso use the space. The 

department also offea courses in languages other than English, but the academic Erigiish as 

a Second Language section is the largest. During the time of this study non-credit serninars 

for Ianguage teachers were offere. for the first time. 

The ESL section of the department provides courses in academic preparation, 

TOEFL (Test of English as a Foreign Language) preparation, reading, writing and 

pronunciation and a summer program. The regular academic preparation prograrn runs 

classes in three semesters throughout the year: Fa11 (September to December), Winter 

(January to March) and Spring (April to June). There are seven levels ranging from 

beginner to advanced. Students passing level seven are ailowed to enter into regular 

prograrns in the College in lieu of TOEFL. This has been extended to another local college. 

Discussions were also underway during the time of this study to allow studen ts graduating 

frorn leveI seven to gain admission into the local university. 



After having undergone a series of changes in structure and funding over the 

previous twenty years, the situation had evolved within the department to where the 

majority of the student population was comprised of visa students. These students paid 

what can be described as full cost-recovery fees. During the time of this study there was 

between 1 10 and 125 visa students in attendance in the department. Numtiers had 
increased slightly and so presented the department with an opporninity for growth against a 

background of cuts in other areas of adult education and adult ESL. 

Need for the Studv 

The department's manager had been in his position for about two years at the time 

that this study began. He had determined that the time was right for some major change as 
h e  had begun to feel cornfortable with his position and the staff. He felt that he had been 

able to build a sufficient amount of trust between hirnself and the staff to support a 

significant change initiative. 

Direction for the deparunent was based on a solid reputation for classroom work 

which required the support of the administrative structure. As described in the 

department's "Orientation Manuid for ESL Instructors", this symbiotic relationship 

"necessarily entaiIs a collaborative approach to certain types of management dectsions, 

cun-iculum change and staff developrnent." A major focus for the department was to mke 

advantage of the trend for intemationalization in Alberta's p s t - s e c o n d .  system to 

continue growth in the department despite federal and provincial climates of cutting back 

funding. Included in the department's three year business plan were goals of maintaining a 

student, client, cornmuni ty centered environment; raising the level of revenues; promoting 

employee development and morde; enhancing quality of instruction, programs and 

services; and developing partnerships with businesses, industry and other educational 

insu tutions. 

The manager preferred what he d e d  a "flat" organizational structure to the 

traditional berarchical one. He felt that he could get better performance from his staff by 

building trust and sharing decision making. The contrast is one that Douglas McGregor 

described as two sets of assumptions that managers might have about people in 

organizations (French and Bell, 1990, Owens, 1991, Morgan, 1986). Theory X assumes 



that people are lazy, lack ambition. dislike responsibiliîv, are self-centered, indifferent to 

organizational needs, resistant to change and m u t  be le. .  Theory Y describes managers 

who assume that people have the potential to develop, assume responsibility, and will 

pursue organizational goals if given the right kind of support and environment (French and 

Bell, 1990, Owens, 1991, Morgan, 1986, Schon, 1983). 

There is research supporthg the view that a Theory Y set of assurnptions 

results in more effective organizations both in corporations and in educationai institutions 

(French and Bell, 1990, Owens, 1991). Rensis Liken, after more than thirty years of 
extensive empirical research, identified four management systems ranging from System 1, 

a Theory X or exploitive authoritative system based on classical management concepts, to 

System 4, a Theory Y or participative, democratic group system emphasizing team 

interaction in ail critical organizationai processes ( French and Bell, 1990, Owens, 1991). 

System 4 organizations were found to be more profitable and were characterized by better 

labour relations (French and Bell, 1990, Owens, 1991). Likert applied his theories and 

survey-feedback techniques to schools and came to simiiar conclusions as to the 

effectiveness of an open organizational culture (Owens, 199 1). There is a growing body of 

evidence showing that on measures of achievement, attendance, dropout rate, frustration 

and aiienation; schools with supportive, collaborative organizational cultures outperform 

those that are competi tive and restrictive (Owens, 199 1). 

The manager of the department under study clearly held Theory Y assumptions 

about his teachers. He believed that his staff were capable and that the department muld 

take better advantage of their expertise by ietting h e m  participate more fully in some of the 

decision making. He also felt that, with respect to some of these issues, he couId become 

"one of the group" instead of the main decision maker. His conception of the department 

was that it could run more Iike a board of directors. Other managerial responsibilities like 

marketing could then get more of his attention. 

Just pnor to this study, the department had undertaken a collaborative process of 

formulating a mission statement and statement of vaiues. Among other things these 

statements promoted open communications, cooperation. innovation and professionalisrn 

arnongst the staff. I t  was the manager's intention that the intervention that forms the basis 

of this study would be an important step in faditating an organizational culture consistent 

with these goals. 



Curriculum change seemed to be a logical place to start. The curriculum had not 

undergone subsfantial evaiuation or change for about twenty years. The manager felt that 

curriculum development represented exactly the sort of decision making in which his 

teachers could participate more actively. 

This approach would ailow the departrnent to offer more responsive and flexible 
ESL programming. Alternative approaches to cumculum development codd have included 

hiring an outside consultant, makmg minor changes at each level, or maintaining the status 

quo. However. the manager felt that a collaborative approach was more consistent with the 

values that the staff and administration had expressed in the mission statement Potential 

benefits to the department included: a more flexible cumculum. improved working 

relationships withm the department, a framework for future change, and a collaborative 

mode1 for staff and organizational developrnent 

Theoretical Framework 

For change to be successful. rneaning must be established by participants as 

individuals and as a group in relation to both the "what" and the "how" of a particular 

innovation. Individuals working together must becorne clear about educational practices 

that they wish to implement and the processes that are intended to bring them into being. 1 t 

is important to be aware of the ways in which these aspects of interventions interact and 

shape each other (Fullan and Stielgel bauer, 199 1, Fullan, 1995). 

The "what" of the change under examination here is the cumculum, more 

specifically the English as a Second Language curriculum. The "how" is the processes of 

change and the use of various models of development that provide guidelines and direction. 

Literature on curriculum and cumculum development reveals that the most common 

conceptions of inquiry and models of developrnent are based on a notion of teachmg as a 

process of deiivery of content ( C m  and Kernrnis, 1986, Clandinin and Connell y, 1988, 

Enns-Connoll y, 1990, Fullan and Stielgelbauer, 1991, Heck and Williams, 1984, Nunan, 
1988, Prahbu, 1992, Schon, 1983, Schubert, 1986, Stoll. 19-). This description of 
teaching is insufficient and inadquate. Teachng is a complex activity that cannot be 

completel y pre-planned and stnictured. Teaching as a cornplex activity requires c ~ c u i u m  



development models that support this complexity and engage teachers actively in roles as 
developers. 

In second language curricula, there has k e n  a cal1 for teachers to become more 

active in cumculum development as they try to make their programs more communicative 

or meaning based (EMS-Comolly, 1990). Some wri ters propose a flexible, dynamic, 

leamer-centered approach to second language leaming classes and curricula with the teacher 

as a facilitator to better connect with what is meaningful for learners (Nunan, 1988). 
Making language teaching and learning communicative1 y meani ngful requires the authentic 

participation of teachers and learners. 

The process, or "how", of cumcular change is, like teaching, cornplex and 

uncertain. Signifiant change is change in belief, change that requires participants create 

shared meaning. For such change to be successful, the authentic participation of those 

involved is necessary (French and Bell, 1990, Fullan and Stielgelbauer, 1991, Fullan, 

1995, Mitchell, 1992, Owens, 1991). Participation as authentic and genuine mental and 

emotional involvement and ownership releases creative energy and increases a sense of 
responsi bility as participants have a stake in the decisions k ing  made (French and Bell, 

1990, Fullan and Stielgelbauer, 1991, Fullan, 1995; Mitchell, 1992, Owens, 199 1). 

Teamwork is s timuiated amongst the staff. Potential benefits include amving at better 

decisions, and enhanced grow th and development of participants. Three factors in 

particular need to be kept in mind for implementing participative processes: 1) the need for 

an explicit, accepted decision-making process, 2) the nature of the problem to be solved or 

the issue to be decided, and 3) criteria for including people in the process (Owens, 1991). 

One of the most important decisions a group makes is to decide how to make 

decisions (Owens, 1991). Often participants are not aware of the existing decision making 

processes or how they can participate in them. These processes rnust be made explicit so 

that participants know when to participate and what their role in the process is (Owens, 

1991). 

Not al1 decisions should include everyone in the decision making process (Fullan 
and Stielgelbauer, 199 1, Owens, 1991). I t is important for the group to know which 

problems are best solved by the group process and which by experts; knowing this is an 

indication of the group's ski11 level. 



The nature of the problem has an effect on determining who should participate in 

the decision making. Generally emergent (sometimes called divergent) problems - those 

that are arnbiguous, cornplex, ongoing, the dimensions and nature of which reveal 

themselves over time and in the process of dealing with them, and require the continued 

coordination and interaction of a number of people - are best solved by those who are 

closest to the problem and who will be implementing the solution. Discrete (sometimes 

called convergent) problems; unambiguous, often quantifiable, relative1 y simple, requiring 

a logical sequence of acts that may be performed by one person, with easily definable 

boundaries, are usually best solved by an expen (Fullan, 1995; Morgan, 1986, Owens, 

1991). 

The nature of the relationship between the problem and the participants also helps to 

determine participation. Any decision that requires teachers' participation should be 

relevant, withm their expertise, within their jurisdiction, and of interest to them (Owens, 

1991). 

Curriculum beyond a very strict scientific-technicai orientation is clearly an 

emergent problem or issue that is relevant to teachers. Whether it is w i h n  their expertise, 

their j urisdiction, or their interests are questions that must be answered in relation to 

particular situations. 

Curriculum development as cumculum change and organization development that 

supports teachng as a complex activity is development that requires teachers to work 

together on an on-going basis to make collective decisions. Teachers take on new roles as 

cumculum developers and m u t  strengthen their roles as professional colleagues. 

Schools that undertake this kind of cumcdum development must work to build a 

professional culture among teachers that promotes and supports their coIIaborative 

activities. Change and organization development models, procedures and technologies are 

required to facilitate this activity as well as curriculum development models. Parucipants 

will be required to stretch their professional capacities beyond the more traditional roles and 

knowledge base of teachers. 

This research sought to follow and describe an intervention that was to initiate both 

curricdum and organizational renewal through a participative, colIabo~ative curriculum 



development project. The project was to begin with a diagnosis of the current cumculum 

and organizational culture. 

The approach to this research was to provide participants with the opportunity to 
make their own decisions and to reach consensus regarding cuniculum renewal in their 

departrnent. Many variables, coniingencies, themes and factors were derived from the 

literature to assist in planning and describing the intervention. In spite of ths, however, 

the need remained to let the partrcipants make their own decisions and give the intervention 

shape and direction. 

Purpose of Studv 

The case study descri bed in this document reports on the initial diagnostic phase of 

a cumculum development intervention that is participative and collaborative in nature and 

thus involves organizational change in terms of how the development is to be undertaken 

and w ho undertakes i t. 

Rosenholtz (1989) studied seventy eight e1ernenta-y schools in eight districts and 

found that teachers' subjective construction of their redity in schools is formed in their 

dail y interactions within the context of the school. Schools where teachers share 

assurnptions and goals about teaching were continually improving ( Fullan and 

Stielgelbauer, 199 1, Rosenholtz, 1989). On measures of problem-solving and renewal 

capabihties, satisfaction of individual needs and organizational tasks, rnain~aining the 

motivation and values of the school, and school productivity (measured by student learning 

outcornes) these schools were more successfd than low consensus schools (Fullan and 

Stielgelbauer, 199 1, Rosenholtz, 1989). 

In one specific case of second language cmiculum development, the Department 

of Germanic and Slavic Studies at the University of Cdgary followed a strategy that sought 

to promote a dialectic process between teaching, c u ~ c u l u m  development, and course 

design. The departrnent enwuraged staff to actively engage, shape and interpret their 

cumculum. The administrative conditions necessary to support this process were: the 

existence of a collective, unified, and dpamic  educational vision; provision of a forum for 

regular, open discussion; an overarching cunicular frarnework and specific course 



frameworlcs; and systems enabling colleagues to conveniently collect and share materials 
( E M s - ~ o ~ ~ o ~ ~ Y ,  1990). 

The reality of a school is thus socially determined by the school itself as an 

organization and the in teraction arnongs t i ts partici pan ts. Teachers' beliefs, assumptions. 

amrudes, dispositions, identities and resolves are not enduring qualities, but are detemined 

by contextual cues and communications (Rosenholtz, 1989). Participative, col laborative 

curriculum development, then, requires the staff of a school to be collectively engaged in a 

continuous process of exarnining, testing and sharing their beliefs, assumptions and 
questions about their kachmg. 

The nature of interventions that seek to promote significant change based on the 

beliefs of participants is such that they must deai with change as an evolutionary, ongoing 

process and seek to build participants' capaci ty for change as much as they deal wi th the 

particul ar change project ( C m  and Kemmis, 1986, Fullan and Stielgei bauer, 199 1. 

Owens, 199 1, Schon, 1983, Schubert, 1986, Wideen, 1992). The initial, diagnostic stage 

of any such change process is cr i t ic .  as it establishes the basic understandings and 

infrastructures upon which future innovations are buil t (Harvey and Brown, 1992). 

Researc h Questions 

The study was guided by three central questions: 

1. What indications of signifiant change might arise from the initial diagnosis of 

curriculum / organizational culture to the end of the study? 

2. Can the processes, theoretical approaches and models set out in the literature be shown 

to facilitate this process of cumculurn change? 

3. How would staff feel about the changes in roles that they were asked to undertake? 

Diagnostic interventions of the sort undertaken here usually involve participants in 

planning, collecting, and analyzing the data themselves (Harvey and Brown, lm). This 

intemention required participants to becorne researchers into their own organizational 

culture. This strategy requires the strengthening of lateral as opposed to vertical ties 



between participants (Rosenholtz, 1989). Involving participants direct1 y in planning and 

implementing change is one of the oldest and most effective strategies for overcorning 

resistance (French and Bell, 1995). 

It  is necessary with this type of intervention to begin with the existing culture and 

practice of the organization (Auerbach, 1990, Cooper, 1988, Dubin and Olshtain, 1986, 

Mitchell, 1992). In parncular, the cumculum must be surveyed including aspects of the 

unintended, or hdden, curriculum and what is deliberately exciuded from curriculum, or 

nul1 cumculum (Clandinin and Connelly, lm, Heck and WilIiarns, 1984, MitcheIl, 

1992). 

Much of the focus of this intervention centred around a change in roles for the 

participants. The teachers in the department had studied c u ~ c u l u m  in university and many 

had participated in curriculum development projects within the department and at other 

institutions. Early data and the researcher's farniliarity wi th the department indicated a 

sophisticated and shlled staff. The challenge was to rake advancage of their abilities and by 

doing so provide the department with a more flexible, meaningful curriculum. This would 

require building a collective sense of investment in and ownership of the curriculum 

decision making process. 

The intervention proposed in this study attempted to surface and analyze teachers' 

existing assumptions of their practice and roles as the starting point for cheir renewing their 

curriculum and organizationai culture and as a means of improving the likelihood of their 

acceptance of the changes involved. Their increased participation during the diagnostic 

phase was intended to Iay the infrastructure for their continued participation in departmental 

decision making. 

Much of the process foilowed in this case study was based on an action research 

model. Action research is an iterative problern solving process that essentiall y links 

discrepancy analysis to action (French and Bell, 1995). It is an informal rnethod that 

involves participants at every level of decision making, including problem defini tion. 

Action research uses data sharing as a bais for promoting reflective conversation with the 

local situation with the goal of improving that situation (Camand Kemrnis, 19236, Elliot, 

1991, French and Bell, 1990, Patton, 1990). 



Data in the study was used both for the purposes of the change process itself and 

for the purposes of studying that process. Where the two overlapped the most was where 

the participants had the greatest influence on the process of data coIlection and anal ysis. 

Schon (1983) describes the dilemma facing professionals as one of "rigor or 

relevance". There is a "high hard ground" where professionals make effective use of 

research-based theory and decision making can be quite ckarly prescribed. Then there is a 

"swampy lowland" and situations there are confusing, messy and incapable of technical 

solution. Unfortunately, it is in the swarnpy lowland the problems of greatest human 

concem reside. Here practitioners describe their rnethods of inquiry as based on trial and 

error, espenence, and intuition. 

Many of the questions and processes under study here reside in the "swarnpy 
lowland" and a i se  from difficult and confusing situations. Bath the nature of the questions 

and the influences of the participants make much about the process ernergent and likeI y to 

involve changes in direction and strategy. The questions stated here were intended to 

follow these shifts and so tend to be open-ended. 

The process of cumculum development, though flexible, was an informed one. 

The "swarnpy lowland" is navigated by an understanding of development and decision 

making processes dong with an intuitive "feeI" for change and devetopment that grows 

with experience and understanding. 

The best teacher will be he who has at his tongue's end the explanation of what it is 
that is bothering the pupil. These explanafions give the teacher the knowledge of 
the greatest p s i  ble number of methods, the ability of inventing new methods and, 
above d l ,  not a biind adherence to one method but the conviction that al1 methods 
are one-sided, and that the best mehod would be the one which would answer best 
to al1 the possible difficulties incurred by a pupil, that is, not a method but an art 
and talent. (Tolstoy in Schon, 1983, p. 66). 

Like Tolstoy's teacher, teachers as cumculum developers m u t  have more than an ability to 

apply methods. 



Definition of Terms 

Curriculum: It is recognized from the outset that the k m  "cumculum" is problematic in 

that there are numerous characterizations possible (Clandinin and Connelly, 1991, 

Schubert, 1986). kt of the purpose of this study is to explore these characterizations in a 

particular setting. Schubert (l!386) prefers "image" or "characterization" to "definition" as 

they denote a broder  conceptuaiization than the label for a thing. It  may be useful to note 

that the Latin root of the term means "the course of a chariot race" (Clandinin and Comelly, 

1991, Schubert, 1986). 

Curriculum development: "Involves the broad consideration of cumculum vis-&vis 

social issues, foundations of education, organization for change and revision, program 

administration, the nature of subjects or disciplines, hurnan relations, organization 

development, theory, practice, supervision. research, and personnel issues as well as 

design" (Schubert, 1986, p. 189). 

Curriculum design: This usually focuses on some variation of Tylerian questions of 

purposes, leaming experiences, organization, and evaluation (Schubert, 1986, Tyler, 

1949). It may be focused on the design of courses. 

Syllabus: Defined as a subset of curriculum, or  a more detailed and operational 

statement of teaching and leaming elements. This is often said to specify content, 

objectives and sometimes methodology (Dubin and Olshtain, 1986, Nunan, 1988, 

Rodgers, 1989). 

Instructional development: This includes the design, production (implementation), 

evaiuation and utilization of complete systems of instruction (Gustaphson, 1981). 

Role: A psychological construct dealing with behavior arising from interaction with others 

(Owens, 1991). 

Steering Cornmittee: The members of both questionnaire groups. 

Questionnaire Focus Group: A focus group concerned with the design of a 

questionnaire, the analysis of data from that questionnaire and the reporting on the results. 



Goal Cornmittee: Comminee formed to work out and seek to ratify goal statements 

bas& on analysis of the earlser diagnosis. 

Delimitations of Study 

This research study is delimited by the following: 

The data gathered by this shidy were limited to a single department within one college 

and may not therefore be generalized to other semngs. 

The data gathered were at a particular situation and the impact of other environmental 

factors at different locations may Vary the outcomes. 

The study was limited by time and therefore was able to look at only the initial stages of 

the intervention. 

The study was primarily concemed with the perspective of teachers. Other stakeholders 

such as managers and students were important and were accounted for in the 

intervention. 

Limitations of Study 

1. The instruments developed for data gathering purposes were in part developed in 

conjunction with the partici pan&. 

2. The intervention utilized was based on factors and themes from the Iiterature on 

curriculum development, change and organization development and was open to 

changes depending on decisions made by the participants. 

In carrying out the research design, a questionnaire was administered to teachers, meetings 

were taped and a debriefing interview was undertaken. It is assumed that the respondents 

answered in an honest manner. 



CHAPTER 2 

REVIEW OF RELATED RESEARCH AM) LITERATURE 

Introduction 

Some writers in second language curriculum have argued for expanding inquiry and 

development beyond the field of linguistics and for looiung to general educationd 

curriculum theory for direction (Dubin and Olshtam, 1986, Lange, lm, Nunan 1988, 

Y alden, 1987). 

The current need is for language cumculum designers to look beyond linguistics to 

the general field of educational research and theory for assistance in developing 

cumcula. There is aiscl a need for curriculum development to be systematic, and for 

due consideration to be given to ail key elements in the curriculum development 

process (Nunan, 1988, p. 20). 

Looking beyond linguistics or content adds complexity to the development process. 

Perhaps the rnost significant addition to the curriculum development process is the various 

stakeholders: teachers, students and the community (Fullan and Stielgeltiauer, 1991, Heck 

and Williams, 1984, Mitchell, 1992, Nunan, 1988, Rosenholtz, 1989, Schubert, 1986). 

Once these human elernents are added to the equation, curriculum development kornes 

much more complicated and less certain (Mitchell, 1992). Being "systematic" takes on a 
whole new meaning when it shifts from lists and tables of linguistic categories to 

incorporating a process of developing group understanding and promoting 

partïcipative/collaborative development. 



Overall, a shift in focus to broader cumcular issues has lead to views of curriculum 
development that changes the roles of teachers from implementers of the pre-designed 

cumcula of "expertsn to designers of, researchers into, as well as implementers of their 

own cunicula (Cam and Kemmis, 1986, Clandinin and Connelly, 1988, Enns-Connolly, 

1990, Fullan and Stielgelbauer, 1991, Heck and WiIliams, 1984, Nunan, 1988, Schubert, 

1986, Stoll, 1992). 

Teachers' d e s  as çtakeholders in the cumculum center around a broader 
conception of professionalisrn (Johnson, 1989, Mitchell, 1992, Rosenholtz, 1989. 

Schubert, 1986). Teachers as curriculum developers must develop skills and supports 

within their schools that wili assist them both in the cumcuium development process and in 

the organizationd processes necessary for them to collaborate successfully. Support for 

these processes will require changes in the structure of schools as organizations (Carr and 

Kemmis, 1986, Enns-Connoll y, 1990). 

This literature review examines second language curricular inquiry and 
development, generai educational curriculum inquiry and development, instructional 

development, teachers' worhqiaces, change theory, and organization development as 

sources for a process of participative, collaborative cumculum development. The argument 

is that this ki nd of curriculum developmen t represents significant changes in the goals and 
structures of a school as an organization. Fullan and Stielgelbauer (1991) describe change 

in terms of "what" and "how". With this kind of change or innovation the cumculum is the 

"what" and theones of change are the "how". For the purposes of this examination i t  will 
be informative to add schools as organizations as ihe "where" and teachers as the "who". 

Curriculum Inquiry and Development 

Lange (1990) followed Schubert's taxonomy of dividing curricula into three main 

orientations based on three epistemological paradigms: the scientific-technical, the practical, 

and the cn tical-emanci patory (see also, Carr and Kemmis, 1986, Clandinin and Conne11 y, 
1988, Dubin and Olshtain, 1986, Lange, 1990, Nunan, 1988, Schubert, 1988). Second 

language cumcula are then mapped over these categories to provide a representation of the 

various offerings in that particular subject am. 



Following Schubert and Lange's orientations with some expansion on their content 

from a variety of other sources provides a useful overview of various curricular 

orientations and their second language foms.  Of particular interest are various roles played 

by stakeholders (teachers are the focus here); epistemological assurnptions and the theory- 

practice relationship; and various models/theories of development. 

Scientific-Technical Inquiry 

A positivist o r  scientific-technical orientation to cuniculurn is characterized as k i n g  

andyucd and prescriptive. It tends to view knowledge as analyzable into constituent parts 

that can be graded and sequenced. An additive process of accurnulating elernents of content 

describes progress through the curriculum (Carr and Kemmis, 1986, Lange, lm, Nunan, 

1988, Schubert, 1986). 

This view assumes that, at least theoretically, what is planned is what is taught; and 

that what is taught is what is Iearned. Goals and objectives can be prespecified, taught and 

testai. It suggests that leaming will be the sarne for al1 students (Nunan, 1988). 

Knowledge is assumed to be based on scientific experimentation and therefore objective 

and value neuual (Cm and Kemmis, 1986). Educational theory is regarded as a set of 

principles discovered by research that can be applied in practice (Carr and Kemmis, 1986). 

Curriculum development proceeds in a top-down manner with cuniculum experts 

fashioning the curriculum, hough there may be "input" from other players. Most key 

decisions about the curriculum are made before there is any encounter between teachers and 

leamers (Nunan, 1986). The role of the tacher  is to irnplement the cumculum; to deliver 

knowledge. The role of the student is to receive this pre-formulated knowledge (Cam and 

Kemmis, 1986, Clandinin and Comelly, 1988, Johnson, 1989, Lange, 1990 Nunan, 

1988, Schon, 1983, Schubert, 1986). A tacher's attention to students is largely 

determined by the boundaries of the curriculum (Schon, 1983). Generally, this view 

accepts social reality as it is and supports a technical, hierarchical style of organizational 

structure and control. 

Models of development based on scientific-technical 

assumptions are rational and often sequential and so present a clear and understandable 

picture for developers to follow. There are rational procedures for deterrnining goals and 



moving to each subsequent step. Experts are able to create the curriculum and present it to 

teachers with clear instructions on how to implement i t  Generally, such models present a 

linear, ends-means view of cumculum that proceeds from determining goals to objectives, 

to implementation and finally to evaluation. 

Tyler's (1949) paradigrn of cumculum inquiry is doubtless one of the rnost 

influentid (Clandinin and Comelly, 1988, Lange, 1990, Nunan, 1988, Schubert, 19%). 

In it Tyler identifies four questions for consideration: 

1. What Educational Purposes S hould the Schwl Seek to Attain? 

2. How Can Leamng Experiences Be Selected Which Are Likely to Be Useful in 

Attaining These Objectives? 

3. How Can Leaming Expenences Be Organized for Effective Instruction? 

4. How Can the Effectiveness of Learning Experiences Be Evaiuated? 

Following Tyler, others translated h s  intent into a "how-to manual" (Schubert, 

1986). As behavioral science research methods came to dominance, they merged with 

Tylef s paradigrn to make i t more mechanistic and p s i  tivistic than i t had original1 y ben. 

Ths lead to what Schubert cails "cookbook" recipes for curriculum development 

(Schubert, 1986). The four basic questions of Tyler's Rationale have k e n  seen as 

constituting a step-by-step formula for curriculum design. Tyler himself specifically 

indicated that the categories are intended to be anal ytical and not prescnptive directives 

(Schubert, 1986, Tyler, 1949). 

In a 1989 study involving education students designing their own cumicula, Brady 

( 1989) found that most preferred a sequence from among what was  considered basic 

curriculum elements of: content, objectives, methods, and, finally, evaluation. Though this 

tends to confim a tradi tional view of sequencing, i t was also evident that there was 

considerable movement arnong the elernents with evaluation consistently adopted only after 

selection of the others. 

Some wn ters claim that this orientation has had continued dominance because its 

focus on prespecified, measurable outcornes fulfills bureaucratie needs for control and 

accountability ( C m  and Kemmis, 1986, Johnson, 1989, Kinchloe, 199 1, Olson, 1989, 

Schubert, 1986). Objective measures facilitate predictability and standardization. 



In second language cumcula, the grammar translation and audiolingual methods 

tended to reflect a reducti onist, technical and prescri ptive attitude toward cumculum and 

curriculum development. Grammar translation used grammatical rules and paradigms as 

the basis for mainly wntten translation of native language sentences into the foreign 

language. 1 t was popular during the nineteenth century and had infiuence until World War 

II. The audiolingual rnethod amse from a wartime need to learn languages quickly. I t  was 

associated with behavioral psychology and focused on oral-aura1 drill and pattern practice 
(Bowen, Madsen and Hilferty, 1985). 

The Connective View 

According to Lange (1990) many recent developments in second language cumcula 

fd l  into acategory between the scientific-technical and the practical models of inquiry; he 

calls this category "connective". Essentially this reflects the expansion of the nature of 

linguistic content as second language theory entertained a communicative point of view. 

This expansion sees linguistic cornpetence as a means of discovering and expressing 

individual meaning, but still has very stmng connections to the scientific tradition. 

Language is still anaiyzed into constituent parts; the curriculum pnxess proceeds in step- 

Iike fashion with cornpetencies k i n g  added up, and the whole process is still mostly 

imposed on the leamer. In Europe, the influence of the functional-notional approach 

looked beyond traditional grammar to a new analytic grammar based on language use. In 

North America, linguistic andysis expanded into the subfields of psycholinguistics and 

sociolinguistics, redefining language proficiency beyond grammar to include discourse, 

and strategic and sociolinguistic cornpetencies (Dubin and Olshtain, 1986, Lange, 1990, 

Johnson, 1989, Yalden, 1987). 

Y alden' s mode1 synthesizes the functional-notional approach wi th linguistic 

subfields. 1 t is a proportional framework for syllabus design where leamers' linguistic 

needs are investigated and t acher  and leamer can choose topics, themes and situations that 

suit their needs. This mode1 proceeds through three phases: linguistic, communicative, and 

specialized. Leamers k g i n  by working on language structure and gradualIy move through 

lessons that are more communicative, and finally through lessons based on special content 

for specific purposes, such as the language of dipiomacy (Lange, lm, Yalden, 1987). 



Stem, on the other hand, has developed a multidimensional rnodel which adds 
cultural, communicative and general language education syllabi to the linguistic one and 

integratts the three (Enns-Connolly, 1990, Lange, 1990, Stem, 1989). 

Dubin and Olshtain ( 19%) have a three inventory system of content specification 

that takes account of notions and grammar, thernes and topics, and sociocultural functions. 

Along with t h s  expanded andysis of content, this mode[ incorporates cognitive views of 

language leaming and a humanist tradition into the communicative curricdum. The focus 

here is beyond a simple conception of content, but it still follows an ends-rneans rnodel. 

Teachers are seen as k ing  cumculum designers, not as part of their reguIar role as 

classroom teachers, but in certain circumstances. In these situations they simply take on 

the added role of "curriculum expert". 

Nunan ( 1990) proposes a leamer-centred cumculum that is a synthesis of both the 

product and process oriented approaches. He supports specification of behavioral 

objectives, though these are derived from learner goals. Emergent and unintentional 

objectives are va! ued and taken into consideration. Sirice learners and teachers work oui 
the curriculum in collaboration, the processes and products cannot be prescriptively pre- 

specified. This type of curriculum requires local development with teachers as cunriculurn 

developers in cotlaboration wïth each other and with learners. This is particularly true for 

the adult English as a Second Language situation that Nunan's rnodel addresses; principles 

of androgogy support open negotiation and collaboration (Brundage and Mackeracher, 

1980, Nunan, 1988). For Nunan, the ends-means mode1 breaks down when examined in 

practice. Teachers do not always teach, nor learners lem,  according to plan. Nunan 

wants to build cunicula based on "what is"; what teachers and learners actually do in 

classroorns. 

Ernpiricai investigation of learner objective and subjective needs provide the basis 

for cuniculum planning. For Nunan there are particular concerns for classroom practice 

surrounding the different expectations of teachers and learners. Learners must be part of 

the collaboration to ensure that leaming is efficient A process of c!assroom negotiation 

helps to resohe differences in a way that respects a leamer's individuai needs and leming 

style. 

The process aspects of Nunan7s mode1 are based on action research principles. 

Action research is both an approach to problern solving - a rnodel or paradigm - and a 



problem-solving process that basically follows the steps of empirical-scientific methods of 

inquiry (Allwnght and Bailey, 1991, Carr and Kemmis, 1986, Carson, 1988, Elliot, 1991, 

French and Bell, 1995, Patton, 1990). 1 t uses data feedback to participants as an on-going 

bais for planning and action. Data is collected, fed back to the client, and actions are 

planned based on the data This process continues in cycles until the problem is solved or 

until it moves on to new problems. An important aspect of action research is that it is 

collaborative in nature. In Nunan's learner-centered cumculum, consultation, planning, 

and decision making are informal and take place duri ng program implernentation. 

This mode1 fui fills the descriptive theory-practice relationshi p inherent in practical 

inquiiy as i t is based on empirical snidies of teachers implementing a leamer-centred 

curriculum in the Australian Adult Migrant Education Program while other product onented 

aspects of the mode1 are derived from more traditional scientific-technical models of 
cwriculum development (Nunan, 1988). Key elements for consideration are: initiai 

planning including needs anal ysis, grouping leamers, goal and objective setting ; sel ection 

and grading of content; methodology (which includes matenals and learning actîvi tîes); 

leaming arrangements (incorporating learning modes and environments); and finally, 

assessrnent and evaluation (Nunan, 1988). Developrnent is circular and interactive. 

Various development activities are ongoing processes that take place within the teaching- 

leaming process. Classroom-based research is seen as a means of redressing the past 
imbalance of a focus on content (the planned and assessed curriculum elements) (Nunan, 

1 988). 

A survey of Adult Migrant Education Program teachers by Nunan ( 1988) asked 
teachers what they felt to be their primary responsibility with respect to curriculum 

development Teachers in their snidy selected from: initial needs anal ysis, goal and 

objective setting, selectinglgrading content, ongoing needs analysis, grouping learners, 

devising learning activities, instmcting leamers monitoring I assessing progress and course 
1 evaluation. The only area that the teachers in that snidy found not to be their primary 
responsi bil i ty was grouping learners. 

The Adul t Mi g m t  Educa tion Rogram project developed curriculum frameworks 

that guide teachers through the process of syllabus design and provide matenals and 

procedures for negotiating syllabus with lemers (Nunan, 1988, Nunan and Burton, 

1989). These frameworks are not intended as prescriptive, but are flexible and open to 

teacher and student input. The frameworks use categories such as leamer characteristics, 



course goals, task types and skill lis& as a point of depamire. They pose questions, 

provide checklists and suppl y example research insîmments to take teachers through a 
process of c ~ c u l u m  negotiation. 

Enns-Connolly (1990) also uses an overarching framework for cumculum 

development. This is based on Y alden' s concepts and Stem' s mul tidimensional 

framework. EMS-Connolly follows McKeon's (Clandinin and Comelly, 1988, Enns- 

Comolly, 1990) conception of a dialectical relahonship between theory and practice whch 

is much like that found in critical curriculum inquiry, but dœs not emphasize moral or 

political ideology. The process here is based on an integration of cumcuium development 
and implementation and requires strong administrative support in developing a shared 

vision and processes for interaction among teachers. 

Johnson ( 1989) proposes a frarnework for the decision-making processes of 

language cumculum. The framework consists of three sets of constraints on cumculurn; 

policy, pragrnatic considerations such as time and resources, and participants and the ways 

that they interact. These constraints must be coordinated and reconciled in order to produce 

coherent cumculurn, 

Johnson's four stages of policy decision making are: 1) curriculum planning, 2)  

enddmeans specification, 3) programme irnplementation, and 4) classmrn 

implementation. Planning involves al1 decisions taken prior to development and 

implementation. Enddmeans specification operational ly defines policy ; ths  is the syllabus. 

Ends specification provides chamcterization of target proficiencies and tends to be either 

speci fication of behavioral objectives or a brader, more mgni ti ve approach that 

incorporates communicative cornpetence. Means specification deals with methodology, 

which, wi th the pro11 feration of methods, has led to an eclectic approach for selecting 

appropriate techniques. Programme implementation deals with tacher training and 

materials/resources development. Classroom implemeniation is the final stage and involves 

teaching and leaniing acts (which also involves leamer training). Al1 stages must be 

coordinated to avoid mismatch and ensure a coherent cumculurn. 

Parîicipants' roles in Johnson's mode1 (1989) are determined by management style 

and range from the specialist (mxlitary style chah of command) approach to the learner- 

centred approach (dl  participants involved at al1 stages). These would not be found in pure 
form in practice and the best approach is to u tilize the strengths of each wi thin the particular 



context An integrated cumculum combines many of the virtues of both these forms by 

making al1 participants aware in general t e m s  of decisions made at ail stages and allowing 

for their contri bution through formative evaluation or other means. 

Pragmatic constraints on the curriculum development process determine whether 

learning outcornes can be achieved. Constraints from outside the cumculum may be social, 

political, or financiai (Johnson, 1989). Time and rnoney are the most obvious. Validation 

critena set up by outside agencies often constitute the new hidden curriculum. Constraints 

from within the cumculum include the knowledge, attitudes and skills of participants. 

At each stage of cumcdum development there are decisions relating to the 

processes or  management of decision making. These involve questions of the nature and 

type of participation, procedures and constraints, and the information and resources made 

available (Johnson, 1989). Products are produced at the end of each curriculum stage and 

the right to present them is usually reserved for designated specialists. Leamers, teachers, 

and syllabus writers al1 must observe specific requirements and responsibilities. 

While the curriculum decision-making process is presented in stages, in practice i t  

is more likely to succeed if it is iterative and on-going. Evaiuation is not seen as a stage in 

itself, but as implemented at each stage and as entailing both process and product as these 

are interdependent. Al1 decisions influencing the acts of any participant are potentially a 

cause of mismatch. This takes evaluation beyond the scope of any formal process and 

leads to a process of continuous adjustment that relies on the increased professionalisrn of 

al1 participants. 

Johnson's curriculum establishes i ts  integrity and coherence from wi thin and is 

based on the professionalisrn and interaction of al1 participants. He does, however, 

envision a future when "an adequate base may be established in applied linguistics CO 

support the 'technology' of language cumculum developrnent" (Johnson, 1989, p. 23). 

These orientations to second language cumcula describe teachers' roles in 

metaphors extending teyond that of teacher as classrmm authority. Teacher as facilitator is 

often suggested, but the possibilities go well beyond this. Dubin and Olshtain (1986) 

suggest teacher as director; an essentiaily creative role which uses the classrmm stage to 

simulate the real world. Teachers make personai connections between the scenario and the 

pïayers, provide psychological support, and manage and coordinate the practical aspects of 



the classroom. Continuing the metaphor, leamers are seen as active players. One often 

cited change in the role of teachers is that they come to have more respunsibili ty as 

curriculum and syllabus designers, and so need greatly expanded support (EMS-Comolly, 

1990, Nunan, 1988, Y alden, 1987,). 

One of the consequemes of the communicative view of language was a shift of 

focus from content to method causing a proliferation of methodologies and an eclectic 

approach for selecting appropriate strategies (Bowen, Madsen and Hilferty, 1985, 

Johnson, 1989, Lange, 1990). There was also growth in the area of process syllabi as 
evidenced in writers such as Breen, Candlin, Prahbu (Lange, 1990, Prahbu, 1992) and 

classroom-based research (Allwright and Bailey, 1991, Stem, 1989). 

In the field of English for Special Purposes, Markee (Markee, 1986, Swaies, 1989) 

proposes an appropriate technology model for communicative course design in foreign 

settings that seems to fit the connective view. Before the introduction of any technology 

into a given m a ,  it must be assessed for its appropnateness to that situation. Appropriate 

technology cornes from the field of development and is concerned with the growth of 

individuais. The philosophical underpinnings accommodate viewpoints from doctrines 

such as Mmism,  Hinduism, and Christianity - Bukharin, Mao Tse-tung, Freire, 1 Ilich and 

Mohandas Gandh (Markee, 1986). Technology is defined here as extending to skills, 

knowiedge and procedures and is not seen as k i n g  culturdly neutral. Appropriateness is a 

sociociilturd aspect of innovation and assumes that any change in technology must be 

preceded by a change in cul t u e  (Markee, 1986). The aims of this model are co facilitate 

program maintenance by encouraging indigenous innovation. Educational technologies 

must not be chosen in terms of ideological preferences aione, but in terms of their cultural 

appropriateness. Markee (1%) proposes a text-context cline that moves, in much the 

same manner as Y aiden's model, from structural, text based lessons to lessons that 

concentrate on communicative language. 

Practical / interpretive Inquiry 

The mots of practical inquiry on be found in the progressive education movement. 

Practical inquiry is based on the assumption that every situation is unique and it is by 

means of interaction with the situation and arnong participants that insight and 

understanding is sought. The g d  of such inquiry is not generalizable knowledge, but 



rather problem solving in specific situations and the building of an increased capaçity for 

individuais involved to act rnorally and effectively (Lange, 1990, Schubert, 1986). 

Practical inquiry sets out with a vision for participants to reflect on their experiences 

in the light of theory and values and to seek shared meaning and understanding. Local 

development, collaboration arnong al1 parûcipants, personal growth and a classrmm focus 
are major underlying assumptions of rhis approach. It is interpretive in nature and has been 

characterized by hermeneutic, phenomenological inquiry (Lange, 1990 Carr and Kemmis, 

1986, Schubert, 29%). 

This type of inquiry is process oriented, fluid and open. It is not as single minded 

about objectives as the scientific-technical tradition. Here objectives can be ernergent, 

unintentionai and still valued. Knowledge and experience are not on1 y scientific and 

rational but also include information from the senses and intuition. 

In practical inquiry, theory and practice have a tweway relationship. Practice is 

regarded as a rnatter of professional judgment which is developed as the wisdom of the 

participants is developed (Carr and Kemmis, 1986). 1 ndividuals' beliefs and intentions are 

surfaced and reflected upon, and thus situational, theoretical context is provided and built 

on everyday understanding through problem defini tion and problem solving methods. In 

this way practical methods are characterized as "interpretive". 

For Joseph Schwab (Clandinin and Connelly, 1988, Schubert, 1986), cumculum 

is defined as a continuous interaction among four cumcular commonplaces: subject matter, 

milieu, leamer, and teacher. It is in the continuous asking of questions about their ongoing 

interaction that cumculurn deliberations can be understood (Clandinin and Connelly, 1988, 

Schubert, 1986). 

Schwab proposed that development be undenaken by a "curriculum group" 

composed of the principal, representatives from the community, teachers, snidents, and a 

chairperson who Ieads in deliberations about the ongoing status of curricuiar 

commonplaces. Theoretical underpinnings of this form of practical inquiry depend upon 

three eclectic arts: 

1. The capacity to match theoretical or disciplinary knowledge and perspectives to 

situational needs and interests. 



2. The capacity to tailor and adapt theore tical or disciplinary knowledge and perspectives 

to situational needs and interests. (This is n e c e s s q  because extant theories on1 y 

account for a small portion of phenomena in the world, thus, making matching a limited 

3. The capacity to generate alternative courses of action and to anticipate the consequences 

of such action for moral good. (This is nece- because extant theories are irrelevant 

to much of the world' s phenomena even if they are tailored, adapteci, combined, 

stretched, and modified in al1 conceivable ways.) (Schubert, 1986, p. 297) 

Connelly and Clandinin (Clandinin and Connelly, 1988, Clandinin and Comelly in 

Short, 199 1 ) focus on teachers' individual narrative, what they d l  personal practical 

knowledge, as a means of understanding cumculum and teaching. This experiential view 

of cumcuiurn uses story telling, biography and autobiography, teacher interviews, 

participant observation, letter writing, story telling, and joumals as tools for reflection. 

Teachers' understanding of their own narratives is a metaphor for understanding the 

cumculum of their students and of teaching-leaming relationshps. Connelly and 

Clandinin say that teachers need a language that will permit them to talk about their 

narratives. This is a language of images, persona1 philosophy, des ,  practical pnnci ples, 

rhythms, metaphors, and narrative unity. Cumculum and individual lessons are not seen 

as sets of  goals or objectives, but as stories to be told. 

As was discussed earlier, Clandinin and Connelly base their notion of the theory- 

practice relationship on McKeon' s conception of a dialectic relationship (Clandinin and 

Connelly, 1988, Enns-Connolly, 1990). This is not entirely consistent with what will be 

discussed in criticai conceptions of curriculum as it is not situated in a political, social 

context and does not discuss the notion of emancipation from oppression. 

Consistent with practical inquiry is a view of teaching practice as a complex, non- 

routine activity rather than the delivery of sequenced bits of information. It will be useful 

here to exami ne this view of practice in more detail and to see how i t differs from applied 

theory . 

Teaching brings teachers and students together in the classrmm dong  with al1 the 

past experienœ that accompanies them (Allwright and Bailey, 1991, Welker, 1992). The 



specialized knowledge that teachers' contribute to the mix includes: a knowledge of subject 

matter, contelit, human development, pedagogy, and human relations (Heck and Williams, 

1984). Past experiences of Iearning and teaching form the background against which 

classroom participants interact (Allwright and Bailey, 1991, Owens, 1991). Prabhu 

( 1990) characterizes the classroom lesson as an event of  several di fferent kinds: a unit in a 

planneû cunicular sequence, an instance of a teachng method in operation, a pattemed 

social activity, and an encounter between human personalities. Though it is the teacher 

who creates the environment for leaming, it is the learner who is most directly implicated. 

Leamers cannot simpl y be manipulated by the teacher, but must be active1 y engaged. This 

engagement involves the entire class. The interactions between and among learners adding 

a component of their own beyond that between teacher and various leamer groupings. 

The craft of teaching is bas& on more than a rational, calculateci plan. It is 

grounded in experience, but it entails a sense of intuition or "feei" (Devaney and Sykes, 

1988, Prabhu, 1990, Schon, 1983, Welker, 1992). Prabhu cails i t "a sense of 

plausibilirf; Welker speaks of "a sense of pedagogical mission". Expert teachers are 

often unable to articulate this expertise; rather ir is tacit (Clandinin and Connelly, 1988, 

Prabhu, 1990 Schon, 1983, Welker, 1992). It is important to the profession of teaching, 

therefore, to seek ways to keep the "sense of plausibility" as alive in teachers as possible. 

A certain amount of routine keeps classroom activities sustainable and perhaps 

endurable. Students and teachers depend on known routines for comfort and stability in 

their interactions. Certain roles, for example, give teachers and s tudents shared 

understandings of expectations and tasks that provide stability. However, pressures of 

stress and facing the unpredictability of individual student learning can lead teachers to 

overroutinize classroom activities. This overroutinization, and not bad method, is the red 

enemy of gaxi teaching (Prabhu, 1990). Schon (1983) calls thss "overlearning" and says 

it l a d s  to a narrowness of vision. Some practitioners become skillful at techniques, such 

as selective inattention, which preserve the stability of their practice by allowing them to 

ignore whatever does not fit their routine (Schon, 1983). 

Schon (1983) sets out to "demystify" the intuition and "feel" for practice and to 

explain how i t can be made more rigorous and useful. Tacit knowing can be described as 

reflection-in-action: a reflective conversation with the particular situation which the 

practitioner is facing. This is thinking in action and not thinking applied to action. While 

such artistry is always more than its descriptions, it can be described. 



Reflection-in-action surfaces intuition to inquiry. It is thinking while acting, 
evolving the process of the action, and is usually provoked by unique situations or 
surprise. Especially when ends are unclear, or they or paradigms are in conflict, a 

practitioner will be concerned with framing or defining the problem, paying attention to the 

situation's back-talk, and refrarning the problem as necessary. Probing and exploration are 

done against the background of constants that a practitioner brings to a situation. Frarning 

and refrarning of problems is undertaken and evaiuated in the context of an appreciative 

systern where a professional brings to play values ihat may include designs or models. The 

new frarne is aiso evaiuated for its ability to keep inquiry moving. Other constants for the 

practitioner are: media, Ianguage and repertoires, including exernplars or cases arising from 

past experience, and role frarnes within which tasks are set  Overarchng theories can also 

provide a language out of which particular descriptions and themes are used to develop 

particular interpretations. Against a background of these constants, a practi tioner can let 

theories and frames corne apart and seek new understandings. Schon explains ths with a 

description of jazz musicians who have a "feel" for their music and make adjustrnents 

within metric, melodic, and harmonic schema which bounds and gives coherence to their 

performance. Constants themselves do change, but at a much slower rate than particular 

phenomena or situations. In fact, for a reflective practitioner, such change of constants 

may be provoked by a particular event. 

Practitioners on the practical view are researchers and experimenters in their 

practice. They can hypothesize and try out their hypotheses in the immediate moment. 

Research can be carrieci on outside action by analdyzing and building an understanding of 

frames and repertoires, and by anaiysis of methods of inquiry and overarching theories. 

Research may also be undertaken on the process o l  refiection-in-action. This lund of 

research aims at the development of themes from which practitioners can constmct their 

own theones and methods (Schon, 1983). 

For Schon, curriculum guides are more an inventory of themes of understanding 

and skill to be addressed than any set of materials or content to be leamed. These guides 

provide teachers with possibilities and a generai sense of direction. 

Do11 ( 1986) uses the wri tings of Schon, Prigogine, and Piaget to analyze 

curriculum as it must exist beyond the Newtonian theoretic. assumption of a stable 

universe. His point is that, even in the sciences, the underlying technical, rational 



assurnptions are no longer accepted as the reigning paradigrn and there is now a conception 

of an unstable, changing universe filled with randomness, chaos, and non-linear order. 

In nature there are spontaneous transformations, s a g e  attractors, bifurcation 

points, and autocatlysts which reveal a new order; an order emerging from and consistent 

with chaos. Change is not seen as linear, and external, but as the interna1 action of 

interacting systems causing spontaneous structural reorganization (Doll, 19%). 

The philosophical implications of quantum physics and thermodynamics lead to 

models of cumculurn development that are developmental or spiral rather than atomistic, 

reductionist, inmemental and Iinear. Thus Do11 proposes a "Transfomative Cuniculum" 

whch fcuses  on the qualitative changes participants undergo as they engage in 

curricuIum. There must be a willingness to open the c urriculum to public scrutiny and 

debace. Ends must be ends-in-view and not absolutes. The relationship between teacher and 

student must change as both join in inquiry. Teachers are accountable directly to students 

and students agree to suspend disbelief in order to work jointiy with teachers. Cornpetence 

is experientially demonstrated and developed in situation after situation (Doil, 1986). 

In second language cumcula the practical approach to curriculum inquiry is very 

rnuch outside the rnainstreatn and can be seen reflected in the so called "fringe" rnethcds 

such as Community Language Learning, Silent Way, and Suggestopedia (Dubin and 

Olshtain, 1986, Nunan, 1988, Yaiden, 1987). These views see Ianguage Learning as a 
persona1 expenence. Language is a means of expressing our seIf-image, private universe 

and comection to other private universes. These methods seek CO create supportive, stress 

free environments for communicating and leaming (Bowen, Madsen and Hilferty, 1985, 

Lange, 1990). This very humanistic view of language pictures a very specid relationship 

between teacher and leamer as both discover and uncover meaningful expression. 

Critical-Emancipatory Inquiry 

Criticai-Emancipatory inquiry goes beyond the practical by locating the participants 

in a social, econornic, political and historical context upon which they are brought to 

cri tically reflect and act. 1 t is oriented towards an emancipation of the individuai from 

stratified, unjust social situations. It assumes a state of oppression of individuais in their 



situation by ideological and socioeconomic forces that must be exposed and overwrne 

(Cam and Kemmis, 1986, Lange, 1990, Schubert, 1986). 

Knowledge is seen as constantly changing, and never neutral. Individuals must 

seek not only to acquire knowledge, but to understand its biases (Carr and Kemmis, 1986, 
Lange, 1990, Schubert, 1986). Wucation is a social activity, every aspect of which can be 

considered as problematic. The ul timate aim of ths inquiry 1s the creation of a more 

rational, just and democratic society. Political and cultural action are in tep ted  with critical 

reflection in praxis. Collaborative dialogue and open and informed debate provide the basis 

for decision maliing. 

Theory and practice are regarded as diaiectically relatai; thought and action are 
continually reconstnicted in the ongoing historical process. Theory is developed and tested 

in practice by application and reflection. 

In keeping with the notion that knowledge is constantly changing, practice is seen as "a 

risky enterprise which can never be completely justified by theoretical principles" (Carr and 

Kemmis, 1986, p. 42). 

Cumcula in aitical inquiry are evolutionary in nature; they evolve with the 

problems that are posed. Roblems resolved create new problerns and so the process is 

ongoing. Such curricula can never be as complete or systematic as the scientific-technical 

or connective approaches. 

Teachers are researchers on and actors in their own context, Political constraints on 

their teaching are to be considered prime themes for reflection and revision. Al1 participants 

are regarded as such actors, transforming the roles of learners in the same way. 

Few wtiters in second language theory and cumculum development explore the 

critical J emancipatory orientation to cumculurn (Lange, 1990). Sorne have adapted the 

work of Paulo Freire to their context (Auerbach, 1990, Lange, 1990, Schubert, 1986). 

Language is viewed as a means of reflecting on culture, especially in the context of 

immigrants coming to cope with their new circumstances (Auerbach, 1990, Freire, 1970, 

Lange, 1990). 

Following the work of Freire, Crawford-Lange and Lange propose a concentration 

on language as a tool for uncovering interrelationships, differences, and gaps between the 



target and native Ianguages (Lange, 1990). They propose an eight step overlapping 

process of development beginning with the specification of a problematic cultural theme. 

Students deal with the problem and build on their awareness of culture and language. 

Language is Iearned and used in the process. Wdlerstein (Lange, 1990) follows a sirnilm 

process focusing on the situation of immigrants and refugees as they learn to cope in 

America Language is more than a tool of understanding, knowing, and communicating, i t 

is also an instrument of action to improve the human situation (Lange, 1990). 

The scientific-technical, practical, and critical orientations to cumculum inquiry are 

not mutually exclusive (Lange, 1990, Schubert, 19%)). QverIap between and variations 

withn these categories as well as other perspectives make the field of curriculum inquiry 

cornplex and dynamic. I t  seems clear, however, that a purely scientific-technical cumcula 

is insufficient for Ianguage learning as it deals with only parts and pieces of language. In 

order to connect Ianguage with real purpose in the lives of students, al1 three approaches 

should be combined . This would constitute a new and untried direction in language 

curricula (Lange, 1990). 

Combining al1 three approaches to cumculum inquiry and translating this 

combination in to theories and models of development will be challenging. To better 

understand and appreciate the contri butions that the scientific- technical paradigm might 

make, it will be useful to examine instructional development as a field related to curriculum 

development. 

Instructional Devetopment and Design 

Snelbecker (1983) finds some overlap, but differentiates between curriculum 

inquiry (what 10 teach) and instructional inquiry (how to teach). 1 n an expanded, 

multidisciplinary view of curriculum, however, instructional development and design have 

sornething to offer to the process of cumculum design. 

Gustaphson (1981) categonzed a number of instructional development models into 

a taxonomy having cfassroom, product, system, and organization focuses. Organization 

development models see organization development, faculty development, and instructional 

development as integrated elements of a single system (Gustaphson, 1981). 



While there are many models of instructional development, many are simply 

restatements of earlier mde ls  using different terminology (Gustaphson, 1981). Models 

often contain various substeps for leamer and content analysis, problem definition, 

constraint analysis. and resource selection. Circles and loops in the process indicate 
interactive or ongoing, non-linear activiiy, especially for evaluation and revision 

(Gustaphson, 1981). It is generally recognized that developers do not follow a single, 

particular model, but rather have a number of models in their repertoire and modify these to 

fit local situations and needs (Gustaphson, 1981, Trimby and Gentry, 1984). 

As a subset of instructional development, instructional design has its own models. 

Basically, the instructional designer's job is to answer three questions: 1) Where are we 

going?, 2) How will we get there?, 3) How will we know when we have arrived? These 

questions translate into four cumrnon components of design models: 1) Analysis, 2) 

Strategy design. 3) Evaluation, and 4) Revision (Ragan and Smith, 1993). 

General systems theory has had a strong influence on both deveiopment and design 

rnodels (Gustaphson, 1981, Ragan and Smith, 1993). I t  is derived from biological 

analysis of organisms. Essentially ths theory views development and design as  an 

integrated system, a set of interrelated parts working towards a common goal, and models 

based on it stress communication, feedback, and prediction of effects of one action on other 

parts of the system (Capra, 1982, French and Bell, 1990, Gorton and Snowden, 1993, 

Gustaphson, 1981, Ragan and Smith, 1993, Owens, 199 1). Important to general systems 

theory are the concepts of subsystems and multiple causation (French and Bell, 1990, 

Owens, 1991). Each system is compriseci of smaller subsystems, and is itself part of a 

larger suprasystem. These systerns are relatively open or ctosed depending on how much 

they interact with their environment Contemporary models based on general systems 

theory have moved beyond simple linear conceptions of inputs, processes, and outputs. 

Flowcharts have been replaced by circular representations wi th corn plex feedback loops 

and evaluation and revision cycles. 

Other theory bases that have made major contributions to instructional design 

include: leaniing theories, instructionai theories and communications theory (Ragan and 

Smith, 1993). The behaviord tradition still cari be seen in the systernatic approach of most 

instructional design models. Steps and techniques include specification of behavioral 

objectives, development of performance-based assessments, and evaluation and field 

testing of instructional packages (Ragan and Smith), 1993. More recentl y the influence of 



cognitive learning theones has shifted the emphasis in instructional design from factors 

within the environment to cognitive processes wi thin the leamer (Ragan and Smith, 1993). 

Some models incorporate strategies such as framing, metaphor, the advance organizer, 

imagery, and mnemonics (West et al, 1992). 

Associateci with instructional development and design are systems tools or 

technologies that are used for planning and problem solving. These include needs 

assessrnent or andysis instruments, content andysis, and leamer analysis (Trirnby and 

Gentry, 1984). Other project management related technologies such as critical path or 

flowcharting techniques Iike PERT and GAN'TT can be useful management aids (Ragan 

and Smith, 1993). 

Though teachers sornetimes react negatively to the technological rhetoric of 

instructional development and design, it can usefuily conuibute tools, technologies, models 

and metaphors to any C U ~ C U ~ U ~  devefopment process. Nunan's use of needs analysis 

techniques in his l emer  centred curriculum is but one example (Nunan, 1988). 

Instructional development may provide fheories and models for teachers to use and 

adapt to their curriculum development needs, but rnuch more is required to facili tate the 

processes of collaboration that expanded views of curriculum and professionalism require. 

A significant factor in such a process is its ability to overcome the existing entrenched 

culture of teaching in schools where kachers iypically do not work together (Hargreaves, 

1 989). 

Teachers' Workplace 

Schools can be described as  dual systems that follow rigid bureaucratie procedures 

in some ways and yet allow great freedom and variability in others. Individual schools 

wi thin districts and teachers within classmms have considerable autonom y, yet w i th 

respect to scheduhg, assigning students to classes, controi of resources, and paperwork 

schools are highly bureaumtic and under mnualized administrative control (Fullan and 

Stielgelbauer, 1991, Owens, 1991). 

Research into schools descri bes them as cornpiex, mu1 tidimensional organizations 

that must contend with a great deal of uncertainty and change (Fullan and Stielgelbauer, 



1991, Owens, 1991, Rosenholtz, 1989). The g d s  and technologies of schools are 

unclear, uncertain, and constantly changing. Participation is fluid; students, and even 

teachers and administrators corne and go. Sorne writers have characterized schooIs as 

"organized anarchies" wherç the ideas of paruci pan ts are loosel y associated and shi fting 
(Owens, 199 1). 

Li terature on teachers and their workplaces supports a view of cumculum and 

classroorn work as holistic and complex. Teachers in general deal with a vast array of 

challenges while facing a chronic lack of time (Fullan and Stielgelbauer, 1991, Grimrnett 

and Crehan, 1W-, Mitchell, 19- ,  Rosenholtz, 1989). They are often isolated in their 

classrooms; each responsible for his or her own Lessons, clerical work, and other 

c o m i  tments. 

Teachers in isolated settings often define teaching as a routine activity; something 

that is rnastered in the first few years of practice (Fullan and Stielgelbauer, 1991, 

Rosenholtz, 1989). They tend to descri be "tricks of the trade" rather than underly ing 

principles as the ba is  of their teaching. Instruction is standardized and applied uniformly 

to al1 students despite variations in those students (Rosenholtz, 1989). There is a tendency 

to cornplain more about students and to blarne problems and low achievement on p r  

attitudes of students and their fixed levels of abili ty. There is little belief among such 

teachers in their ability to act as causal agents in their own workplace; some students are 

seen as k i n g  beyond help (Rosenholtz, 1989). 

The assurnption in isolated, learning-impoverished schoois is that learning can be 

prespecified and that teaching practices can be applied following regular routines. These 

routines often take the form of maintaking classroorn control and discipline (Rosenholtz, 

1989, Fullan and Stielgel bauer, 1991). There is often a strong dependence on textbooks to 

provide curricular direction (lange, 1990, Devaney and Sykes, 1988). Some teachers go 

beyond these boundaries by teaching to their own hidden curriculum, but they are denied 

feedback, support and validation for this cumculum. 

The technical culture of teaching in routine settings does not support teachers' 

reflection or collaboration. They often encounter the technical uncertainty of teaching with 

self-defensive tactics or standardized solutions to students' varied problems and needs 

(Fullan and Stielgelbauer, 1991, Rosenholtz, 1989). The tendency for teachers in more 

isolated settings can be to establish noms  of self-reliance. As a group, teachers in such 



settings seldom discuss substantive issues; they don' t have the tirne, the framework, or the 
purpose for such interaction. Asking for advice may be seen as  a weakness and offering it 

an insultas teachers learn to "stand on their own feet" Teachers avoid sharing problerns 

with administrators and other teachers when these cary  threats to self-esteem (Fuilan and 

Stielgelbauer, 1991, Rosenholtz, 1989). 

In the work cultures of isolated, learning-impoverished, routine schools described 

by Rosenholtz (1989), teachers face the burdens of high expectations and time pressures 

with litde resources and increasing frustration. 

What is missing from the teaching experience in schools where a routine technical 

culture dominates is the sense of teaching as a complex activity requiring an ever-expanding 

repertoire of strategies that strive to meet the differing needs of individual students 

(Rosenhol tz, 1989). 

Where teachers perceive their practice as nonroutine, and therefore cornplex, i t is 

made more certain by a reliance on developing the craft and science of teaching wi thin a 

cornmunity of colleagues (Clandinin and Connefly, 1988, Fullan and Stielgelbauer, 1991, 

Mitchell, lm, Nunan, 1988, Prahbu, lm-, Rosenholtz, 1989). Teachers in such 

schools continuously acquire knowledge, techniques and skills to meet the diversified 

needs of their students (Cam and Kemmis, lm, Rosenholtz, 1989). 

In schmls where workplace conditions facilitate professional growth, teachers 

collaborate to set goals, share their kxowledge of pupils and ceaching, and rnake technical 

decisions (Fuilan and Stielgelbauer, 1991, Grimmett and Crehan, 1992, Heck and 

Williams, 1984, Leithwood, 1992, Mitchell, 1992, Rosenholtz, 1989). Goal setting is 

particularly important as it becomes the hasis for shared understanding among teachers 

(Enns-Conne11 y, 1990, Fullan and Stielgelbauer, 199 1, Heck and Williams, 1984, 

Rosenholtz, 1989, Sikes, 1992). Cumculum is the setting and operationalization of a 

school' s goals. 

Teachers are closest to the complex, uncertain, and unpredictable classroorn events 

that facilitate leaming, so it is clear that they are best positioned to be the developers of 

cui-riculum (Clandinin and Connelly, 1988, Enns-Connolly, 1990, Fullan and 

Stielgelbauer, 1991, Heck and Williams, 1984, Nunan. l!%û, Stoll,). 



While most teachers have srudied curriculum in their t acher  training, few are 

practiced in cumicdum development. On a critical view of t h ,  teachers are seen as having 

k e n  "de-skilled" as they have not been dlowed to practice their profession in a free and 

democratic situation in which they are active participants (McNeil, 1986). The "re-skilling" 

of teachers means that they must have access to the knowledge base and ski11 base of 
cumculum developers and that they must be aware of the assumptions and processes that 

form the foundations of their curriculum. They must also develop skills that will help them 

to build and maintain new roles within restructureci organizations. 

Collaboration, autonomy, and decision making of teachers are the basis for deaiing 

with the needs of their workplace. Professional interaction and developrnent are thus 

central to both teaching and curriculum development (Mitchell, 1992, Fullan and 

Stielgelbauer, 1991, Owens, 1991, Prabhu, 1990, Schubert, 1986). This development is 

based on the subjective reality of teachers and motivated by a sense of efficacy and the 

psychic rewards of successful teaching (Clandinin and Connelly, 1988, Fullan and 

Stielgel bauer, 1991, Heck and Williams, 1984, Mitchell, 1992, Prabhu, 1990, Rosenhol tz, 

1989, Welker, 1992). Effective schools research indicates that schools that focus on the 

centrai purpose of teaching. create an overall environment where teaching and learning can 

occur, accept responsi bility for student academic performance, and treat the school 

holistically, are the most successful (Owens, 1991). 

Change Theory 

Participative, cdaborative cumculurn development is change - signifiant planned 

change in the goals and practices of a school. The central problern of educational change 

and innovation is one of parucipants making sense of the change in the context of their 

situation (Fullan and Stielgelbauer. 1991). To achieve greater meaning it is necessary to 

address both the small picture (meaning for individuals) and the big picture (collective and 

sociopolitical meaning) of change (Fullan and Stielgel bauer, 199 1). 

In the process of dealing with subjective and collective meanings of change both the 

"what" and the "how" of change must be contended with (Fullan and Stielgelbauer, 1991). 

Curriculum inquiry and devefopment as the "what" of change interacts with the "how" or  

processes and dynamics of cumculum change. Thus the problem is one of how 



individuals on a personai level and the group as a wlkctive corne to make sense of both 
their cumculum and the process of cumcuium development as change. 

Significant change at the level of beliefs should be seen as evolutionary and 

ongoing (Fullan and Stielgelbauer, 1991, Mitchell, 1992). I t  is a process and not an event 

It is not a "rational", prescribed process, but one that locates its rationality within the "fit" 

between the particular innovation and the situation and needs of the participants (Fullan and 

Stielgelbauer, 1991, Fullan, 1995, Mitchell, 1992, Owens, 1991). Red solutions come 

only through the development of shared meaning - individual and collective meaning and 

action in the daily work situation (Fullan and Stielgelbauer, 1991). 

Change, especialI y in the earl y stages, is a struggle that can be confusing and 

painful (Fullan and Stielgelbauer, 1991, Fullan, 1995). Change puts at risk teachers' sense 

of professional cornpetence and beionging and challenges their core beliefs about their 

profession. 

There is a tendency to resist change and stick with the way things are, especially if 

the change is imposed. If they have experienced inauthentic or superficial change efforts 

before, teachers will be reluctant to invest the energy, time, and self-esteem required for 

another innovation (Fullan and Stielgelbauer, 199 1, Mitchell, lm). This resistance can 

be a healthy force in that it tests and determines the validity of a particular innovation, yet it 

rnust be overcorne if the change process is to be successful (Fullan and Stielgelbauer, 

1991, Mitchell, 1992). 

Sometimes the best response to a particularchange effort is IO reject it. Change for 

the sake of change can be more destructive than no change at dl ,  and many teachers are 

aware of this (Fullan and Stielgelbauer, 1991). Teachers tend to reflect an ethic of 

practidity; change is more readily accepted when it is seen as having a direct and useful 

impact on classroom teaching (Fullan and Stielgelbauer, 1991, Nunan, 1988). 

If participants accept the proposed change and the struggie through ambiguity is 

successful, there is a sense of accomplishment, of having Iearned something new. These 

feelings of anxiety and accomplishment are centra1 to individual response to change (Fullan 

and Stielgelbauer, 1991, Mitchell, 1992). This is not to say that subjective realities should 

define change, but i t  is essential that they be taken into account. I t  is individuai change at 



this ievel of personal belief that is at the heart of real change in practice (Fullan and 
S tielgelbauer, 1991, Mitchell, 1 9-). 

"Rationai" solutions to school problems are often counterproductive because they 

ignore the beliefs of the participants and the culture of the school (Fullan and Stielgelbauer, 

1991, Owens, 1991). Planning and implementation of any innovation that does not account 

for the particular situation and the participants involved is not Iikely to lead to real and 

significant change. Change is m a s u r e .  as a discrepancjr between current practice and a 

future sute where change leads. 1 t is cri tical to de fine the extent of any change in terms of 

individuais' starting points (Fullan and Stielgelbauer, 1991). 

1 t is possible to objectively clarify the meaning of an educationai change effort by 

identifying and describing its dimensions. Fullan and Stielgelbauer (1991) identify at least 

three dimensions of implementing educational change: 1) materials and resources, 2) 

teaching approaches, and 3) beliefs. Signifiant change has to occur in practice dong the 

three dimensions. The nature of the change dong these dimensions may Vary withm an 

individual as well as within groups. The dynamic interrelationshp of the three dimensions 

of change is complex and not easy to define (Fullan and Stielgelbauer, 1991). 

Change in materials and resources is the most visible and, on the surface, the 

easiest to implement. Change in teaching approaches are more difficult if they require the 

learning of new skills. Change in beliefs is the most difficuit to achieve because it involves 

changes in people's thinking and behaviour. Development of a c l a r  belief system, though 

difficuk, is essentiai as i t  provides the basis for planmng and decision-making (Fullan and 

Stielgelbauer, 1991). 

Beliefs are not easily accessible and are often more effectively discussed after some 

experience in the particular change that is to be undertaken (Fullan and Stielgelbauer, 1991, 

Fullan, 1995). Individuals and groups need tirne and support to surface their beliefs and 

build a collective dialogue around them. Obviously any further changes will entail changes 

in beliefs as well and so these must be addressed on a continuous basis. 

To be successful, planned change has to iie appropriately timed and given time. 

Significant change can take up to five years, or, if it is major restnicturing, up to ten years 

depending on the scope of the change and the nature of diffusion (French and Bell, 1995, 

Fullan and Stielgelbauer, 199 1, Mitchell, 1992). Some view change as self-renewal over 



the long term and so it can start from dealing with superficial problems and gradually work 

toward core problems (Owens, 199 1). Sometirnes change is resisted until there is a crisis 

and then quantum change must occur. (Gorton and Snowden, 19%). Many factors, such 

as teacher solidarity in confronting a particular change, the degree of change and its impact 

on the organizationai culture, c m  affect timing (Gorton and Snowden, 1993, Mitchell, 

1 992). 

Shared rneaning does not a i s e  from sirnply building early consensus. It must aise 

from a process of considering and working through possibilities and different points of 

view. I t  rnust aiso a i s e  from and presupposes an ongoing process of rneaning 

construction on the part of each of the individuals involved (Fullan, 1995). Points of 

difference are as important as  points of convergence - individuals and groups must learn to 

deai wi th polar opposi tes (Fullan, 1995, Mitchell, 1992). Creating s h e d  meaning or  

vision, therefore, is not established from the outset of any particdar change project, but is 

developed over time and is an ongoing process - often one of reconciling paradoxes and 

worlung through conflict (Fullan, 1995, Mitchell, 1992). Participants m u t  have a chance 

to work together and establish some understandings and working relationships before they 

are able to m a t e  a cornmon vision, a vision that is i tself in constant flux (Fullan, 199%. 

Mechanisms to address the ongoing questions of meaning are important for the 

success of any change effort. They are especially important at the beginning as participants 

need to buy in to the change, o r  at least be willing to give it a hy (Fullan and Stielgelbauer, 

1991). Both pressure and organizational support are required for individual change (Fullan 

and Stielgelbauer, 1991, Mitchell, 1992). On the other hand, creating shared meaning 

among individual participants in schools, what Fullan and Stielgelbauer ( 1991) cal1 

"interactive professionalism", brings about school-wide change. 

The dynamics and cornplexity of the educational change process are beyond precise 

control (Fullan and Stielgelbauer, 1991, Fullan, 1995). Research can uncover guidelines 

and suggestions or implications given the contingencies of specific situations. These are 

not instruments of application, but a means of making sense of planning, implementing and 

evaluating. It is important that, beyond ail of its complexities, educationai change be seen 

as a possible task (Fullan and Stielgelbauer, 1991). 



The Process of Change 

Most researchers see three main phases in the change process (Fullan and 

Stielgelbauer, 1991, Gorton and Snowden, 199.3, Mitchell, 1992). Phase 1 is initiation and 

is the process that l a d s  up to and includes the decision to proceed. Phase II is the 

implementation phase and is the first attempt to pur the change into practice. Phase III is 

continuation o r  institutionalization of the innovation. There is a certain sequential logic in 

which an innovation unfolds over tirne. However, it has become clear that the process is 

one in which factors in each phase intemct (Fullan and Stielgelbauer, 1991). Planning an 

innovation must take implementation into consideration. Decisions made from the outset 

may have to be altered once consequences corne to Iight or opportunities present 

themselves. Change is no longer represented as a linear process, but rather as a process 

involving cornplex circular processes that accommodate feedback and interaction between 

the phases (Fullan and Stielgel bauer, 199 1, Mitchell, lm-, Owens, 1991). 

Fullan and Stieigelbauer (199 1) ci te a nurnber of factors and themes that are 

important in the change process. These are to be regarded as suggestions to be considered 

given specific contingencies of local situations. In the initiation phase the three R's of 

relevance (practicali ty and need), readiness (capaci ty and need) , and resources (availabili ty) 

must be taken into account. The list of factors associated with initiation are as follows: 

1. Existence and Qudity of Innovations 

2. Access to Information 

3. Advocacy from Central Administration 

4. Teacher Advocacy 

5. Extemal Change Agents 

6. Community Pressure 1 Support / Apathy 

7. New Policy and Funds 

8. Problem-Solving and Bureaucratie (Opportunistic) Orientations 

Bell et al (1979) posit six clusters for conditions for readiness for change. 

Cluster 1: Accessibility of Resources and Support 

Cluster 2: Internai Press for Change 

Cluster 3: Stabiiity of the Staff Undergoing Change 



Cluster 4: Ski11 in Collaborative Group Work 

Cluster 5: Noms Supporthg Collaborative Group Work 

Cluster 6: Spirit of Risk-Taking 

Phase II of an innovation is implementation and usually occun in the first hvo or 

three years of use (Fullan and Stielgelbauer, 199 1). Factors affecting implementation are: 

A) Characteristics of Change - 1) Need - 2) Clarity - 3) Complexity - 4) Quali ty 1 

Practidiîy 

B) Local Characteristics - 5) District - 6) Community - 7) Principal - 8) Teacher 

C) Extemal Factors - 9) Governrnent and other agencies 

Key themes in the irnplementation process are: vision building, evolutionary planning, 

initiative- taking and empowerment, staff development and resource assistance. monitoring 1 

problem coping, and restructuring (Fullan and Stielgel bauer, 199 1). 

The thrd phase of change is called by various writers continuation, routinization, or 

institutionalization (Fullan and Stielgelbauer, 199 1, Gorton and Snowden, 1993, Mitchell, 

1992). This phase determines whether the change becornes an ongoing part of the system 

or disappears ei ther by decision or  disregard. Continuation depends on whether or not the 

change gets built into the structure of the system through policy, budgets, tirnetables and 

the like (Fullan and Stielgelbauer, 199 1, Mitchell, 1993). 

One of the most powerful factors in determining continuation is staff turnover. 

Few programs plan for orientation and in-service for new staff mem bers (Fullan and 

S tielgel bauer, 199 1). 

The New Paradigm of Change 

Since change is not predictable, memoriùng lists or following pre-planned steps of 

rational models will not guarantee the success of an innovation. It is more important for 

participants to get a feel for the change process and to combine research and theory with 

expenence (Fullan, 1995, Mitchell, 1992). The guidelines, suggestions, factors and 

themes descnbed earlier were derived from research describing past innovations; what 



worked and what did not work in those situations. Fullan (1995) describes this knowledge 

as "organized common sense." The difficulty in applying this knowledge to other 

situations is in contending with the many factors and themes at once and integrating them 

with knowledge about the locai situation (Fullan, 1995). 

As change becomes more fuliy understood and appreciated i t is recognized as 

deaiing with an incredible number of complex and unpredictable variables. Schools are 

places where multiple innovations occur at the same time - some planned and some 

unplanned. Internai and extemal forces influencing al1 of these innovations range from the 

feelings and attitudes of a schoo1 staff to changing political winds that bring new policies 

and innovations. Al1 of these influences interact and produce a dynamic complexity that is 

the nature of real change (Fullan and Stielgelbauer, 1991, Fullan, 1995, Morgan, 1936, 

Owens, 1991). Controlling strategies do not work in situations of such complexity; better 

ways of thinking about and dealing with inherentiy unpredictable prcxesses are more 

effective (Fullan, 1995, Morgan, 19û6, Owens, 1991). This means engaging in a constant 

search for meaning and understanding. Senge (in Fullan, 1995) finds the real leverage for 

change in seeing interrelationships rather than linear cause and effect chains, and seeing 

processes of change rather chan snapshots. A non-linear system language develops and 

brings with it new thinking. The process of change is thought of in terms of circles and 

loops instead of linear representations (FulIan, 1995, Mitchell, 1992). 

Fullan (1995) cites eight basic lessons of the "New Paradigm of Change": 

Lesson One: Y ou Can' t Mandate What Matters 

(The more complex the change the less you can force it) 

Lesson Two: Change is a Journey not a Blueprint 

(Change is non-linear, loaded with uncertainty and excitement and sometimes perverse) 

Lesson Three: Problems are Our Fnends 

(Roblems are inevitable and you can' t learn without them) 

Lesson Four: Vision and Strategic Planning Corne Later 

(Remanire visions and planning blind) 

Lesson Five: Individuaiism and Collectivisrn Must Have Equal Power 



(There are no one-sided solutions to isolation and groupthink) 

Lesson Six: Neither Centralization Nor Decentraiization Works 

(Both topdown and bottom-up strategies are necessary) 

Lesson Seven: Connection with the Wider Environment is Critical for Success 

(The best organizations learn externally as well as internaily) 

Lesson Eight: Every Person is a Change Agent 

(Change is too important to l a v e  to the experts, personal rnind set and mastery is the 

ul timate protection) (Fullan, 1995, p. 2 1-22). 

Numbers five and six are examples of creative tensions or paradoxes that 

characterize productive educational change. Caring and cornpetence, equity and excellence, 

social and economic development are other examples of tensions that need to be reconciled 

into forces for growth and development (Fullan, 1995) Reconciling these paradoxes and 

also reconciling confiicts among parucipants are the constructive forces of change. Without 

confiict and paradox, learning and growth do not occur. Without proper management of 

conflict and paradox, there is dismption and confusion. 

In order to keep productive differences a vital part of organizational processes, 

changing, innovative organizations have to incorporate variety and plurality into their 

internai processes (Fullan, 1995, Morgan, 1986). Emphasis must be put on questioning 

the organization's culture rather than solely on sharing it. It  is important to avoid an 

uncritical acceptance and perhaps suppression of dissent, hown as groupthink. Another 

potential source of difficulty is balkanization, or group loyaity with resultant intergroup 

indifference, hostility or competition (Fullan, 1995; Johnson and Johnson, 1991). Even 

under the best of circumstances, where difficulties are accounted for and overcome, not 
everyone can be expected to change and organizations must be prepared to deal with this as 

well ( Fullan and Stielgelbauer, 1991). 

Teachers need experience wi th more than the change of a single innovation in order 

to increase their siulls and capacity for change. This c m  be thought of as "meta-change" 

and may require the participants to have experience with a number of innovations (Fullan, 

1995, Mitchell, 1992). Continuation of a specific innovation is not sufficient as the sole 

goal of change. A continuous process of renewal and improvement of practice seeks to 



institutionalize long- term capacity for change (Fullan and S tielgelbauer, 1991, Fullan, 

1995, Owens, 1991, Schon, 1983, Wideen, 1992). 

Schools as organizations and reachers as professionais must connect wi th outside 

sources of support, resources and information. Rd, substantive change is change that 

incorporates an increase in the "cosmopolitanism" of teachers (Fullan and Stielgelbauer, 

1991, Fullan, 1995, Mirchell, 1992, Rosenholtz, 1989). Teachers must have access to 

knowledge and skiils that lie beyond their classrooms and beyond their schools. These 
connections help to protect a@nst groupthink, help s c h d s  adapt to their surrounding 

context and provide a necessary source for ideas and inspiration. 

Schools as organizations need to be leaming organizations if they are to survive and 
develop (Fullan, 1995). I ronidly ,  many are not Research shows that the majority of 

schools d o  not seek and process ideas from outside sources (Fullan, 1995). Irnproving 

internai and extemal mechanisms and processes for learning a n  mean major change in 

schools as organizations. The goal of increasing capacity for change means that dl change 

should develop organizational supports for leming.  Among the supports required for the 

kind of change described here are the time and opprtunity for teachers to meet and share 

ideas (Fullan and StielgeIbauer, 1991, FulIan, 1995, Mitchell, 1992, Sikes, 1992). 

Change Strategies 

Planned change strategies can be divided into three major orientations: empirical- 

rationai, power-cmrcive, and normative-reeducative (French and Bell, 1995, Owens, 

r99i). 

Ernpirical-rational smtegies aim to bridge the gap between theory and practice by 

linking research findings to educationd practice. Communication between researchers and 

practitioners reduces the distance between theory and practice. Research produces good 

ideas that are usuaily developed outside the schwl and teachers put them into practice. 

This strategy is charactenzed by rational, sequential rnodeIs that iead from the origination of 
new knowledge to its apphcation in practice (French and Bell, 1995. Owens, 1!?91). 

Empirical-rational strategies appeal to the rational self-interest of parucipants, 

assuming that they will adopt new knowkdge and practices once they have k e n  



empirically shown to be good. Any resistance is therefore seen as k i n g  nonrationd or 
even irrationai (Owens, 199 1, French and Bell, 1995). Personnel selection and 

replacement may be used to help advance desired changes (Owens, 1991). This strategy 

fits into the traditions of Western scientific technical culture (Owens, 1991). 1 t is consistent 

with a Scientific - Technical orientation to curriculum inquiry and development. I t has met 

with linle success in changing schools (Owens, 1991). 

Power-coercive strategies di ffer from empirical-rational strategies in their 

willingness to use sanctions, usuall y poli tical, financial, or moral, to gain the cooperaûon 

of participants (Owens, 1991). The direct exercise of power to effect change is the basis of 

this strategy. 

Both of the above strategies reflect traditional, bureaucratie assumptions about 

organizations that tend to see them as something apart from people. There are implici t 

assumptions that good ideas are best developed outside the organization, and that the 

organization, itself inherentl y resistant to change, is a target for change by extemal forces 

(French and Bell, 1995, Owens, 199 1). 

Normative-reeducative strategies seek to shift noms of an organization's culture by 

developing its intemal capacity for collaborative problem solving - a culture that supports 

adaptabili ty and responsiveness to change (French and Bell, 1995; Owens, 199 1 ). 

Whde these strategies are more profi tably viewed as complementary, mther than 

competing, i t is clear that nomative-reeducative strategies are most consistent with what 

bas been said above about curriculum and schools because it seeks to work with 

organizational participants to change their culture (Owens, 199 1). 

Organization Development 

Organization development was discussed earlier as a type of instructional 

development mode1 (Gustaphson, 198 1). 1 t has also ken characterized as k i n g  primari1 y 
a normative-reeducative change strategy and secondanly an ernpiricai-rational strategy. 

(French and Bell, 1995, Owens, 199 1). French and Bel l define organization development 

as: 



a long-term effon led and supported by top management, to improve an 
organization' s visioning, empowerment, learning and problem-solving processes, 

through an ongoing, collaborative management of organizational culture - with 

special emphasis on the culture of intact work teams and other tearn configurations - 
u tilizing the consul tant-facili tator role and the theory and technology of appl ied 

behavioral science, including action research (French and Bell, 1995, p. 28). 

Action research, defined earlier as part of Nunan' s learner centcred curriculum 

(Nunan, l988), is an important componen t of organization development (French and Bell, 

1995, Harvey and Brown, 1992). Its problem solving, collaborative ba i s  and action focus 

make it a suitable rnethodology for organizational transformation. 

General Systems Theory as applied to organizations examines various subsystems 

of an organization: goals, tasks, technology, human-social. structural, and external 

interface, as interacting parts of the larger system. The organization i tsel f is part of a larger 

suprasystem, to which it is connected by means of the external interface subsystem (French 

and Bell, 1995, Gorton and Snowden, 1993, Owens, 1991). A systems approach to 

change provides a means of looking at the organization as a whole and as part of a larger 

extemal environment (Gorton and Snowden, 1993). 

Though the mode1 is holistic and organic with al1 the subsystems interacting, the 

hurnan-social subsystem is most amenable to real change and tends to be the initiai vehicle 

for organization development efforts. The human-social subsystem is the only one that is 

non-rational and so must be dealt with on this basis (Owens, 1991). 

The focus for organization development is on the culture of an organization. 

Organizational culture includes the values, attitudes, beliefs, assumptions, expectations, 

activities, interactions, noms ,  and sentiments (including feelings) prevalent in the 

organization (French and Bell, 1995 Owens, 1991). An organization's culture is how 

things are done in that particular organization. It has to do with how people learn about and 

become socialized into the organization. An organization' s culture develops over time as it 

builds meaning for participants about assumptions underlying their work. Over time these 

assumptions corne to be taken for granted and become unconscious or semi-conscious as 

they are built into habits. Culture can be distinguished from climate, which is the 

perceptions of individuals in an organization that reflect the culture (French and Bell, 1995, 

Morgan, 1986, Owens, 199 1). 



Sub-uni& of organizations have their own cultures. It is here, in the daily, face-to- 

face interactions of work groups, that participants establish the work and problem solving 

patterns of the orpiza t ion .  The work group is a very important psychological reference 

group for most people (French and Bell, 1995). The desire to be accepted and to interact 

cooperatively is an extrernely powerful motivating force. Organization development seeks 

to work with this force and the drive of people as individuals for personal growth and 

contribution. This requires the development of an open and trusting culture where feelings 

and attitudes are important data for discussion (French and Bell, 1995 Owens, 1991). 

Tearns corne together and develop around demanding performance goals (French 

and Bell, 1995). Establishing clear and agreed upon goais, building a high level of 

cornpetence and cornplementary skills among team mem bers, building a collaborative 

climate, high standards and mu& accountability, extemal support and recognition and 

principled leadership are the characteristics of teams. Many writers believe that tearns are 

becorning more important in the workplace (French and Bell, 1995). 

Organization development works with the culture of an organization to build a 

richer, more meaningful and satisfying work environment for ail participants. A central 

concept, therefore, in organization development is the interaction-influence system (Owens, 

1991). This includes the mutuaIly interdependent structure and processes of interaction: 

communication, motivation, leadership, goal setting, decision making, coordination, 

control and evaluation. 

Organization Development Interventions 

According to Owens (1991) organization development prograrns consist of four 

main phases: 1) entry, 2) diagnosis of organizational problems, 3) institutionalization and 

4) maintenance. Gorton and Snowden ( 1993) show a mode1 with eight steps: 1) awareness 

of a need for change, 2) entry and intervention of the consultant, 3) developing the 

consultant-client relationship, 4) the information-collecting phase, 5) the diagnostic phase, 

6) action plans, strategies and techniques, 7) monitoring, reviewing, and stabilizing the 

action programs, and 8) the temination of an OD program. 



French and Bell (1995) find three basic steps o r  components: diagnosis, action, and 

program management. Diagnosis is continuous and its ernphasis is on moving the 

organization from "what is" to the determined "what should be". This diagnosis can range 

from hghly stnictured activity to dealing with emergent problems or innovations. It is 

based on the action research approach which is used to anaiyze discrepancies and define 

both problems and goals in an ongoing, long texm process of cultural change within the 

organization. Diagnosis leads to the development and selection of intervention strategies 

(French and Bell, 1995, Harvey and Brown, 1992). 

The action compnent of organization development includes ail of the actions and 

interventions that are designed and employed to improve organizational functioning (French 

and Bell, 1995). Interventions are sets of stnictured activi ties engaging organizational uni ts 

in tasks or  sequences of tasks which are intended to bring about desired change (French 

and Bell, 1995, Harvey and Brown, 1992). Interventions follow an overall strategy and 

actions are closely linked with explicit goals and objectives (French and Bell, 1995; Harvey 

and Brown, 1992). An iterative cycle of diagnosis, action, evafuacion, and action relates 

the diagnostic and action cornponents (French and Bell, 1995). 

Program management deals with managing tfie organization development process 

itself and is ongoing. It is concerned with developing the overall organization development 

strategy, monitoring what happens and dealing wi th the complexi ties and surprises that 

arise (French and Bell, 1995). All three of the components described here are also 

interventions in their own right as they impact the organization and its members (French 

and Bell, 1995). 

Organizati on developmen t interventions are the vehicles for orpuzational change 

(French and Bell, 1995). They must be combined with pinciples, rules of thurnb and 

accumuf akd knowledge, what French and Be11 ( 1995) cal1 "practice theory." Organization 

development practitioners must be able to set out strategies, select appropriate interventions 

based on an understanding of their dynarnics, and structure the selected interventions for 

opamum effect (French and Bell, 1995). 

French and Bell (p. 197) cite the following conditions for optimal success of 
organization development interventions: 

1. Perceptions of Organizational Problems by Key People 



Introduction of an Extemal Behaviorai Scientist-Consultant 

Initial and Ongoing TopLwel  Support and Involvement, and a Long-Term perspective 

Active Involvement of Team Leaders 

Operationalizing of the Action Research Mode1 

Early Successes 

An Open, Educational Philosophy About OD 
Acknowledgment of the Congruency with Previous Good Practice 
I nvolvement of Personnel People and Congruency wi th Personnel Polk  y and Practice 

10. Development of Intemal Resources and Facilitative Skills 

1 1. Effective Management of the OD Process and Stabilization of Changes 

12. Monitoring the Process and Measuring Results 

Initial improvernents of organization development interventions should be task 
oriented with team-building as a natural by-product of leaming to solve problems in a 

group setting. Interventions are structured so that: 

the relevant people are there. 

it is (a) problem onented or oppominity oriented and (b) oriented to the problems and 

opportuni ties generated by the clients themselves. 

the goal is clear and the way to reach the goal is clear. 

there is a high probability of successful goal anainment 

it contains both experience-based leaming and concepnial/cognitive/theoretical-based 

leaming. 

individuals are "freed up" rather than anxious or defensive. 

the participants learn both how to solve a particuiar problem and "learn how to lem" at 

the same time. 

individuals can learn about both task and process. 

individuals are engaged as whole persons, not segmented persons (French and Bell, 

1995, p. 157-158). 

Major types of organization developrnent interventions include: diagnostic activi ties, 

team-building activi ties, intergroup activi ties, survey feedback activi ties, education and 

training activi ties, rechnostnictural or structural activities, process consultation activities, 

grid organization development activi ties, third-party peacemaking activiùes, coaching and 

counseling activities, life-and career-planning activities, planning and goal-setting activities, 



qualiry of work Me activities and strategic managemenr activities (French and Bell, 1995, 

Harvey and Brown, 1992, Owens, 1991). 

Survey Feedback 

Rensis Likert's approach to organizational change uras to use a survey feedback 

method, which is a specialized form of action research (French and Bell, 1995, Owens, 

199 1). Survey feedback is related to diagnostic interventions and is a comprehensive 

organizational intervention that involves the systematic colIection of data about the system 

and feeding this back to the individuals and groups in the organization to anal yze, interpret 

and plan action. The goal is to move the organization closer to a System 4 participative 

group structure (French and Bell, 1995, Harvey and Brown, 1992, Owens, 1991). 

The process of System 4 theory is to determine where the organization is on the 

continuum and move it toward System 4 by having leaders take on dernocratic, participative 

leadership styles while focusing on attaining goals, and by building work groups into more 

effective teanis (French and Bell, 1995, Owens, 1991). 

Contingency Theory 

Representing a theoretid middle ground between the view that there are universal 

principles of organization and that each organization is unique and each situation must be 

analyzed separately, contingency approaches co organization development hold the view 

that there is no one best way of organizing. Various contingencies such as purpose, 

technology, the nature of the tasks involveci, the kinds of people employed and the stability 

of the environment must be comidered in detennining the appropriate structure (French and 

Bell, 1995, Harvey and Brown, lm, Morgan, lm, Owens, 199 1). A common 

generalization is that organizations performing relatively routine tasks in stable 

environments find a formaiized traditionai structure more effective, whereas organizations 

that must respond and adapt to ernergent problems in environments of change are more 

suited to flexible organizationai structures that emphasize tearnwork, collaboration, 

participation and in tegrated effort (French and Bell, 1995, Owens, 199 1, Morgan, 1986). 



Operationdl y a contingency approach does not have to be complicated, i t simply 

requires some initiai anal ysis of the organimtionai culture in the situation under 

consideration as a basis for change (Owens, 1991). 

While organization development interventions, because of their underlying 

assumptions, tend to shift organizations toward more collaborative and participative organic 

modes of operation, this is not simple and clear-cut. First of al], there are a number of finer 

grades and mixes of organizationai structure on the continuum. Hospitals and universities, 

for exarnple, are professionai bureaucraties that give greater autonomy to staff whose 

expertise require this. These organizations deal with relativeIy stable conditions where 

tasks are cornpliateci. Anrither exarnple would be adhocmies, such as consulting firms, 

advertising agencies and the movie industry which exist in unstable conditions and require 

the formation of project teams that are often temporary in nature (Morgan, 1986). Different 

work units within an organization. different organizational tasks, and different and 

changing circumstances may also require various mixes and configurations of these basic 

organizationai systems. 

In schools there rnay be some processes of the organization, such as ordering 

supplies, that are more suited to a traditional, mechanistic organizational structure. Other 

processes, such as curriculum development and implernentation, are best suited to a more 

organic structure that includes participatory decision malang. Building and maintaining 

such a structure is clearly a major challenge of collaborative, participative curriculum 

development. Combining this organizational element with other f o m s  of development that 

focus on cumculurn and instruction will require new understandings of cumculum and 

new m d e l s  and processes of cumculum development. For second language curriculum 

this is a long way from applied linguistics. 

Both a model of development and a rnethod of inquiy are required to advance 

understanding and practice in this promising, but challenging approach to cumculum. 

Fitting local needs and dealing with the dynamic complexities of change deny a one model, 

expert driven, pre-planned approach to curriculum development Participative / 

collaborative development is driven by the expertise of participants. 1 t is informed, but 

flexible and adaptive. Understanding can be gained from research that is able to describe 

and exphin the decision making process and consensus building of partxipants as they 

experience change in their particular circumstances. 



CHAPTER 3 

METHODOLOGY AND RESEARCH DESIGN 

Introduction 

For this research, a qualitative case study rnethodology was adopted and action 

research was the rnethodology promoted for the intervention. A qualitative case study 

format allows for a holistic, contextualized appreciation of the situation under study and the 

inclusion of mdtiple and emergent vanables. It  is appropriate for seeking understandings 

for the improvernent of practice and has the ability to focus on the meaning that the 

intervention has for participants (Lincoln and Guba, 1985, Memarn, 1988, Owens, 1991, 

Patton, I99û). A case study format is also consistent with the study of action research 

projects (Elliot, 1991). 

As the intervention under study sought to access and work with a specific 

organizational culture i t had to be able to surface and descri be that culture wi th and to the 

participants. A qualitative case study was best sui ted to describe and interpret patterns of 

decision making and meaning as the intervention evolved in the context of the local 

situation to meet the various needs and viewpoints of the participants (Owens, 1991). 

The manager l i k d  action research as an approach and i t was familiar to at leas t 

some of the staff members. I t provided an opportunity for an evolutionary approach to 

deveIopment that would facilitate participation and leaming while ailowing for reasonably 

quick action. As with contingency approaches to organization development, action 

research seeb  to diagnose the situation as it is and to build from there. This approach 



ailows participants to deal with the messy and confusing problems that they face in their 

day-to-day practice and thus helps to resolve theory-practice gaps ( C m  and Kemmis, 

1986, Carson, 1988). 

Action research has been used in classroom-based research and for learner-centered 

curriculum (Allwrïght and Bailey, 1991, Carr and Kemmis, 1986, Elliot, 1991, Nunan, 
1988). Action research is also a main component of organization development (French and 

Bell, 1990, Harvey and Brown, 1992, Owens, 1992). 

Whle  there are a num ber of variations of action research, there are three recurring 
themes: 

1) improvement in people's situations, 

2) improvement in the knowledge of that siniation, 

3) the active involvement of participants (Carson, 1988). 

A11 of these are consistent wiîh the type of intervention undertaken in this study. 

The methodology of action research is one of iterative, self-reflective cycles of 

planning, action, reflecting on the action, and planning the next action (Aliwright and 

Bailey, 199 1, Carr and Kemmis, 1986, Elliot, 1991, Patton, 1990) . This continues until 

the original problem is solved or new problems are taken up. The evolutionary nature of 
action research makes it much more accessible and facilitates the change process where 

action must sometimes p r e d e  planning as issues and problems do not a i s e  until some 

action is taken (French and Bell, 1990, Fullan and Stielge:tauer, 1991). ln participative, 

collaborative development there is a tension between the need to provide direction and Lhe 

need to be open to emergent issues and the individuai and group processes that must be 

engaged. An action research approach would best facilitate a balance between these two 

needs. 

AI1 of the data used for the intervention became data for the study. Debnefing 
interviews were used to investi gate participants feelings about the intervention and their 

participation in it. 



Diagnostic Phase 

The subject of this case snidy is an initial, diagnostic intervention intended to: 

assess organizational culture including readiness for change, gaps, problems, possible 

solutions and interventions; 

increase parncipation and collaboration of pamcipants in curriculum decision malang; 

help parûcipants' build the skills necessary to maintain a collaborative curriculum 

process and organizational culture ; 

develop participants' capacity for change; 

detemine and plan a curricular intervention. 

Analysis of the literature of change and organization development models shows the 

developrnent process starting off with an initiation or diagnostic phase or component 

(French and Bell, 1990, Fullan and Stielgelbauer, 1991. Harvey and Brown, 1992). 

Fullan's factors and themes for initiation of change and Bell et al's ( 1979) conditions of 

readiness for change have aiready been ci ted and were used by the researcher and manager 

as categories for investigation at the outset of the intervention. Other processes and models 

from instructional developrnent and cumculurn development m u t  also be ci ted as sources 

for planning the initial development phase that is the subject of this study. 

Organizational Diagnosis 

Organizational diagnosis is one of the most cri tical and difficult elernents in the 

organization development change process because it sets the stage and lads  to problem 

solving action (Harvey and Brown, 1992, Gorton and Snowden, 1993). The diagnostic 

phase arranges the initial fit between any interventions and the local situation as i t is. 

However, if too much Ume is spent on initial activities such as needs assessment, 

participants can becorne fmstrated and impatient (Fullan and S tielgel bauer, 199 1). 



The diagnostic process is one of assessing readiness and identi fying problems, 

strengths and opportunities (French and Bell, 1990, Harvey and Brown, 1992). There are 
two broad areas of diagnosis: subsystems and organization processes (French and Bell, 

1990, Harvey and Brown, lm). French and Bell (1995) have devised two sets of tables 

as diagnostic tools that lay out typical information required and typical rnethods of 

obtaining that information based on various possible categories within these two areas. 

The diagostic focus for the department under study was identifiai as "Small 

subsystems that are simple and relatively homogeneous" (French and Bell, 1995, pg. 

1 16). This refers to formal workgroups or teams, like teachers in a single school, that have 

frequent face-te face contact. Questions are concerned wi th culture, clirnate, attitudes. 

problems and team effectiveness. Daia collection methods recommended include individual 

interviews followed by team meetings, questionnaires and observation of staff meetings 

(French and Bell, 1995). 

The major organizational processes for this study included goal setting, decision 

making, and organizationai learning. Questions here revolve around who sets goals and 

participates in decision making and the level of skills participants possess. The level of 
participant satisfaction with these concerns, strengtfis and problern areas as wel1 as the 

consistency between what is espoused and what actually occurs are dso concems for 

diagnosis. Interviews, observation and questionnaires are prominent as data collection 

methods for these processes (French and Bell, 1995). 

In organization development diagnosis is a data-based activity, basicall y action 

research, that ieads to action (French and Bell, 1990, Harvey and Brown, 1992). Vaiidity 

of information is very important to the initial and ongoing success of any intervention. 

This information and how it is collecteci and shared with participants f o m  the b a i s  of the 

organizational change process. Diagnosis may be systematically planned and stnictured in 

advance, following an extensive category system, or emergent, foliowing the data 

wherever they lead (French and Bell, 1990). French and Bell tend toward the middle of the 

continuum of planned and emergent designs and use the categories from their tables. For 

this study the middle path between planned and emergent prmesses is also taken. 

Categories were denved from a number of sources, including French and Bell's tables. 



The components of the organization development programs are ongoing and 

interactive. The diagnostic component leads to action planning and action in the form of an 
orgmiizationd intervention seehng improvement The program management component 
deals with strategy and evaluation (French and Bell, 1990). For this study, the anticipated 

intervention was in the nature of cumculum development or renewal. There is, however, a 

sense in which the cornponents themselves are interventions as they have impacts on 

organization rnernbers (French and Bell, 1990). The intervention under study was thus 
both a diagnostic to plan an intervention strategy that would be focused on goal setting, 

decision making and organizational learning with respect to cumculum, and an organization 

development intervention seeking to build and develop skills in group processes and 

decision maki ng. 

Needs Assessrnent 

Needs assessrnent rnodels are often mentioned in the literature on development as 

useful diagnostic tools. Needs assessment is sometimes included as the first stage of 

planned change and is essential for identifying and vaiidating the need for change (Gorton 

and Snowden, lm-). In the literature on second language cumcula, needs assessment and 

needs analysis technologies are usually descnbed in the context of learner centered curricula 

as a means of assessing student needs (Berwick, 1989, Brindley, 1989, Nunan, 1988). 

Instructionai development uses front-end processes such as needs assessment, needs 

analysis, front-end analysis, and task andysis for purposes similar t the diagnostic 

component of organization development: to determine needs and lay a foundation, in this 

case for instructional interventions (Rodriguez, 1988). Needs assessments are concemed 

with anal ysis of discrepancies (Kaufman, 1977). They detennine the "what is" of an 
organization and the "what should be" in terms of results. Then they work through a 

process of prioritizing to select the most cri tical gaps for closure (Kaufman, 1977, 

Kaufman et. al., 198 1, Rodriguez, 1988). 

Models of needs assessment Vary with degrees of partnership involvement and with 

their assumptions at the start of planning (Kaufman, 1977, Kaufman et. al.). In some 

situations it might be possible to implement w hat Kuafman ( 1977) calls an "Alpha needs 

assessment", where there would be few or no "sacred cows". This levei of needs 

assessment is concemed with policy formation. The literature on needs assessment 



supports formal involvement of those affected and an extemal or holistic view of needs 
(Kaufman, 1977, Kaufman e t  al., Rodnguez, 1988). 

Rogers (1989) recommends contexnial planning in second language cumculum 
design to ensure that no incongrui ties exist between stated policy and the proposeci 
innovation. Active involvernent at the level of policy formation would be consistent with a 

cri tical-ernanci patory view of cumculum. However, there are likel y to be a number of 

"sacred cows" in any given context that must be taken into account The stance taken in 

this study was to be open to such considerations, and to respect the local situation. 

Harless (1973) uses "srnart" questions to guide his model of front-end-analysis. 

These questions begin wi th "Do we have a problem?'to ensure that there is a need from the 

outset Further questions de fine the problem, causes, solutions, evaluation, constraints 

and goals. Tasks, steps, and subquestions follow each of the thrteen questions and are 

open categories that grow with experience as the process is applied. Steps in the model are 

seen not as occumng at a single point, but beginning as broad questions which can then be 

more narrowly focused as  the process continues. 

Curriculum Developrnent Heuristic 

Even though it may achieve a high level of participation, and even though 

participants themselves may feel satisfied with the process, an educational innovation rnay 
fail if it does not fmus on the cultural core of c ~ c u l u r n  and instruction (Fullan, 1995). In 

this study, then, i t was necessary to develop a means of generating and orgamzing the 

factors, themes, "smart" questions pertaining to cumculum development in general and 

second language curriculum development in particular. 

As a concepnial guide for the cumculum development aspects of ths intervention, 

the researcher devised a heuristic to provide a focus for cumicdar concems in the process. 

This heuristic served as  a kind of filing system or data base for questions, issues and even 

technologies related to cumculum development in general and second language curriculum 

development in particular. 

The heuristic takes the shape of a matrix (see appendix #1) with six rows and six 

columns. Each row and column is labeled as one of the following categories: 1) Needs 



Assessment; 2) Needs Analysis; 3) Constraint Analysis; 4) Design; 5) Implementation; 6) 

Evaluation. Each category and ce11 has its own issues, potential questions and 

technologies. 

Reading the matrix diagonally provides a seme in which development can be 
understood sequentially. Proceeding through the matrix on a diagonal, each "pure 

category" (e-g. Needs Assessment in Needs Assessrnent - where the Needs Assessment 

column meets the Needs Assessment row) is intended to refiect a particular stage of 

curriculum development. These categories represent the stages of more traditional 

curriculum development models with some adaptations. 

Needs Assessment here inciudes aspects of organizationai culture necessary as part 

of a participative, colIaborative development proces. Organization development and 

change theory issues, questions and technologies for diagnosis as stated above can enter 

the process in this category. Questions here might also deal with policy guidelines and 

overail organizational goals as weI1 as questions of organizationai structure and processes. 

Questions of etiucs, foundations and philosophy that bi-ing in concerns from outside the 

school and thus reiak to the suprasystem corne into pIay here. 

The Needs Analysis category deals wi th assessing and planning specific cumcular 

interventions. This categoq is concemed with questions of content and learner analysis. 

Here objectives are defined. 

Constraint Analysis is sometimes part of instructional development models and 

helps define the practical parameters of an intervention. Cost wntrol anal ysis and anal ysis 

of policy constraints are exarnpks of issues in rfus category. 

The Design category is concemed with seleetion, adaptation, and creation of 

materials Syliabus design including instructional rnethds or strategies is also included 

here. 

Recognizing teaching as a non-routine activity that cannot be prescriptively planned, 

the Implementation category is regarded as the heart of the process with the classroom as 

the focus. Here questions of Iearner participation and negotiated curriculum are worked 

out  The ideal situation to fit  ths mdel  is a reflective teaching practice, perhaps based on 

action research and classroom-based research, that is supported within the community of 



the school. For this study it was anticipated that classroom issues would be most salient 

and rnotivating for teachers and that these would form the basis of a planned curricuIar 

intervention arising from the initial, diagnostic component. 

Recopzing the special, ongoing nature of evaluation (Schwerin et al, 1984, 

Trimby and Gentry, 1984, Brown, 1989), it forms the "last" row and column in the 

matrix. At various phases, different concerns of evaluation arise. Some of these might be 

formative and some summative. Evaluaüon of student outcomes, which Auerbach (1990) 

expressed as "hopes" for students, is an exampIe of the questions and issues raised here. 
A meta-andysis of tools, models, procedures, or  rnethods of inquiry is part of the pure 

categoy of evaluation. 

The rnatrix is intended to provide a sense of each "stage" 

in deveiopment as an ongoing process interacting with each other "stage". There is a 

logical and practical sense in which pure categories or "stages" provide data for the next 

one. There is also a sense in which categories are anticipated. The Needs Assessment row 

across the top of the matrix would be the logical starting point for an intervention. Each 

ce11 beyond the pure category would include appropriate questions, issues, tools and 

technologies related to the other categories. For example, texts would be an issue in the 

Design category in pure fom, yet a survey of texts in use would be part of the Design ce11 

in the Needs Assessment row. Some cunicular questions or issues in their "broad" form, 

rnuch as Hariess' "srnart" questions above, can be raised in these cells. 

The researcher intended to use this heuristic for sening categories for a question set 

to be used in  the needs assessment. The six processes are basic to most instructional and 

cumculum development rnodeIs and so could be used to present and explain the overall 

process. There was no intention from the outset to instmct partxipants in the 

understanding o r  use of this matrix heuristic. 

Ernereent Process 

The questions, issues, technologies, and processes derived frorn the literature on 

curriculum developrnent, instructionai development, organization development and change 

theory fomed  a background and source of categories for the design of the initial diagnostic 

intervention. Discrepancy andysis, questions concerning curriculum, instruction, and staff 



interaction and development were determined as the likely focus for the intervention, yet I ts 

ul timate direction and the concerns i t would address were in large part to be determined by 

the partici pan ts. 

The organizational culture that seeks pamcipative, colIaborative development needs 

to build on a process of consensus with al1 participants as soon as possible. It is not 
possible to impose democracy: consensus will denve from establishing common goals 

(Enns-Connolly, 1990). The diagnostic intervention was intended to gradually involve 

teachers in the process of curriculum development by having them reflect on and share the 

assumptions underlying their practice and c h m e  an area for research or intervention. It 

was supposed that constraints would rnake it likely that teachers' time would be limited and 

that such constraints and staff interests would determine the nature and scope of a first tnal 

project. It was further supposed that ths  project would be some sort of classroom 

intervention that could engage the teachers involved in a collaborative process of reflecting 

on their practice. 

The manager and researcher began the process with the collection of initial data 

which at first consisted of an assessment of conditions of readiness for change and the 

more "objective" data of demographics and document anaiysis to give an early 

representation of the organization and its culture from which the design could be refined. 

Further data collection was to include a tacher questionnaire designed by the researcher 

and manager and based on information from the initial data Results at this stage would 

then be fed back to a focus group for anaiysis and discussion that would lead to an action 

plan for a cumcular intervention. From the outset this plan was intended to be flexible and 

open to change. 

Participants 

Participants in the intervention included the manager of the department, eighteen 
teachers and the researcher. From the outset i t was decided that participation would be 

detemiined by staff interest and would be of a voluntaq nature for those participating in 

focus groups and that this work would be viewed as special project work. There would be 

payment for staff participating in focus groups. Such groups would form a parallel 

Leaniing structure in the department that would plan and guide the process of developrnent 

(French and Bell, 1995). 



Al1 staff were to be consulted and infomed as the process unfolded and were 

expected to participate in reviewing information and making major decisions. Staff had 

participated in a sirnilar process when they worked on their mission statement and statement 

of values. A focus group had worked with the whole staff to arrive at a consensus. It was 

believed that staff rnembers would be b t h  farniliar with and interested in this process. The 

intention was to graduaily involve teachen in the processes of collaboration and cumcuium 

developrnen t. 

It is always important in a change effort to have management support (French and 
Bell, 1990, Fullan and Stielgel bauer, 1991, Mitchell, lm, Owens, 1992). In this case, 

the manager was the main initiator of the change and played a major part as a change agent 

The researcher is a friend of the manager and a colleague and acquaintance of some 

of the participants, though he had not visited the site prior to this study. The 

researchhterven tion began wi th conversations between the manager and researcher that 

revealed a common interest in participatory, collaborative developrnent The manager had 

detenined that his department would undergo changes and had already begun. This 
provided the researcher with a site and opportunity and the manager with sorneone familiar 

with the background li terature with whom to consult. 

The stance of the researcher, therefore, was ini tially one of partici pan t as observer 

with observer activities subordinate to the role of participant; this changed somewhat as the 

process evolved (Meniam, 1988). I t was important in the initial stages for the researcher to 

be more active in order to plan and begin the intervention. Later the researchers role as  

participant was lessened. 

The consultant facilitator role is particularly important in this stage of an 

organization development intervention (French and Bell, 1995). The consultant works 

with the leader and the group to diagnose strengths and weaknesses and to develop action 

plans. The organization development consultant brings objectivity, neutrality and expertise 

to the situation (French and Bell, 1995). There was never a daim on the part of the 

researcher to king an expert in any of the fields of development examined, nor was there 

any special claim to objectivity other than that of outside observer. Seekmg other outside 

expertise as needed was always an active option presented to the paruci pants. 



As the project continued the researcher became just another participant in the 

process, though contributing expertise from research and helping to feed data back into the 

process. Contributing information and references gathered as background to this snidy and 

intervention strategy was considerd by the researcher to be a necessary contribution to the 

process. As a participant in the process, on general ethical considerations. and as part of 

the agreement with the College, manager and staff the researcher actively participateci in the 

process. 

Dunng the debriefing interviews the researcher's role was more consistent with that 

of a researcher - observer. 1 t rvas intended that the department would take the 

responsibility for sustaining and developing the intervention. This gradua1 changing of 

roles on the part of the researcher is consistent with qualitative inquiry (Memam, 1988, 

Patton, 1990). 

It follows from the above that the researcher, in the capacity of representing the 

literature and of sharing opinions as a participant in the process, necessarily refiected a 

certain bias. This was confessed freely and openly by the researcher and it was expected of 

ail parhcipants. In keeping with a stance of openness and honesty the researcher folIowed 

a policy of full disclosure with respect to both the research and the intervention. 

Data sources for the intervention and the case study were to include: 

personal journal 

observations both in the department and in a few classes at the start 

audit trail of documents associated with the intervention 

initial and final interviews, of the manager 

a staff questionnaire 



tapes of meetings general and focus groups. 

de-briefing interviews of teachers 

Three types of trianplation of data were used to ensure interna1 vaiidity and 

provide a measure of reliability; mdtipte investigators, multiple sources and multiple 

methods. Multiple inves tigators incl uded the researcher, the manager, and other 

participants. Multiple sources included the staff and manager. Multiple methods inciuded 

observations, interviews, document analpis, and a questionnaire. Data was taken back to 

participants for review and comment. Al1 of these methods are consistent with the 

quaii tative nature of the case snidy (Lincoln and Gu ba, 1985; Memam, 1988; 

Patton, 1990). 

Original y the project was designed to be completed during the Septem ber to 
December (Fall) semester. Ths, however, was extended to a full two semseters. 



CHAPTER 4 

PRESENTATION AND ANALYSIS OF DATA 

Collection and Presentation of Data 

This chapter presents the data collected over the initial phase of what was intended 

ta become an on-going collaborative, participative curriculum development process. Data 

were collected by means of an initial interview with the manager, observations, document 

analysis, notes and tapes of meetings, administering of two questionnaires to the staff and 
one to snidents, de-briefing interviews with staff and with the manager and a journal kept 

by the researcher. Appendices contain more of the data from the three reports produced 

during the project and a more complete version of responses to the de- briefing interviews 
held with some participants at the conclusion of the project. Though two of the teachers 

were male, ths presentation of the data uses the ferninine pronoun as a means of respecting 
anon y mi ty. 

The process of developrnent that was undertaken for h s  study set out to involve 
participants in collaborative decision making. The direction of the process was determined 
by this decision making as it responded to the data and the needs of the department. 

Consequently what was envisioned from the outset by the researcher and manager is not 



exactly what tcmk place. The following data outlines the group decision making process 
and the directions that it took. 

Conce~tion of Proiect and Initial Planning 

From the outset of this study the researcher was familiar with the manager and a 

number of teachers in the department. The basis for the intervention arose out of 

discussions behveen the manager and researcher about the professional roles of teachers. 

The manager was attempting to change the organizational culture of his department by 

involving the teachers more in certain aspects of planning and operations. In particular, the 

department's cumculum required some updating as i t had not undergone any significant 

change for some time. 

During the spnng and summer pnor to the start of the project, the researcher and 

manager discussed and began planning the intervention. The researcher began a process of 

sharing and discussing related background readings with the manager. These consisted 

mainly of articles and books related to cumculum developrnent and organization 

development. 

The manager and researcher put together a proposal for the collaborative needs 

assessrnent phase of a curriculum development project and presented it to the College in the 

summer of 1993. The College accepted the proposal and the intervention began in the faIl 

session. Original1 y the intervention was to take place during the fall semester from 
Septem ber to Decem ber, 1993. 

The plan was to work through a process of data collection and reflection that would 

faciIitate the staff in articulating a personal and princi pled theoreticai ps i  tion from which an 

action plan could be derived for a classroom-based intervention into the cumculum. 

Initially, the researcher intended to work with the manager on the first phase of data 

collection, which included the design and implementation of a staff questionnaire to elici t 

the staff's rhoughts and assumptions with respect to their cumculum. Once this 

information was available, the staff would discuss it, make a prioritized list of needs and 

opporninities and decide upon an intervention into their cumculum. At this stage the staff 

would assume more responsibility for the project and would manage the process of 

implementation, data collection and revision. Decisions were to be made as data became 



available and revisions to planning would take place as was thought n e c e s q .  This is 

consistent with an action research approach. 

Initial Analvsis, Entrv and Planning 

Data collection and planning for the project began in the summer of 1993 and was 

initially based on document analysis and conversations with the manager. Much of the 

focus for data collection and analysis was concerned with previous practice, the nature of 

existing innovations withm the department, and background demographics. This first 

round of data collection provided information conceming the state of the department's 

cuniculum and organimtional culture. The manager felt that his staff were skilled, 

rnotivated and ready for this kind of project. These assumptions were tested and the project 

was introduced to the staff for their reactions. 

Staff and Student Demographics 

Demographic information that was available at the outset of the project showed 

nineteen teachers on staff. There were one hundred and eighty four local students and one 

hundred and eight visa students attending the department. Visa students paid higher fees 

and therefore were the department's major source of revenue. 

Further information was available conceming the age, origin and education of 

students. Students attending the program were adults between the ages of eighteen and 

forty nine. The largest block were between the ages of hventy and twenty four. Asian 

students cornprised sixty one percent of the overall student population and seventy three 
percent of the visa student population at the time of this study. Twenty two students had 
less than a high school education and thirty had university degrees. Students with high 

school diplornas cornprised the largest block in the education category at seventy eight. 

Existing Projects 

Projects or innovations recently undertaken by the deparmient at the time that this 

study began included: a mission statement and statement of vaiues, discussions on 



excellence and teacher evaluation, a curriculum study, work on level guides (sylIabi), 

creation of a readinglwriting syllabus, a non-credir seminar series to educate language 

teachers, a student questionnaire, and an instructors ' orientation manual. 

The orientation manual had b e n  compiled by a group of teachers and the manager 

and explicitly set out the need for a collaborative approach for some management decisions, 

incIuding cumcuIum change and staff development. The rnetaphor of a "symbiotic 

relationship" between classroom work and administrative irrfrastnicmre used here was a 

favouri te of the manager. 

A mission statement committee of six teachers had used a questionnaire and 

professionai development day as part of a process to involve ~e staff in detennining a 
mission statement and statement of values in May, 1992. The mission statement identified 

the purpose of the deparunent as k ing  "to provide comprehensive academic Ianguage 

instruction in a supportive atrnosphere to adults" and "to enable language students to 

becorne independent leamers equipped to handle further educationd and professional 

opportuni ties." The statement of values contained the categories of professionalisrn, 
respect, consistency, open cornmwiications, cul turai sensitivity, innovation, cooperation 

and academic excellence. Accompanying statements attached to these values promoted an 

environment of trust, openness, mutual respect and sharing dong  with a cornmiment to 

high standards. 

New roles for kachers in the area of teacher supervision were aiso evolving w i h n  

the department as this study began. A memo from the manager dated October 32, 1 9 -  

proposed changing the process of teacher assessrnent from a traditionai approach of 

defining minimum acceptable standards of teacher behaviour to one that subscribes to a 

standard of professionai excellence and growth. This eventually becarne a process of peer 

evaluation. 

The researcher leamed from the manager that two staff members had designed and 

administered a questionnaire to students . The data had not been arialyzed at that point. 
The manager felt that it had not "fit" within the program and that the project under study 

could provide some context for completing work on it. The manager and researcher 

decided to ask the teachers who had designed and adrninistered it if they wouId be 

interested in completing the analysis. 



Curriculum 

Documentation such as the instruc tor's manual and level syl labi were initial sources 

of information conceming the department's curriculum. The instructors' orientation 

manual mentioned a curriculum study by a cornmittee of teachers in 1991. This study 

endorsed a holistic approach to language learning where language skills are taught in an 

interrelated, ''communicative" manner. Quoting an article in TESOL Quarterly by Ce l a -  

Murcia, the staff supported a trend toward the renewed importance of g m m a r .  This view 

sees grammar as one component of communicative cornpetence to be learned in relation to 

meaning, sociai function, and discourse structure. The committee recommended a process 

of lessening the focus on grammar as students progressed to higher levels. There was also 

a statement recognizing that students expected a strong gramrnar component in their 

studies. The program consisted of seven Ievels and by Ievel five students were expected to 

have leamed the basic f o~ms  of the Engiish language and were then to concentrate on 

honing their skills. 

Level Guides 

Level guides for each Ievel containeci generai course objectives related to the 

department's academic focus and specifying preparation for study at more advanced levels 

within the program. The guides aiso Iisted required tex& and a breakdown of the marking 

scheme in the four language ski11 areas of writing, reading, gramrnar and listening. 

Further expectations were Listed conceming writing assignments, and reading 

materials. Lists of grarnmar items were provided tip to level five: with some slated for 

review and some as new items to be introduced. Listening activities including use of the 

language lab and work in small groups, organized debate, oral presentations and 

newspaper reprting were Iisted for level five. 

As had k e n  recommended in the curriculum review, there was a lessening of focus 

on grammar as students progressed through the levels. This was reflected in the level 

rnarlQng schemes. At the sarne time, there was an increased emphasis on writing, reading, 

and o rd  practice for academic purposes. 



Textbooks used at this time, as indicated in the syllabi, included the McGraw-Hill 

Interactions and Mosaic series. These texts are arranged as a program of study with the ten 

texts in the Interactions senes designed for in-college or college-bund non-native EngIisn 
students from high-beginning to intemediate students and the eight texts in the Mosaic 

series for academic students from intermediate to Iow-advanced students. There are 

textbooks for each of the ski11 areas of reading, writing, listening, and communimtive 

grammar. Each of the programs has a book 1 and book II series. The texts are arranged by 
theme, vocabulary, grarnmar structure, and, where possible, language functions. The 

program achieves inkgration by covering the same themes in each of the skll areas. 

Other texts included Azar grammar texts and Insights and Ideas at level two and 

five, and Bevond Words at level seven. Most level guides mentioned supplementary 

reading materials and some con tained speci fic lists. These i ncluded SRA reading kits, 

newspapers, magazines, and novels. 

Manager's Insights and Opinions Concerning Curriculum 

A number of conversations and planning sessions with the manager in the late 

summer and early fall of 1993 provided some background information regarding the 

curriculum from his perspective. The manager descnbed the state of the department's 

cumiculum as k i n g  "patched together" over a period of approxirnatel y fi fteen years. The 

c ~ c u l u m  original1 y began with a strong grammatical core and had evolved through small 

projec ts. 1 ni tiall y there had k e n  no standardized texts and adopting the senes of texts 

described above was seen as the fint step in consolidating the program. 

The manager saw the cuniculurn at the beginning of the project as king  textbook- 

based. He had heard cornments from some teachers that the level guides (syllabi) were too 

prescriptive and that an excessive amounr of material was expected to be covered. The 

manager also mentioned problems with placement tests and the need to identify 

proficiencies independent of the texts as areas needing attention. 

The manager hoped the project would begin the process of evaluahng and 

changing the entire curriculum to make it both comprehensive and consistent rather than 

undertaking small changes that he characterized as "tinkering." He preferred a cumculurn 

that was flexible and allowed for creativity . He characterized the curriculum at the start of 



the study as focused on educational or language leaniing goals U t  did not take into account 

"the whole person" of students. For exarnple, he stated that the cumculurn as it was did 

not include expIicit reference to the g d  of helping studencs adapt to the North American 

educational system. He envisioned change in the curriculum that would make i t more 

responsive to the individual and diverse needs of the student population. 

As a means of promoting greater staff interaction and ensuring that teachers had an 

ongoing awareness of the total p r o g m ,  the manager had recentiy asked that teachers teach 

at various levels and change their teaching assignments frequently. This had forced teachers 

to work together more often and in new groupings. From his perspective i t  appeared that 

this had had positive effects on staff moral. 

The manager talked about the individuai ieveI meetings planned for die fa11 of 1993 

to continue work on syllabi. Beyond satisfying the pragmatic need to deal with syllabi for 

the upcoming term, he said that these meetings might k productive in outiining future 

change to the curriculum. There was, however, some concern on the part of both the 

manager and the researcher that üme and energy would be taken up with "tinkenng" and 

more comprehensive change might be overlooked. 

While he believed in the need for curricuIum change, the manager was convinced 

that "a lot was right" with the department's program. He was of the opinion from the 

outset that the department's good reputation and ability to attract international students was 

built on quality classroorn teaching and that maintainhg this depended on the staff taking 

on more responsibility for cumculum and professional development. This in turn hinged 

on the eventual creation of full-time teaching positions that wouid provide staff with time 

and support. 

The manager reported hearing that ihere were "whispers" from some teachers who 

felt that curriculum change had already taken place the year before with work on the level 

guides. 

Introduction of Project to Staff 

A series of memos that were mailed out to the staff in the late summer to prepare for 

the fa11 semester announced the curriculum project and set out the manager's views. T o  



deal with the problem of participation, the manager proposed a four level, tiered approach 

with expected hours, duties and honoraria for each levei. Staff would al1 be expected to 

participate to a minimal extent, but some muid choose to be more involved. 

The fourth memo also contained a discussion paper wrïtten by the manager and 

researcher that described their positions and the intended plan of action as well as duties 

that participants would be expected to underiake and background on projects already 

undertaken by the department. The manager concluded the discussion paper by laying out 

the potential benefits to the department frorn embarhng on the proposed project These 

were: increased professional development; honing of group building skills; increased 

controt over working environment for teachers; and a move away from a top-down 

orgamzational culture. Staff were asked to prepare to discuss the project at the staff 

meeting and to choose their level of parucipation in the project within a week. The 
proposed tier system was included in an appendix of this memo. 

Initial Project Meeting 

The first meeting to discuss the project with the staff was held on September 30. 

The meeting was held over the lunch hour, as most meetings were. As part-time staff, 

some were just coming in to work their shift and others had just finished. 

Discussion of the curriculum project began with one staff member asking for the 

definition of "curriculum" used by the researcher and manager. The researcher responded 

by sayng  that it was important to leave ths open to discussion, at least for the first phase 

of the project Part of the ne& assessment would be to ask them to articulate and expiore 

"definitions" of cumculum rather than imposing or quickly deciding on one. 

Other comments related to the rate of pay for the project, student participation and 

the time-frame of three months as set out in the memo. 1 t was decided that this would have 

to be flexible. The manager said that the idea of the project was to locate any problems or  

gaps in the curriculum and address them. 

One teacher suggested that, in addition to the on-going individual level meetings, it 

wouid be useful to examine the cumcuium as a "cross-Ievel exchange of information." 

This would help to identify problems as we1I as explore areas of interest. It was agreed that 



the teachers in each levei would prepare a report for their level that woutd include problems 

and suggestions. These would serve as the basis for "cross-level" meetings to be held over 

two lunch hours. 

Two teachers approached the researcher after the meeting and expressed their 

interest and enthusiasm for the C U ~ C U ~ U ~  project 

The Manager's Philosophy and Assumptions 

The researcher held a formal inteniew wi th the manager on October 5 and 6. The 
interview questions were intended to elicit the manager's perspective on: (a) problems and 

potential areas for improvement ; (b) his version of the change process; (c) potential 

obstacles or connicts and how they might be dealt with; and (d) h s  feelings about his role 

as manager and how that might change. 

According to the manager, there were three main reasons for the implementation of 

a collaborative, participative cumculum in his department The first was that the program 

had never undergone a cornprehensive evaluaùon and the curriculum i tsel f had grown out 

of funding and administrative realities that were anywhere from ten to twenty years old. 

Those realities had changed. The second reason was that the program was not serving the 

students the best way that it could. There were no mechanisrns for catering to various 

student needs; whether those were seen as accomrnodating differences in specific language 

slulls at the various levels, or as offenng new courses. The h r d  reason had to do with the 

fact that market pressures dictated a need to be more responsive to students and to take a 

longer term vision that included the provision of contract classes for various types of 

students. 

In order to provide for a more flexible and diverse curriculum, staff would be 
expected to participate in on-going cumculum and professional development. An initiative 

to create full-time positions that would support ths participation was undenvay as the 

project began. The manager saw the creation of such p s i  rions as important for a sense of 

o w n e n h p  on the part of the staff. He realized that teachers would not want to put in the 

necessas, extra time beyond their regular teaching hours without some form of 

compensation. 



Increased participation of staff in decision making on issues like cumculum 
development would free up the manager to do more of the tasks that only he couid do. 

These included increased marketing, whch was in tw expected to pay off in tems of 

more paid work for the staff. 

The manager envisioned littie or no change in his administrative role. I t  was clear 
that his position fit into the College hierarchy and, as he put i t, "the buck stops here." With 

respect to areas such as c ~ c u l u m  and staff developrnent, he could change his role to 

become one of a group of decision makers insread of the decision rnaker. However, he 

wodd still have to be the one to take decisions fonvard to the College administration. 

The manager's vision of the change process was graduai and steplike with 

identifiable points and clear objectives and guidelines. The process, from hs point of 

view, had to be explicit and the staff had to see some success or movement He anticipated 
that resistance would inevitably accompany the proposed changes, as it is a part of any 

change. Specificdly, he saw the biggest challenge in ths regard to be overcorning inertia. 

He foresaw the possibility that consensus might not be reached and that disparate voices on 

the staff might simply cancel each other out with no clear direction ernerging. He hoped 
that his 'tiered approach ' to participation would accommodate varied interest and 

cornmitment to the project on the part of staff members. Generally, the manager believed 
that building an atmosphere of trust and openness was the best way to overcome conflict 

and that he had to lead by example. 

Even considering possible problems or confiicts, the manager felt that the time was 

right for the project. He had heard that the staff felt comfortabie with hm and that hs 

desire for increased participation was understood and taken senously. He fel t that the 

project would give "fit" to previous and on-going projects and that the staff had to becorne 

more involved in setting department goals. 

During this time, the manager was working on the official department business plan 

for the College. Expediency demanded that he get this done on hs own, but he planned to 

include staff in the process in the future. The goal statements for this plan were very broad 

and would likely be consistent with any new directions arising from the project. 



Staff Profile 

A memo on ûctober 7 set out the dates and format for cross-level presentations. 

The format called for a ten minute overview of each level and the compilation of a list of 
specific problems. Handouts were requested. Staff were asked to use the level meetings to 

determine their interests and to decide how they wished to participate in the larger project. 

The sarne memo containeci other items including a staff survey requested by the 

researcher and an announcement concerning the manager's upcoming performance 

appraisd questionnaire. 

The staff survey was retumed just before the cross-level meetings. The survey had 

asked teachers to provide basic information regarding their education, teaching experience 

and professional interests. Al1 nineteen staff members were surveyed. Nine had masters 

degrees; fifteen had more than one degree. One ieacher had less than rive years of teaching 

experience, hvelve had more than ten years of teaching experience. 

Staff interests were indicated mainly by listing the various language ski11 areas of 

reading, wri ting, pronunciation and oral skiIls. These were fairly equall y distri buted across 

the staff. Additionaily, three respondents Iisted program development and three listed 

c ~ c u l u m  deveioprnent as  areas of interest. 

Cross-Level Presentations 

The cross-level presentations suggested at the first staff meeting took place on 

October 18 and 19. These were in addition to individual level meetings and were intended 

to help staff get a better sense of what their overall program was like. The researcher 

attende. and took notes at both meetings. Handouts from the presentations as well as 

minutes serve as the main source of data for these. As the syllabi handouts were organized 

into language ski11 areas, discussion at the meetings tended to be broken up into grammar, 

reading, writing, and listening. There was some discussion of adding pronunciation and of 

the place of Iiterature and Iiterary analysis in the program. Note-taking was brought up as a 

study ski11 that needed attention. 



Texts were a concem at a number of levels. There was an expressed interest in 
finding texts that were more "contexnialized," that had more detailed explanations, or that 

would be cheaper for students. Placement tes& were aiso rnentioned and a discussion 

concerning testing and placing students by various skill levels brought up the possibility of 

different strearns in the program. 

Teachers at each level explained how they often supplemented reading texts with 

newspapers and novels, usually to provide readings of a higher reading and interest level. 

Some discussion arose about writing as staff puzzled over the process of rnoving students 

from sentence to paragraph and then to essay writing. Students at every levei had trouble 

applying the grarnrnar they should have leamed to their writing. There were always 

mistakes at the sentence level and aiways difficulty moving to longer pieces of writing. 

Students placed a high value on grarnmar and were concerned with the arnount of review 

and practice at some levels as they thought they should be spending the time leaming new 

grarnmar points. Some levels, particularly level five, felt that they were expected to cover 

too much materiai. 

One teacher commenteci on the importance of encouraging the students and mahng 

them feel confident. Teachers talked about the lessons that they taught and the problems 

that students had. Mention was made of an interesting unit taught at level four that had 

students research and present on first nations tribes. After t h s  meeting one teacher said she 

was very enthusiastic about "striking while the iron is hot." 

CIass Observations 

As part of the initial data collection and in order to get a better sense of classroom 

activity in the department, the researcher arranged to visit and observe three classes on 

ûctober 29 and Novem ber 2. Pre and pst  lesson discussions gave the researcher a chance 

to meet with teachers in their staff room and observe the general aûnosphere. 

The researcher first observed a level six lesson on writing thesis statements. The 

reading used was taken from the text set for that IeveI and was on the subject of genetics 

and ethcs. A newspaper article was used as supplementary reading. The second class 

observed was a level two class doing a lesson on reading comprehension and finding main 

ideas. This lesson was also taken from a text for that level and was on the subject of third 



world cities. The second half of this ciass was a Halloween sing-a-long with another class. 

The final class observation was with a level four class that was working on a native unit 

that would involve reading articles, visiting a local rnuseum, and using the library to 

research various tribes. Students would later be expected to do presentations. This class 

aiso did a grammar lesson, a writing lesson, and a lesson where students read, told, and 

retold newspaper articles. At the end of the class, the tacher asked if any students were 

interested in volunteering to help with a Christmas Party. 

Throughout al1 of these lessons, the -chers integrated grammar as they dealt with 

reading and wnting. Al1 classes used a varîety of student groupings including teacher 

fronted, student lead, group and pair work. The researcher noted that arranging different 

groupings was sometimes difficult as the tables were not designed for this: most were 

bolted to the floor. The teachers seemed to have a good rapport with their students. 

Classes covered a lot of material, yet were characterized by easy interaction, joking and 

laughter. 

Before and after classes, the teachers were eager to taik about their students and 

their lessons. T ypicall y they noted areas of concem, some lessons that seemed di fficul t, or 

students who were having problems with the material. The researcher was made to feel 

welcome in dl classes and was able to observe and interact comfortably with students. One 

teacher commented that they had talked about observing each other teach, but had never 

seemed to organize this or to have the time. Another teacher whispered to the researcher 

after one observation that the manager was the reason that it was so cornfortable around the 

deparmien t 

Preparation for Workshop 

The researcher and manager met with two university professors late in October to 

discuss a workshop that would pmvide some orientation to cumculum and the 

collaborative process. This was a means of bringing in outside expertise to assist in the 

project. 1 t was hoped that ths would give the staff a chance to articulate and reflect on their 

conceptions of curriculum against the background of some current literature on second 

language curriculum. 



S t e e r i n ~  Committee 

Some staff reacted with impatience to the initial data collection and introductory 

meetings and told the manager that they wanted to get more directly involved in the project 

as  soon as possible. The manager and researcher decided to modify the project to include 

staff in the second phase of data collection and to complete andysis of the student 

questionnaire. This required a major shift from the original plan of having the manager and 

researcher develop a staff questionnaire and do some initial research. 

Staff announced their chosen level of participation in the projec t by October 2 1. 
The manager had encouraged specific teachers to parücipate, particularl y the staff members 

who had designed and implemented the student questionnaire. 

The manager and researcher, dong with the teachers who volunteered to work on 

the project, forme. a steenng commi ttee that would oversee the process. This committee 

was then further broken down into separate focus groups that would deal with designing, 

implementi ng and anal yzing a staff questionnaire and anal yzing the student questionnaire 

data The manager and researcher would work mainl y wi th the staff questionnaire group as 

this was the work they had k e n  preparing to do in any case. 

The manager and researcher wrote a rnemo that went out on Novernber 2 and was 

intended to prepare the steering cornmittee for their involvement in the project as it had k e n  

revised. The memo stated that, beyond gathering more information, it would be important 

to start building "the big picture." To this end, a version of the researcher's heuristic for 

cumculum development was presented to the committee as "a filing systern for questions 

and the means for answering them." 

Committee members were asked to thnk of cumcuium as "a process of evolution 

rather than a one time project." Needs assessment, needs analysis, constraint andysis, 

design, implementation and evaluation were presented as curricular processes that wouid 

serve to place data in context and provide a start for the design of the staff questionnaire. 

An edited version of questions and sub-categories under the above processes was presented 

as a suggested starting point. Participants were asked to keep in mind that al1 assumptions 

were subject to question and that expertise is developed through experience. 



The next steps outlined for the project were: analyzing the student questionnaire; 

designing, adrninistenng and anaiyzing the staff questionnaire; and cornpaxing the 

recommendations from both in order to explore insights and reflections about curriculum 

and collaboration. This data, d o n g  with other dam the researcher had and was collecting, 

would be "the point of departure for choosing a feasi ble frrst project more direct1 y focused 

on a cunicular issue important for the [department]." The manager requested that the next 

meeting be used to set some specific tasks and corresponding deadlines. The three larger 

tasks were then scheduled for completion by the end of January. 

Steering Cornmittee Meeting 

The first steering cornmittee meeting with the staff and student questionnaire focus 

groups and rFic manager took place on November 4. The manager had to l a v e  on a trip to 

Japan and the meeting had to be scheduled for a time when the researcher could not attend. 

The manager later told the researcher that the meeting went well and the participants agreed 

to their tasks. One of the staff members met with the manager some time before the 

meeting to Wear the air." She had worked on the student questionnaire and had not 

decided to participate in the project under study at that point. In the end, she decided to 

participate and showed up at the meeting. 

Manager's Performance Appraisal 

Whle  the manager was away, the staff completed his performance appraisal 

questionnaire. This questionnaire was divided into four categories of questions including: 

support, consensus, communication, and responsibility. Staff were encouraged to wnte in 

their own comrnents and the manager had one staff member interpret the results for him. 

Results of the questionnaire were, according to the staff reviewer, 

"overwhelmingly on the positive side" with almost ail answers k i n g  'agree strongly' or 

'agree'. The manager was regarded as having very suong problem solving skills and he 

cleariy had a high level of support from the staff. The reviewer noted that staff "who are 

being paid a paraprofessional wage are suggesting that a more frequent 'pat on the back' 

might go a long way but a clear Say in their immediate and long range professionai affairs 

rnight go a lot further." Commenis indicated that the manager had some difficulties with 



communication, especiaily in tone and in showing appreciation for work done. Other 

comments were made concerning high expectations for work for a part-tirne staff and 

occasional indecisiveness seen as ansing from the manager's dernocratic approach. 

Focus Croup Meetinm 

Staff Questionnaire Focus Group Meeting 

By the time the manager had retumed from Japan, the smdent questionnaire focus 

group had anal yzed the data from the student questionnaire. The staff questionnaire focus 
group had produced a draft of a questionnaire and some felt that it was ready to be piloted. 

The manager and researcher thought that the staff questionnaire was a reasonable first draft, 

but that it focused too much on specifics at the syllabus ievel and that many of the questions 

were ill-fonned. They decided that a useful approach would be to try to draw out the 

assurnptions behind some of the questions in order to get a broader focus. 

The staff questionnaire focus group, consisting of four teachers and the the 

manager and the researcher, had their first meeting on Novemkr 24. Again, the meeting 

look place at noon. 

The meeting started off with one participant saying that she had not sent the 

questionnaires off to be photocopiai. The manager responded that he knew that and started 
the meeting. Another participant said, "1 'm just so arnazed that you're starting." When the 

manager asked why, she said, "Well, you always Say, 'Well, it 's not my style to take 

charge', sa.." The manager responded that someone had to start. The tacher continued 

her parody and said, "So, what are your comments?" 

The manager thanked the committee for the work that they had put in on their draft 

questionnaire. He noted some important areas such as student roles and needs that were 

inciuded. He then noted what he felt was missing. Refening to the categories of questions 

presented in the November 2 memo, he specificaily mentioned the absence of questions 

deding wi th the feelings of the group about change and about how they wanted to work 

together. He thought the committee shouid take a step back from the specific to the general 
and that more "philosophical" questions wouId be usefd at this stage. He cited problems 



that the snident questionnaire group was having with data analysis as support for taking 

more time with the design and format of the questionnaire. He remunteci his own 

experience working on a major questionnaire and noted that the process was "not 

straightfonvard at dl." 

The group worked through the draft questionnaire and finally the manager proposed 

using questions generated from the mission statement, the group's draft questionnaire, the 

list of questions presented in the November 2 memo, and an expanded question set that the 

researcher had produced. These would be the sources for a question set from which the 

staff questionnaire would be derived. He described his vision of the project, "when 1 shut 

my eyes and think about the curriculum project, I see it as a kind of semantic web revolving 

around academic preparation." The researcher talked about the importance of considering 

classroom practice in the development process. The manager described change as ansing 

from where goals and classroom practice do not "mesh." 

The manager and researcher proposed setting up a reading file and reading circles. 

It was decided to set up a file. The manager related that another staff member had k e n  

"feeding" him articles for about a year. 

As the meeting concluded the manager and researcher said that they wanted to 

participate in the process, but had not wanted to d i c ~ t e .  The manager asked if anyone's 

feelings had been hurt [El was surprised and remarked that she had not considerd that as 

a possibility. One of the group mernbers had been silent throughout the meeting and had 
left early. She had felt that their draft of the questionnaire was ready and had been prepared 
to send it off to be copied. There was some concem that she might have feIt upset that their 

initial M t  had not k e n  accepted and that ownership was an issue. No one else felt that 

this was a problem for them. 

The manager stated that he just wanted to do this right. [A] poinied out that such a 

remark could be misinterpreted, but that they knew him and what he rneant. [El took the 

manager to task for k i n g  too diplornatic in his leadership role. The manager comrnented 

that he felt ihat "leadership is marked by a iight touch." He stated that he had been reading 

some leadership books, that he was "wrestling" with it and appreciated the comments. 

There was sorne laughter as he related that one of the books he was reading was Sun Tzu's 

The Art of War. [A] said that she had the same book. 



The researcher stated that defining and redefining roles was part of the process and 

that they would al1 be expected to take more of a leadership role. He compared this to the 

difficulties of setting up a learner-centred classrmm. The manager agreed with the analogy 

and said that they were coming out of an autocratie system. [El congratulated him on the 

"marvelous" way he was managing the transition. She thought that his diplomacy was not 

necessary for her, though it rnight be for others. She preferred things to be clear and 

straightfonvard. The manager said, "I've noticed!" and laughed. The meeting ended with 

his thanks, discussion about makmg copies of the documents that would be used to form 

the question set and working out schedules. 

Student Questionnaire Focus Group Meeting 

The student questionnaire focus group first met with the manager and researcher on 

November 30. This group consisted of five teachers, hvo of whom had originally 

designed and administered the student questionnaire (see appendix # 2). The manager 

opened the meeting by asking for the "flavour" of the data and what they saw as the next 

step. 

Participants described their initiai perceptions of the student questionnaire results as 

k i n g  more relevant to individual levels. A number of questions centred around student 

perceptions of the relative importance of various language skills. These were listed on the 

questionnaire as speaking, listening, reading, writing, grarnmar, and pronunciation. There 

were some differences between what the students saw that they were getting and what they 

thought they should be getting. There were also some differences between the perceptions 

of visa and local students. 

The group discussed some problems and confusion concerning the nature of the 

language skills questions. Some of the responses rank ordering skills presented 

inconsis tencies and other problems with the categories of language skills. One participant 

noted that while many of the students listed speakmg as number one, they had also listed 

pronunciation as last. She added that one student had written in "vocabulary" as an 

additional item. The students seemed to have difficulty responding to the questionnaire and 

in describing their language learning in general. The researcher and manager thought that 

the students might need some orientation or  training before they could take more active 

roles in the program. 



One participant wondered how the staff would respond if students indicated that 

they wanted the teachers to be authority figures. The manager said that it would be 

unprofessional to revert back to a tacher-centred approach because the students wanted it. 

He thought that the students would have to be educated. One participant said that would 

mean including more negotiation within their program. The manager said that the ultimate 

goal was to have çomething more flexible both from a classroom standpoint and a 

programming standpoint Negotiation, he felt, would allow them to do that. 

The group discussed changing the questionnaire and administering it again, but 

decided to do focus group interviews with current students instead. The manager requested 

a "finer grained anaiysis" of the skills questions as well. 

The researcher asked the group how they felt about the data analysis they had done. 

[q commented that there was a question of vaiidity, that they had done it "very basically." 

[Ay] said that there were a number of ski11 areas where an equai number of respondents 

ranked the same item m a t  important as those who marked it l e s t  important. The manager 

thought that rank ordering might not be the best way to get a t  the information. E r ]  

suggested breaking the question down further into activities. 

At one point in the discussion the researcher commented that research indimted that 

cumculum often sat on a shel f unused. [JI stated that the current curriculum in their 

department was pretty much observed. The manager said that he thought she was refemng 

to syllabus, and that they didn't actd ly  have a currjculum. [JI responded, "Oh Jeez! Here 

we go! Defining ternis becomes very important. Yeah, but you ... Right from the 

kginning you wouIdn't define curriculum, so how am 1 supposed to know what 

c ~ c u l u m  is then?" 

The manager talked about the upcoming workshop as a means of their becoming 

more informed about cumculum and cumculum models. He thought that their own 

defini tion of curriculum would start to emerge from that. He explained his vision of a set 

of flexible, welI articulated goals as a guideline for classroom practice. 

As the meeting closed and the parncipants left, the group discussed their 

cunicuim.  



(J) -Weil, in that case we've got a syllabus. We need to extrapolate from the 

syllabus what the current cumcuium is, because there is a curriculum! 

(A y) - There is a curriculum because.. . 
(3) - Of course there is a curriculum, because we are al1 operating on the premises ... 
(Researcher) - It's bigger than that document too. It's a lot of what you do in your 

classrooms and the way you do it. 

(J) - No, that's right. You won't see it, but we're al1 operating ... the syllabus 
cornes out of presumptions that presumably then become ... 1 me an... cumculum. 

(Ay) - We al1 put certajn weight on academic stuff, we al1 put certain weight on 

writing, we al1 put certsun weight ... 
(Manager) - How do we know we're al1 operating under the same premises though? 

(J) - We do. We must. We must be, yeah, things like acadernic.. [end of tape] 

Staff Questionnaire F'ocus Croup Meeting 

The second staff questionnaire focus group meeting took place on December 1. 

The manager thought that the group could start by forming questions from the mission 

statement and by using the categories that the researcher needed for his research. Both the 

manager and researcher asked that the group work on building a question set and not worry 

about format at this time. They said that outside expertise could be found to help with 

questionnaire design if needed. 

The group discussed the assumptions that staff would come to the task with, 

specifically if they could assume that there was a need for change. Level meetings seemed 

to indicale that the staff fel t that there was and the manager clearly felt that to be the case. 
He assumed that staff would come to the process with open min& and at least be willing to 

participate: he was prepared to be directive about the issue. The researcher characterized 

the type of change k i n g  envisioned as one that supported staff ideas and change iniuatives. 

The manager agreed and said that they needed to build on what they did well. In spite of 

ths, however, the group agreed that the assumption had to be tested. 

Fi] wanted to know what change was k i n g  talked about, change in cumculum or 

change in the process of cumculum development The researcher said both. The manager 

agreed and added staff development. The researcher pointed out that one set of questions 

would deal with gaps and problems so that the staff would be able to identify what they 



thought needed to change. The manager came back to companng what they acnially did in 

the classroom with what they say they do and defining program goals as the starting point. 

Fr) characterized this as "fitting our mission statement to our practice" and the manager 
agreed. He explained that his own internai working definition of curriculum was, "What 

are we trying to do here?" That, to him, was more than just what went on in the 

classroom. Student activities, sports clubs and student support were examples that he 

gave. 

The manager recounted the conversation from the student questionnaire group 

meeting conceming the state of their cumculum. He said that it had never been articulated 

and needed to be before any changes could be made. FI] then said that another goal of the 

process was really changing the way ctmiculurn is informed. The manager agreed and FI] 
said, "1 mean you really want to start a process. Y ou really want to start a process which 

allows, facilitates, staff collaboration and ths questionnaire is the beginning of that?" 

Again, the manager agreed. 

The group then tumed to assumptions conceming the meaning of "curriculum" that 

were held by the staff. The researcher pointed out that there were a great many different 

defini tions in the li terature and that many wri ters were uncornfortable wi th defining 

cumculum at dl. [A] agreed and added that it would be useful for the workshop to have 

some idea of the assumptions the sraff held conceming cumculum. She asked if the group 

thought that i t should define the term for the others, or find out how they viewed il. The 

researcher thought that if they were going to proceed in a cullaborative manner, i t would 

have to be the later. 

[A] then said that the first step wouid be "to get sorne of these very vague t e m s  

defined" and that diis would be "a questionnaire before the questionnaire." She expressed 

concem that the stafr would view curriculum as syllabus and reiterated that everyone would 

bring their own assumptions to the question. The group decided to make two 

questionnaires, the first would focus on basic assumptions about cumculum and change 

and the second would be more specific. 

The meeting then focused on wordsmithng the questions and the prearnble for the 

first questionnaire. Issues arose conceming the technology of foxmatting questions for 

iater analysis. Using a Likert scale for a general question about change was entertained and 

the group laughed when they al1 redized that they would be tempted to simply place 



themselves in the middle of the scale. It was decided that the questions should lx open- 
ended. 

The researcher asked the group if they thought that the question set that he had 

provided was useful. Responses indicated that they had been "interesting" and somewhat 

helpful. The process was characterized by the researcher as being more descriptive than 

prescriptive and the manager cornpareci it to the process of deriving the mission statement 

[El said that tirne and sfress could be a big block for the project The manager and 

researcher agreed, but it was decided to leave this kind of question for the second 

questionnaire. The questions were finalized and the schedule for administering the first 

questionnaire set so that the group could meet in about a week and go over the results. 

The manager said he had started a reading box for articles and other readings and 

told the staff where he would put it. E] and [A] had some disagreement as to the use of 

definitions from books. [E] said that she needed them to stimulate her thinking, but 

[A] cautioned against h s  as she felt that peopie should express their own thoughts. In the 

end the researcher let E] look through some texts and make some photocopies. 

Staff Questionnaire Focus Group Meeting 

The staff questionnaire group next met again on December 9. By this time the first 

questionnaire had been collected. [A] spent the rnost time with these questionnaires and 

noted "streams" that ran through the responses. The most dominant one was cumculum as 
syllabus. The next were based on text and course outlines. She said that to her this rneant 

that, "there is a prescription and teachers don't necessarily know where that original 

prescription came from, but their idea is '1 must deliver the package'." The manager said 

that that had k e n  passed down. While the course outiines were now a litde more expkit ,  

i t was essentially a reflection of their oral tradition. 

[A] noted three responses that were more "global" and considered "the whole thmg" 

including philosophy, leaming and teaching styles, methodology and practice. These she 

characterized as "praxis." Since the staff's ideas were known, [A] thought that the next 

step would be for the group to ei ther base a defini tion of curricuium on the data, or create a 

definition of curriculum, so that everyone "is corning from the same vocabulary base." 



The manager thought that there were two ways to proceed. One would be to 

present the &ta in contrast to something more "global" and, from his point of view, more 

desirable. The gap would become part of the change. The other way would be to work 

through a process much like the mission sïaternent which would have everyone discuss and 

arrive at a working definition of curriculum. He thought that the cornmittee would have the 

ability to steer the process to "a more global thing." 

The researcher asked [A] for her reaction to the data representing c ~ c u I u m  as 

syllabus. [A] characterized t h s  as assumjng a transmission theory of educâtion, with 

whch  she was ver-  much in disagreement. She said, "Teaching is not m isolated act. It 

comes with d l  sorts of assumptions." She thought that the "foundattonai stuff" should be 

brought out and implications exarnined. The researcher commented that this would become 

a process of staff developrnent and [A] agreed. He suggested that they work through the 

process of needs assessment, plan and implement an intervention and examine its 

underlying assumptions and implications as a means of defining and redefining cumculum 

based on classroom practice. He also said that he believed that the teachers had rnany of 

the aspects of a broder definition of cumculum in their practice, but did not count it as 

"cum cul um. " [A] agreed. 

The researcher cautioned against "killing" the question of defining cumculum and 

said that whatever intervention was pianned would k done against a background of 

assumptions that might change. He thought that the workshop and questionnaires would 

help to bring these out. 

The researcher again outlined the proposed process of planning an intervention and 

the possible questions surrounding both the content and the process. The manager brought 

up the native unit as an example of an intervention. He wanted explicit support for this 

kind of effort. The researcher discussed the ethical and cultural perpsective of the native 

unit as a possible feature of an expanded definition of "curriculum." The manager agreed 

that "big 'Cm' culture was not then part of their curriculum, but that it should be. He also 
brought up the exarnpie of lessons based on art that [El was fond of doing. The manager 

thought such lessons were "patchy" and [El said that they were isoiated examples. The 

manager thought that they could be supported and built upon to become a larger and more 

explici t part of the program. 



When the manager asked wbat was next, the mearcher suggested that they 

continue to look at question sets and go over them in the new year. He said that both focus 
groups and the manager and researcher would be writing three reports from which action 

plans would be made in accordance with the action research process. p] thought that that 

would be when most people would start getting excited. She thought it was important to 

avoid turning the project into a "phiIosophical exercise." She said that she had a sense of 

enthusiasm from the staff for doing somethng "practical." She commented that some staff 

had asked what the first question about curriculum meant and why it had not been worded 

more straightforwardl y. 

The manager said that the first step was aiways the tnckiest for projects of this size 

and that just starting it required "a leap of faith" and trust. The group discussed the 

problem of achieving a balance between the philosophicai and the practical aspects of the 

project. As the meeting wrapped up, the researcher and manager went over the tasks the 

group would be expected to accomplish over the Christmas break. The manager agreed to 

sumrnarize and comment on the results of the first questionnaire and to mail this out. 

p] felt that it would be important to feed this back to the stafT to keep them motivated and 

involved and the manager agreed. As the meeting ended the researcher was invited by the 

teachers in the group to a Christmas p q  for staff and students. 

First Staff Questionnaire 

The first questionnaire resuits are much as described above, but will be described in 

more detail here. The preamble asked for thoughts, opinions, and assumptions. Staff 

were encouraged to respond in whatever form they wanted from point-form to paragraph 

form. They could work individually or in srnall groups as they wished. They were told 

that their answers would "facilitate the deveIopment of a more focused approach to data 

collection." 

The first question was: "What is cumcuIurn to you at ths time? Facets? Elements? 

Parameters? Assumptjons?'As previously described. this seemed to be interpreted mainly 

as syllabus. Many of the responses were similar to the one quoted here that was submitted 

by a group of five teachers. 



A guideline of rnatenal to be covered within a specified period of time with specific 
resources to be used. Although texts are prescribed this should not preclude any 

supplementary rnatenal the teacher wished to use. 

The other end of the spectrum included some responses with a much broader 

defini tion of cumcuiurn. 

Cumculum, t o  me, includes the content, methodology, structure of program. goals 

(institutional, student and teacher goals) and, most importantly, a philosophy about 

lûaming and teaching which ultimately govem choices of content, method, etc. 

The second question deal t wi th change: " What are the positive and negative aspects 

for you about the prospect of change in [the department]." 

Of the negative aspects of change, that mentioned most often was the need to avoid 

change for the sake of change: not to discard what is working. Some comments were made 

about: fear and stress; mismatch with student needs; results takmg too long; the availability 

of tirne for part-time teachers wi th other commi trnents; inefficiency of the collaborative 

process; and College requirements putting some curriculum changes out of their control. 

On the positive side, most often mentioned was the opportunity for teachers to 

work together to articulate and develop their practice; to be creative and innovative; to 

address gaps in the current system; and to better meet client needs. One teacher said, 

"Change is always positive w hen leaming takes place." 

Christmas Break 

Over the Christmas break the department had a party for staff and s tudents. This 

was the first time that this had occurred and was part of an overail attempt by some of the 

staff to create a fnendlier atrnosphere for the students, especially visa students who were 

away from home. Students worked with staff to organize the party. The researcher was 

invi ted by the staff and tmk the invitation as a sign of acceptance by the group. The 

manager said later that he had resisted malung the invitation himself as he wanted to see if 

the staff would make it. 



There were about one hundred and twenty students a t  the Party. At one point the 

staff put on a skit with teachers playing the part of students and one student acting as the 

teacher. They acted out classrmm behaviours such as providing excuses for not having 

hornework done. The researcher was asked to play an impromptu role. The students 

found the skit very funny and laughed and clapped throughout the performance. The 

researcher also aiiended a party for staff at one of the staff member's homes. 

The Winter Semester 

After the Christmas break, the manager and researcher met with the university 

professors who would present the workshop. Information from the first staff 

questionnaire and other data collected to this point were used for planning the next steps in 

the project and the workshop. One of the professors commented that he was pleased that 

the manager and researcher were "loohng for less information and more process." 

On January 4 the manager sent out a memo weicoming staff back from the break 

and announcing a staff meeting on January 5 to start the term. The memo mentioned the 

upcoming workshop and stated that the presenters would begin with the question "...how 

does an interested group seeking to change a curriculum (and specificail y included 

associated practices) corne to face the challenges of overcorning the status of established 

beliefs and practices already in place?'Another item mentioned in the rnerno was the 

offering of a new conversation class for levels five to seven that had b e n  undertaken in 

response to preliminary findings from the student questionnaire. Addi tionall y. [Pl from the 

staff questionnaire group suggested that they produce a student newspaper. The manager 

supported this idea and thought that it had gocd potential for marketing. fP] had 

volunteered to work on this, but asked for help from other staff members, particularly 

those from the iower levels. 

A January 14 memo from the manager to the steenng committee announced the 

need to "revisit" the curriculum project. The manager mentioned some concern that staff 

had expressed to him about ambiguity surrounding the project. He said that it was time to 

"get directive" in order to keep the momenturn. To this end he announced a full steering 

cornmittee meeting, with both the snident and staff questionnaire focus groups, to go over a 

contract he proposed and to set out tasks. The memo also announced a meeting of the staff 

questionnaire group for January 2 1. 



The contract that the manager set out for staff members participating in the 

questionnaire focus groups specified the role and duties of "consultant" as weI1 as a 

development fee for services. Consultants were expected to assume responsibility for 

collecting information as part of a needs assessrnent for cumculum revision. This 

included: the design, administration and analysis of a staff questionnaire; the analysis of the 

existing student questionnaire; reporting on the resul ts of the questionnaires; writi ng reports 

based o n  the questionnaires; and formufating an action plan for subsequent interventions in 

the cumculum. 

Further conditions required collaboration with steenng cornmittee mernbers, other 

stafr and the manager or his designate. Questiomaire design was to be consistent with 

sound design princi ples and yield valid resd ts. Attendance at meetings was s p i  fied dong 

with the submission of reports that would take the form of an academic paper; including 

sections on rationale, methodology , anal ysis, concl usions and recommendations. 

Steerine Cornmittee Meeting 

The manager opened the January 18 steer-ing cornmittee meeting by addressing 

cornments that he had heard before Chnstrnas that fell into the category of "who's steering 

the ship." He said that these were fair comments when dealing with "emerging stuff' and 

that it was dtfficult to know where to draw the line. He thought it was time for hirn to be 

more directive and for the group to get the sense of satisfaction that carne from "worhng on 

somethng" and not "wondering about God, love and the universe." He then laid out the 

tasks that he thought the student questionnaire group would undertake. He wanted h e m  to 

have another pass through the data to see if there was anything that could be generalized 

across the program and he supported the group in u n d e m n g  focus group interviews with 

current students to help clarify the data and questions. He thought that this might also give 

them some idea as to what a revised student questionnaire might look like. 

The manager went over the contract and the reports. The researcher asked that each 
group include cornments about possible revisions to the instruments and process in the 

rnethods section. The researcher and manager discussed the cyclical, evolutionary nature 

of the process and made reference to an article on action research in curriculum inquiry that 

[A] had given out pnor to the meeting. The manager recognized that people were k i n g  



innovati ve in titeir own ways and in their own classrooms, but he wan ted these initiatives 

to k public knowledge within the department and to be built upon. 

The manager asked the group to r a d  over [A's] action research article and his 
summary of the first staff questionnaire that had been mailed out earlier. As  the meeting 

ended the researcher thanked [A] for bringing the article on action research and encouraged 

more such contributions. The manager brought up the reading box and told the p u p  

where he would put it .  [A] and the researcher discussed action research as the others left. 

Staff Questionnaire Focus Group Meetings 

The next three staff questionnaire group meetings were taken up with refining the 

question sets, and wordsmithing and formatting the questions. As the questions were 

being worked on the participants often discussed the issues amongst themselves. Themes 

of time, workload, stress, roles and the relative value of part-time teachers in the College 

compared to the full-time credit teachers are most notable. Finail y, the questionnaire was 

broken into the following categones: Roles and Relationships; Skills and Interest; 

Language TeachingLearning Assumptions; and Problems and Solutions. There were some 

concerns expressed that the questionnaire was too long, but the group decided to leme it as 

it was. 

On February 9, the staff questionnaire group met with one staff member and a 

student teacher on a teaching intemhip, both of whom had agreed to help pilot the 

questionnaire. The response from both was very good. [BI said, "1 t was a good 

investment of time because i t made me think about the role of teaching, the role of the 

student, my assumptions about leaming, interaction amongst the staff and ail of that." 

It took the two volunteers about five hours each to complete the questionnaire. The 

group decided that, without the added task of evaluating the questionnaire, i t would take 

about two hours for staff members to work through it. The group worked through the 

questions and found that nothing much needed to be changed. [W] asked where the leamer 

was in the process and the researcher responded that there was a separate student 

questionnaire. Sorne questions were added and work was done on the preamble. 



Staff Questionnaire 

The manager sent out a memo on Fe'ebruaiy 15 to announce that the cumculum 

project was dive  and well. He recounted the work of the two questionnaire groups and 

announced the workshop. This memo also included the staff questionnaire (see appendix 

#3) and a short preamble. The following description of "cumculum" was provided to help 

staff answer the questions: 

Cumculum governs the choices we make in ail areas of prograrnming. 1 t 

accomplishes this by specifying (i) philosophical assumptions, (ii) clear goais for 

ail 'levels' within die [department], (iii) expectations around the roles and 

relationships between teachers, students & administmtion and (iv) the content of the 

program. 

Staff were told that there might be some need for follow-up on some of the 

questions and so were asked to sign their names at the bottom of the questionnaire. They 

were asked to return the completed questionnaire by February 23. 

A shon orientation meeting to go over the questionnaire was set for the next day 

and staff were invited to ask the manager, researcher, or any of the steering cornmittee if 

they had any questions. They were aiso told to "have some fun with this." 

The next &y the meeting was not well attended and there was some question about 

the length of time it would take to fil1 out the questionnaire. The manager said that they 

wouid have a week to complete it and hand it back. 

Workshop 

The workshop took place on F e b r u q  25. The presenters had given out a variety 

of readings beforehand to prepare participants to reflect upon and discuss six different 

conceptions of second language curriculum and their possible application to the department 

To start off the workshop, the manager said that this was a time to "step outside" of 

their situation, use their imaginations and play wi th the ideas that would be presented. The 

presen ters introduced thernselves and stated their purpose. One of the presenters pointed 



out three components of curriculum: 1) content, 2) fom, and 3) decision making. He 
noted that the later is often ignored. 

The workshop was organized as a team-building activity as well a s  an information 

session. The morning session was designed to present the staff with a variety of 
conceptions of cumculum. A jigsaw technique rneant that everyone participated, took tums 

assuming leadership roles, and generall y did not have to worry much about decision 

making procedures. The first task was to form six expert groups of three; each group 

containing a representative from low, intermediate and high level classes. These groups 

worked to derive five essential principles or ideas frorn each of the various cumcular 

conceptions. These were: Activi ty, Task, Roject Based A pprœches; Whole Language and 

Literacy; Collaborative Language Leaming; Learner Centred Participatory Cumculum; 

Content Area Language Instruction; and LRarning Strategies. Support materials with 

representative staternents from each curricular conception were provided for participants to 

read and discuss. The groups had to reach consensus and members were to be prepared ?O 

speak as experts on behalf of their a r a  Here al1 members were quai and the goal was one 

of knowledge seeking; the comrnon cause was putting together a legitimate representation 

for their parncular cumcular conception. 

The second task was for individuals from the first groups to gather into three 

groups according to beginner, intermediate and advanced levels. Each group had six 

members and each individual represented their assigned cumcular conceptions. The 

groups were asked to draft a graphic of the important ideas from each conception as they 
related to that level; a hnd of "dream" or "nightmare" conception of what curriculum might 

look like at rhat level. This graphic was transfemed ro a flip chart and a speaker chosen to 

represent the ideas of the group to the larger group. This shifted the group dynamic as 

experts took on leadership roles and presented their idormation. 

After a lunch break, the afternoon session began with a summing up of the 

morning' s acti vi ties and ideas. The workshop was running a little behind as the groups 

continued to work on their graphics. Once these were completed, the presenters had the 

level groups present and discuss their graphies to the whole group. The rest of the staff 

were instmcted to look for similarities and differences arnongst the ideas presented for each 

Ievel. 



The beginner level group illustrated iheir pinciples with a graphic of a man and a 
woman encircled by various principles. The graphic was somewhat explicit with a condom 

us& to illustrate student responsibility. This generated some laughter. The intermediate 

level group represented their ideas with a Rower. Equal principles were listed as petals; 

needs assessrnent as  the stem; universal content as the soil; and the premier of the province 

as a dark cloud in the sky. The advanced Ievel group drew a coilection of molecules in 

dynamic interaction. Authentic materials, studentlteacher responsibility, and negotiation 

were at the centre. Outer molecules represented practical classroom activi ties. 

Discussions related to these graphics and the pinciples they illustrated generated a 

little more controversy, especially between levels. One of the presenters saw the 

intermediate levels as pivotal and most difficult to plan for as they were the transition point 

and had expectations placed on them from levels above and beIow. Additionally, at various 

points the presenters asked participants to describe classrmm activi ties that would illustrate 

the principles in action. 

The focus of much of the discussion was concemed with meeting student needs and 

negotiation of the cumculum. 1 t was said that to reall y do this the curriculum would have 

to be more flexible than it was at that time. Other comrnents discussed the place of culture 

in the curriculum. The importance of student confidence and risk- tahng pointed to areas of 

the curriculum that are concerned with personal development. The roles of the teacher and 

learner were esarnined. These described the teacher as facilitator, CO-learner and director. 

The next task for the session had each participant iake a sheet containing some 

staternents representing pnnciples of language leaming and rank order them. Participants 

then sought out colieagues who shared any three of their top five choices. The presenters 

tned to see that various levels were represented in each group as groups were formed 

accurding to agreement on these principles. The results were tabulated on an overhead and 

presented to the whole group. 

The three statements of principles that were found to be most important to the larger 

group were: 

1. Leamers learn a language best when they are treated as individuals with their 

own needs and interests. 



2. Leamers leam a Ianguage bes t w hen the y are provided wi th opportuni ties to 

participate in communicative use of the target language in a wide range of 

activities. 

3. Lemers leam a language best when they are exposed to communicative data 

which is comprehensible and relevant to their own needs and interests. 

[A] pointed out, both in her group and in the whole group de-briefing, that there 

might be some danger in not addressing the place of grammar in the cuniculum. Some 

indicated that this might be accounted for under student needs and interests in any case. 

To conclude the worlishop, the presenters asked participants to discuss how the 

chosen language learning principles might manifest themselves in classroom practice. 

Some of what was discussed was k i n g  done in classes already, although it was stated that 

the cumculum would have to be more flexible to accommodate such lessons more 

frequently. Time limitations forced the workshop to an early conclusion and the group was 

left with some excerpts on syllabus design that were intended to bbng the mechanics of the 

process into focus. 

The researcher and an assistant used a Iist of characteristics of effective and 

ineffective groups from Johnson and Johnson, Joininp Together (1991) a s  a guideline for 

observing the process of group dynamics. The presenters were also asked to rnake 

observations in this regard. 

The workshop tasb were designed to gradually build group dynamics with early 

taslis well organized by the presenters and based mainly on understanding and 

disseminating information while later tasks held a litrle more chance of generating 

controversy. Where controversy arose, it was noted that participants managd it very well. 

Participants were able to take on leadership roles and yet maintain a process of participation 

and consensus building. Conversely, the manager was able to slip out of his leadership 

role and fit into the advanced level group as a participant. 

Laughter and comment throughout indicated that rnany staff members enjoyed the 

workshop and felt stimulated by the activity and discussion with colleagues, indicating a 

high level of cohesion. Interpersonal effectiveness and problem-solving adequacy were 

demonstrated as groups were able to achieve their objectives and work out confusion and 



misunderstandings. There was some discussion about group process arnongst the 

teachers, indicating some awareness of and sensitivity toward this. 

The workshop also feanired a pot-luck lunch and a department wine and cheese 

afterwards. Staff and presenters had ample opportuni ty to mingle informai1 y. Several staff 

members made positive cornrnents about the value of the process and the fun that they were 

havi ng. 

Wntten cornments made after the workshop by both presenters indicated that they 

had observed a high level of cornmitment, taient and ability arnongst the staff. Group 

dynamics as characterized by one of the presenters were "positive and frui tful." 

Reports 

The next month and a half of the project were taken up with the writing of reports. 

The final document, entitled "Cumculum Project 1 Phase I ," was published with the 

participants' narnes on the cover. The manager and researcher and each of the 

questionnaire focus groups wrote their own separate reports and al1 three were published 

together. On April 18, the manager sent out a memo with the reports asking the staff to 

read them carefully and cntically in preparation for a meeting on ApriI 39. The manager 

asked the staff to focus on short t e m  (September) and Iong-term (three years in the future) 

implications. He said that there would be a series of meetings in May. Conclusions and 

recommendations conrained in the reports will be descri bed here (for a more complete 

description see appendix # 4). 

Manager and Researcher's Report 

The conclusions of the manager and researcher' s report were divided into those 

concemed with process and those concerned with content. With respect to process. the 

report concluded that the teachers in the department placed a high value on worlang 

together and were capable of adapting to the proposed changes. Concern was expressed 

about adding responsibility to part-time employees and there were questions regarding the 

whole staff s ability to generate and manage controversy and to engage in appropriate 

conflict resolution. 



Conclusions with respect to content were centred m a d  y around student roles and 

needs. Sources indicated a move toward a more Ieamer-centred conception of cumculum 

on the part of some of the teachers. At the same time, this report found that many still 

understood the curriculum to be what would traditionally be calted the syllabus. The 

curriculum was said to be inflexible and there was too rnuch pressure on staff in terms of 

time and teaching load. It was reported that there tvas some debate amongst the staff as to 

the proper place of culture and social events in the program. 

Recommendations from the manager and researcher's report were divided into staff 
deveIopment and corporate leaming; and cumcuIum directions. Staff development 

recommendations promoted leaming in areas such as curticulum developrnent, research, 

and organization development. Cuniculum directions recommended Cor the department 

included: moving toward a more leamer-centred currjculum; action plans to make the 

curriculum more flexible and responsive to both student and teacher needs; developing a 

role for culture in the cumculurn; developing a new placement test; examining the 

differences between visa and local students; setting criteria for and identifying new texts; 

and investigating language and content programming (inchding the possibility of using 

College cornputer Iabs). 

Staff Questionnaire Report 

Analysis of the second staff questionnaire was undertaken by Che four teachers in 

the staff questionnaire focus group and was divided into the seven areas of the staff 

questionnaire: skills and interests; theoreticai assurnptions; roles and relationships; student 

needs; prograrn and cumculum; and teaching practice. Recommendations made in t h s  

report were placed into categories of professionai development, collaboration, prograrn and 
teaching prac tice. 

Recomrnendations conceming professional devel opmen t incl uded: an initial process 

of sharing and exploring an understanding of concepts; accessing and sharing staff 

expertise; teachers working to become more aware of cumcular possibilities; and a need for 

staff to learn techniques for collaborating , negotiating and conflict resolu tion. 



The report stated that a collaborative process "involves change in thinking, not just 

change in practice." To  h s  end, the group saw the first step in promoting collaboration as 

sharing and open discussion of the information contained in the report to facilitate decision 

making by the teachers conceniing the next steps of the project. Collaboration between 

teachers and the manager, arnong teachers, and between teachers and students was 

encouraged. 

The staff questionnaire group said that chey found i t  difficult to envision long term 

program change at such an early stage of the process. They would not presume a particular 

direction for the program until goals had been defined. They therefore made 

recommendations for "particular and potentiaily immediate changes." The 

recommendations included: "flexi bility in meeting individual academic needs"; addressing 

non-academic needs of students; identifying the constraints on change; including auralloral 

and reading components in placement tests; and asking students for a wntten statement 

about previous English classes they had taken and their purpose for attending the 

department. 

"An atmosphere of openness and trust arnong teachers and a willingness to share 

and expenment are essentid elements to effective cumculum change." This staternent 

prefaced teaching pracuce, the final section of recommendations in the staff questionnaire 

group' s report. Here the group recommended that teachers examine their classrmm 

practice in terrns of its theoretical base. The theory behnd any chosen curriculum would 

have to guide classroom practice. Formai and informal discussion amongst teachers in the 

deparunent regarding theory and practice would facilitate continuity and consistency in 

programming. Teachers should explore the reasons behind their having identified activities 

in the questionnaire as useful, yet infrequently practiced. Informed pedagogical decisions 

about materials used was recomrnended above textbooks or tradition acting as a syllabus. 

In the conclusion to their report, the staff questionnaire group thanked the teachers 

for their effort in completing the questionnaire and said that they hoped the staffs ideas and 

concerns were adequately represented. They provided a statement of their own feelings 

regarding the process they had undergone: 

The development of the questionnaire and the wnting of this report was indeed a 

collaborative process. If collaboration is a mode1 [the department] hopes to adopt, 

we can attest to its worth. In fact, we think the interaction among the group 



rnembers contri buted significantly to our deli berauons in wri ting the analysis and 

the recomrnendations. Although it was considerably more tirne-consuming than an 

indivi dual effort, the insi ghts gained through sharing made the process invaluable. 

Student Questionnaire Report 

The student questionnaire group report& that the student questionnaire had k e n  

administered in the spring semester of 1993 and focus group intervie~vs were conducted 

with different students in the winter semester of 1994. The data sought snidents' opinions 

on a number of topics including cumculum, teaching methodology, extra-cumcular 

activities and language skills. 

Some conclusions and trends that the group found from its analysis were set out in 

the section on program recommendations. The most notable trend was that the number of 

students with academic goals increased at the higher levels with the most significant 

increases coming at level four for visa students and level five for local students. This was 

said to "fit the profile" of a student in the department. The report also noted a discrepancy 

in student perceptions conceming relative amount of class time spent on each language 

skill. The students felt that they spent the most time in the classroom working on grammar; 

grammar was listed as first on1 y at levels two and three in terms of importance to s tudents. 

From the data the report found two major themes for which it offered some 

recommendations. The first theme was conversation; students were asking for more work 

on this skill. The report recommended that the cumculum be changed to one that 

emphasized al1 language skills equally. Another option presented was dividing the program 

into "Academic Preparation" and "General English" strearns. 

The second therne mentioned in the report came from the focus group interviews. 

This was time: "length of classes, length of the semester, as well as time with the 

instructor." Students felt that there was tm much pressure to rush through matenal 

without enough time for processing or questioning. The report found support arnong 

students for full-time classes and a longer semester, both of these ideas were endorsed by 

the student questionnaire group. The group also recomrnended paid rime for teachers to be 

available to meet with students outside of class tirne. Some study of the financial 

implications of any such change was recommended before proceeding. 



The final section of the student questionnaire report was one of procedural 
recommendations including: involving a testing consultant in the pnxess of making 
questionnaires; ensuring a wider representation of students in focus groups; using a 

"neutral" facilitator andlor student to lead the groups; and having the sarne student 

population participate in both the questionnaire and the focus group interviews, which 

would "more accuratel y corroborate the initial data " Relevant questions from the staff 

questionnaire could be incorporated into future student surveys and "vocabulary" should be 

included in questions of importance of skill. The group also recommended that more 

information be obtained concerning students; they specifically mentioned the value of an 

intensive follow-up of students to future cumculurn planning. 

Full Staff Meetin~s 

Full Staff Meeting 

On April 29, there was a full staff meeting in the department to discuss the reports 

and the next steps in the process. The manager set as an outcome for t h s  meeting the 

formation of another group to make some decisions over the next month conceming the 

next step in the process. He recognized two directions arising from the project up to that 

point. One was the conceptual aspect and the other was a more practicai, pragmatic "what 

are we going to do" for the fa11 t e n .  Staff were invited to make comments during the 

meeting or submit them in writing later. 

The researcher discussed the process of creating shared meaning by going over the 

data and continuing foxmal and informal discussions. He said that there were a lot of 

issues that had corne up more than once and that these often required clarification. To 

illustrate he brought up a point that [A] had told h m  she wanted clarified in the manager 

and mearcher's report. She had been cited as "one staff mernber pointed out a danger in 

undervaluing the place of grammar in the curriculum." She clarified this by saying that she 

had only intended to point out the danger of failing to address the question. 



The manager commented that the collaborative process codd be quite cumbersome 

at times, but he found it exciting. He said that as long as there was gocd will. the process 

was likely to prcduce "stronger" resulis. 

The discussion continued as one participant referred to data in the reports 

suggesting that students wanted more conversation. S he asked what students migh t mean 

by the term "conversation" and broke the term down into different pssibilities including 

pronunciation and the correct use of grammar while speaking. She brought fonvard 

anecdotal evidence from two p s t  students she had recently talked to who had found that 

the wntten work and oral presentations they had done in the department prepared them very 

well for their university course work She felt that the ability to organize and present 

information was what these students had found valuable in their university studies. 

[A] then asked if this brought up the question, as reflected in the data, of students at 

different levels having different reasons for k i n g  in the program. She asked if they should 

respond by doing things differently at different levels or if they should create different 

strearns or courses for student groups with different needs. The manager recounted his 

experiences wi th other colleges he had visited (including one that used a collaborative 

method for program decision making) and pointed out the "logistical nightmare" 

encountered by [A] and [m when they attempted such a "modular" approach with a new 

group of students from Mexico. He said that this was a possibility for the larger prograrn, 

but that these were questions they would have to answer in the long term. 

The next question was from [Cl who came back to the notion of definitions by 

asking what students meant by "listening." She thought that some work needed to be done 

on strategy, "learning to l m n  and making students aware of the meaning of such terms. 

[An] from the student questionnaire focus group gave some examples of what two students 

in the fmus groups had said about listening. One described i t  as understanding a 
conversation between native speakers and the other as understanding directions. 

The manager thought that students would need help and perhaps training in order to 

participaie effectively, especially if the prograrn became more leamer-centred. The 

researcher recalled from Nunan (1988) that it had taken teachers in the Adult Migrant 

Education Program about five wveeks to train students to participate in leamer-centred 

classes. Another issue arising out of this discussion was the question of how far to go in 

negotiating the cumculum. Rejecting a "change for the sake of change" approach, the 



manager proposed a systern where teachers couId find their own comfort level regarding 

negotiaiion; guided by program and level goais. [Cl proposed finding some students who 

planned on k i n g  in the program for at least a year and involving them in curriculum 

development. 

[Cl next asked the manager to ciarify the rneaning of "corporate leaming" from the 

report. Some definitions and examples were given by both the manager and researcher. 

There was still some confusion and [Cl wondered if the concept was from the business 

world. Finally the manager proposed "group leming." [Cl replied, "Well, let me think 

about i t" Others Iaughed and then another question asked for the meaning of "reading 

circles." Fi] had some experience with these at the university and recounted that she had 

found them to be a very positive experience. 

The next question concerned the revision of job descriptions. The manager 

affirmed that teachers' d e s  would be changing. He brought up the possibility of some 

international business coming with new students from Vietnam and said that this would 

require some cumcuIurn development from teachers. He said chat he saw his role and the 

roles of other staff members changing. He said that there would likely be two full-time 

teaching positions for the fa11 term with a view to adding more later. He stated that this ivas 

predicated upon their continuing to be successfuf in bringing in more international students. 

At this point in the meeting, E] asked what the first step would be. The researcher 

outlined a process of examining the data more closely, prioritizing problems and issues, 

and then making action plans. As an example he brought up the possibility of a couple of 

teachers c q i n g  out a classroom-based research project investigating raking a more 

student-centred approach to their curriculum. 

[E] asked if they could get back to discussing the recommendations from the reports 

and [A] noted that the discussion up to that point had focused on the manager and 

researcher's report She asked for feedback from the staff concerning the representation of 

their views in the staff questionnaire group's report. [Cl commented that many of the 

recommendations would require full-time teaching positions; another tacher  said that she 

had written the same comments. The manager said that he thought the process would 

require a "Ieap of faith" on the part of the staff in order to show the results that would 

support the creation of such positions. The researcher proposed a constraint analysis rhat 



would allow the department to ded with issues of resources in a way that would seek 

opportuni ties rather than be blocked by "roadblocks." 

[Cl apologized and made it clear to the manager that this was not a "you versus me 

kind of thing," but that d l  of them had concerns, interests, and time constraints. The 

researcher said that these issues were evident in al1 three of the reports. The manager 

responded that he was aware of the issue and was doing what he could, but he reminded 
them that the department was not autonomous. The departinent had to operate within its 

own constiaints. He said, "al1 you can do is look for your opening and hope for the best" 

He said that he could at least provide some money for project work. 

Discussion about this "leap of faith" produced clarification from the manager; he 

asked for things like regular staff meetings and other involvement as people felt 

cornfortable. [Br] suggested that she would like to participate more, but had to maintain a 

number of part-time positions to support herself. The researcher suggested that ways be 

sought to facilitate participation that would not require large cornmitments of time or 

energy. He offered p' s] piloting of the staff questionnaire as an example. Another staff 

member recalled that they had cut some time out of class teaching time to work on another 

project The manager cited this as an example of "corporate memory" and said it would 

just be a matter of institutionalizing sornething li ke that [LI compared their situation to that 

of a friend who had just started a business; she saw it as requiring an initial investment of 

time in order to "get the payback later." 

The manager took the time to explain how he dealt with the department's financial 

situation and the consnaints under which he operated. He provided more detail as to how 

he might negotiate for the creation of full-time positions with the College from the position 

of a strong "track record" and new opportuniries. There was some laughter when one staff 

member asserted that she wanted to stay part-time. The manager assured her that the part- 

time option would remain available. 

The discussion then tumed to the students' preference for having more dian one 

tacher. [LI said that the students preferred having teachers teach nvo different blocks of 

days during the week. Full-time courses for students came up and one staff member stated 

that she had heard that some visa students were going to another school for conversation 

classes. Courses at the main campus and the possi bill ty of getting time in computer labs 

were discussed by the manager. 



[Cl asked what the group thought of changing to "a modular type of teaching" with 

teachers becoming specialists in different ski11 areas such as reading, writing and listening. 

There was some support for this from others in the group. The manager thougbt that gods 

would need to be speci fied as a necessaiy prior step. The researcher suggested organizing 

sorne reading circles around different subjects or areas that might be offered as courses. 

The manager wanted to get to a reasonable starting point for rnoving toward a goaI like a 

modular program. 

thought that the next step had to be loolang more carefutl y at the reports. The 

group got back to the recommendations and the idea of setting priorities. The researcher 

suggested that another group be fonned to work through a series of meetings to prioritize 

recomrnendations and make action plans. [A] said that the data and the experience 

suggested that they ail worked well together in smdl groups. She suggested cross-level 

groups or interest groups that might fwus on one of the recommendations. 

The manager said that the issue that he would choose if their roles were reversed 

would be finding ways to decrease the teachers' workload. The question of changing texts 

for the next term arose and the manager carne back 10 hjs thought fhar gods needed to be 

specified before they could decide "cosmetic" things Iike texts. Meetings and possible 

group work were discussed. [Cl brought the group focus back to [A J and w s ]  request to 

go over the staff questionnaire focus group report. [Cl said she sensed some frustration as 

the staff group waited for feedback. She said that they had been 'jumping al1 over the 

place" and she thought they needed a more structured and analytical approach. [A] and [Cl 

agreed that they needed their "left brains" and the manager said he had ieft his in his pocket. 

The meeting conchded with the teachers organizing groups that wodd later meet to 

discuss the reports and begin to prioritize issues and problems. This would "lay the 

ground w o r k  for an intervention in September. After some discussion and at the 

manager's suggestion, it was decided that groups wouId be forrned on the basis of "just 

hooking up with people." 



Full Staff Meeting 

The next full staff meeting was held on May 6. The manager opened the meeting 

by saying that he wanted to provide some context He reminded the staff that rheir 

resources were limited and that they needed to figure out where they wanted to go and to 

involve as many people as pssible without "drimping" too much responsibihty on 

participants. He wanted whatever goal they set to be clear and easii y achievabte in order to 

guarantee success. He also reminded thern chat they were dealing wich process as well as 

content. He said that after the last meeting he had a "first base type feeling again"; that this 
was sirnilar to the experiences of the steering cornmittee at the outset and it was normal 

when starting out. He then stated that the goal of the meeting was to set priorities and that 

evaluation cnteria would also need to be estabIished in order to ascertain whether the 

outcornes were actually achieved. He wanted to "reframe" the issue and look at it from 

different angles. 

The manager referred to a process of project management and said that they would 

have to identify the subtasks that would lead to the accornplishment of the g d  that they 

decided u p n .  He quoted Fullan and Stielgelbauer (1991) saying that "action preceded 

planning as much as i t  follows it" and that the process was not linear, but cyclid.  He 

referred back to the definition of action research that was in the manager and researcher' s 
report. 

The researcher spoke about the possibility of setting up other groups which could 

contribute to the process by undertaking tasks such as reading and research. This was a 

way in which more people could become involved in the project without having to commit 

a great deai of time; it would also keep other issues alive. He said that they should try to 

corne up with some ideas as  to how they would like to participate and what they would be 

interested in doing. 

The manager had decided to let P r ]  take over the meeting as she had some 

expertise in facilitating group decision making and ths would give the manager a chance to 

"step out of the lime-light." [Br] set up the activity so that as one person talked, mother 

wrote the issues on a flip-chart and each of the three groups of teachers listed their 

pnonties. 



Once the groups were finished presenting their lists, Pr ]  moved on to the next 

stage of the meeting. This was to start coilapsing the priorities [rom the three groups into 

sirnilar categories. The participants had a variety of ways that they thought the issues might 

be categonzed and spent some time clari fying and discussing problems and solutions. 

Gramrnar came up as an issue when the group discussed course content. The manager said 

chat they had "the mountaineering approach" to grammar; it was taught because i t was 

there. [JI cornmented that grammar had not reall y been addressed. 

The researcher was asked if he could direct the group with respect to confiict 

resolution skills and if he thought that they had a need for work in that area at that time. He 

stated that his expertise in group dynarnics was Iimited and that the staff seemed to work 

well together up to that point He added that they should be aware of the group process 

and discuss i t as part of the format for meetings. The researcher rhough t that they might get 

some heip with this in the future. FIJ agreed that they had worked well together, but 

added that they had not come across many contentious issues up to that point. The group 

agreed to set t h s  aside as a low priority for the moment. 

At one point one participant commented that things were "getting pretty mucky," 

but the group eventuaily agreed on a final list. P r ]  next had individual participants work 

through a process of labeling and nurnerically weighting the items on the final list. The 

items were then added up to detemine priority. 

As the meeting came to an end, the manager said that he would be satisfied if they 

made sorne progress in these areas by June so that they were d l  "sort of singing from the 

same Song s h e e ~ "  This would be the basis and context for more concrete action later. The 

manager thought that they rnight be able ro deal with the first issues of terrninology and 

goals in a workshop. He was not certain when the original presenters wouid be able to do 

another workshop and he thought chat the expertise existed within the department to at least 

get started. He concluded the meeting by saying that he would think these issues over and 

that they would need another short meeting sornetime in the next week. 

Memo 

The manager sent out a memo on May 13 that paraphrased and commented on the 

list of priorities from the May 6 meeting. 



Prionty #I Define terminology and theoreticai assumptions. 

Priority #2 Set program goals and objectives. 

Priority #3 Regular, fomalized meetings. 

Priority #4 Set course content goals and objectives. 

Pnority #5 Address arnount of course materiai 

Pnority #6 Money 

Priority #7 Look into non-academic needs / Teacher role 

Pnority #8 Revisit student records system. 

The manager wrote that he saw priorities number one through four as k i n g  

thematically linked. He saw number three as fitting with the rest, but k i n g  more of a 

"process item." Priority nurnber five would be clearer once objectives were set out. 

Money could be looked at in two ways: either salaries could be increased, or  out-of-class 

work could be brought more in line with current salaries. Priority number seven would 

likely come up in discussions arising from "what the program is al1 about." The manager 

was already working on an improved data base system for students information. 

The manager proposed that they focus on priorities one through four and hold an 

in-house workshop to address terminology, theoretical assumptions, program goals, and 

program objectives. A follow-up session in the fa11 with the presenters from the workshop 

could be used to refine their ideas. A meeting was scheduIed for May 17 to discuss this 

plan. 

Full Staff Meeting 

The manager began the full staff meeting on May 17 by referring to his version of 

the priorities derived from the May 6 meeting and paraphrased in the May 13 memo. He 

added that priority number three on the list was "kmd of a process thing" and he \vas not 

including it, but that number one, two and four were a good pIace to start. 

The manager then reminded the staff that they were involved both in cumculurn 

change and in establishing a process for change. He showed an overhead with the list of 

the steps in action research from Allwright and Bailey's Focus on the Lanauape Classrmm 

(1992) that had k e n  quoted in the manager and researcher's report. The first step in the 



list was to identify issues, which the manager said had k e n  accomplished by setting 

priorities. The next step was to seek knowledge, which the manager said would help them 

to avoid group t h k .  He recognized the expertise on the staff, but said that they could get 

"a bit insular" if they went too far. He thought that they muid do some reading and see 

how other people did things such as wnte goals. He proposed that they have an in-house 

workshop. 

The manager briefly went over the other steps of the process. The r e m c h e r  

described how the ptocess might be reflexive, with goals possibly k i n g  revised when they 

derive objectives. The manager said that this was ver)) much iike the prccess they followed 

in establistung their mission statement. The group discussed the p s i b i l i  ties of a 

workshop. The manager stated that he needed something on paper by June that they could 

take up again in September. This he said could be program goals or a statement of 

theoreticai assmptions. He did not think that they would have tirne to get to leveI 

objectives. 

When asked how groups would be set up to deal with each of the priori ties, the 

manager rnentioned that there would likely be two new full-time positions in the falL He 

cdled chese " Iead teachers" or "project leaders." They would take on some of the 

development tasks as part of their duties. The manager also said that it was tirne CO define 

what a minimum contribution would be. Teachers mighi be expected to read articles related 

to department issues. He thought that the group would be able to take on the task of doing 

some reading and sharing their information much more effectively than one or hvo 

indwiduals. He said that he hoped to gradua11 y increase the number of full-time positions. 

The manager asked the staff what they thought of a workshop to go over 

terminology and theoretical assumptions. There was then some discussion conceming a 

possible scheduie. Since the originai presenters might not be available on short notice, the 

manager proposed "plan B." He said that the department couid rely on its own resources at 

the start and lay the groundwork for any future workshop. He saw a sequence of deriving 

prograrn goals, perhaps prograrn objectives, and then extrapolating those into "some kind 

of proficiency level objectives." Other changes would be facili tated by having some 

guidelines established first. He maintained that "there are no Stone tablets around here" and 

said that things should dways be open to change. The manager noticed that time was 

mnning out and asked for a group to volunteer to "put together some sort of bibliography" 



on the first three pnorities. He mentioned that there would again be an honorarium for 

those who chose to participate in the new ammittee. 

The researcher suggested that terminology and assumptions would corne up as they 

worked on the goals and that they might consider forming two or more groups. One group 

could deal with setting goal statements and others could form interest groups to do related 

readings. This would dlow more staff members to participate. He thought that the first 

group would facilitate a workshop. 

The manager said that the workshop would not be held until the fa11 and so tbis first 

work group would be charged with setting up some reading so that they could inform 
themselves in September. He said that the new tead teachers would pick things up  in the 

fall. He commented that they had corne to the sarne conclusion that he had k e n  thinking of 

at the start of the project: program goals. He added that the project had produced other 

benefits in that it had allowed them to go through the process and get everyone involved. 

[Cl discussed the possibility of revisiting the mission statement. The manager 

commented that the academic preparation focus of the program would not be an item up for 

change. He said that his greatest fear was thac the project would "die on the vine" in June 

and that they had done that before. [JI spoke out saying, "My God! We could go on 

forever!" She said that it was time to move. 

As the meeting ended, seven staff members volunteered to participate in the new 

g o d  committee. Three were from the student questionnaire focus group and one was from 

the staff questionnaire focus group. Three were teachers who had not pamcipated in these 

groups. These seven stayed behind with the manager and researcher to plan for the first 

meeting of ths new group. The researcher Ient out some books on second Ianguage 

curriculum and classroorn based research ro some of these teachers. 



Goal Cornmittee Meetin~s 

Memo 

The manager sent out a memo on June 8 that listed some questions that the goal 

commi ttee were to consider: 

(a) What kind of goal statements shouId we look at? 

(b) What needs are we hoping to satisfy with our goal statements? 

(c) What are the characteristics of meaningful goal statements? 

(d) In general, what outcomes do we expect our goals to achieve? 

The questions were accompanied by a chapter from Schubert (1986) that discussed Tyler's 

(1949) original category of purposes. This had been provided by the researcher as 

background for discussion. 

Goal Cornmittee Meeting 

The manager opened the goal committee meeting on June 12 by stating that, in his 

opinion, a draft of goal statements that couId be picked up again in the fa11 was the most 

that the group could realisticaily expect to accomplish in the time left in the term. He then 

asked how the group reacted to the excerpt from Schubert (1986) that they were to have 

r a d .  

The response to the excerpt was mildly positive; one pamcipant had found it 

provided a good balance between various perspectives. The manager then presented two 

other handouts from the researcher. The first was an annotated bibliography of some 

books and articles on: general curriculum theory (including definitions of "cumcdum"); 

English as a Second Language curricuIm (including sorne example goal statements); and 
some information on goal formation from Instructional Design rnodels. The second 

handout was a synthesis of goal related information from the data gathered to that point. 

This included: the statements of principies of Ianguage teaching and learning from the 

workshop; an excerpt from the department' s 199 1 cumculum document; and responses to 

relevant questions from the staff questionnaire. 



The above information, dong with the reports, would serve as sources of data from 

which drafts of goal statements could be derived. The manager proposeci a workshop to 

discuss the results with the rest of the staff. Another possibil i~ would be to to put a draft 
of the staternents into the teachers' mailboxes and ask for written comments, just as they 

had done when rvorhng on the mission statement. 

The researcher then discussed the bibliography and surnmary of data. [Cl thought 

that the group could agree that they should start with the mission statement. She wanted to 

know if it  could be assumed to stilI be valid. The manager thought that it was a good place 

to begin and the researcher described how it might change as a result of the process of 

determini ng goals. 

The group undertook a process of examining types of goals and exploring what the 

t e m  "goals" meant to each of them. This included placing goals in relation to the mission 

statement and to objectives, defining tenninology and going over the reading and dam 
[Br] said that she drew some categories from Schubert and a passage from Dubin and 

Olshtain (1986) that [Cl had copied. These consisted of questions about theoreticai, 

philosophical and "language" beliefs, to which she added cultural beliefs. As the group 

discussed these, it  turned to questions of flexi bili ty and pl urality. [Br] thought thar they 

could form some goals around flexibility and innovation. The manager rerninded them that 

innovation was contamed in their statement of values. [Er] said that she responded to the 

question in the memo asking [hem to think about the characteristics of goal statements by 

sayng that they had to be flexible and dynarnic in order to meet the changing needs of 

students. The manager recounted his experiences setting goals within the College. He said 

that it was difficult to derive specific objectives with tirnelines as other diings rvould often 

corne up that would interfere wi th reaching them. He preferred a flexible sel of guidelines. 

Time ran out before a set of categories could be derived and the group agreed to 

work on this and on "slotting in" some statements before the next meeting. 

Goal Cornmittee Meeting 

The manager sent out a memo on June 16 that presented the five institutional goal 

statements of the College and said that the goals the group derived would have to relate to 



these in some way. The meeting on June 17 began with some participants setting up chart 

paper. The manager stated that they were going to discuss categories. 

The researcher began urith program goals. He suggested that there could first be 

goals for learners and then goals for staff as well as perhaps other goals for the department. 

The manager suggested that o h e r  goals might include thngs like marketing and how the 

departrnent ~ 0 ~ e c t e d  with the Iarger College. 

As the participants worked on  categories, they found that there was a great deal of 

overlap and that many items could fit into more than one category. They wanted to be 

specific and decided to discuss the ESL section of the department as that was the focus for 

the project. The manager said that the foreign language teachers in the department would 

have to be involved at some point. The group discussed the College goals and found thern 

to be broad enough that it was not difficult to be consistent with them. [JI then brought up 

the issue of the department's relation to the larger ESL community. The manager 

broadened this to include their place in the academic community . 

The researcher summed up the categories they had up to that point as including: the 

general departrnent, students (including cumculum and syllabus), and staff. The group 

then worked on generating sub-categories. Under the first category, they discussed the 

subcategory of financial issues. They then again broadened their discussion of the 

depariment to inciude relations with the larger community in a more general sense. They 

also included issues of organizational culture in t h s  category. 

The discussion next turned to students and [J1 read off a list of goal statements that 

she had prepared for this category. These included: sensitive to Canadian and other 

cultures, life-long learning, self-directed learners, independent learners, functional. 

communicative, fluent, prepare for further study, critical thinkers, CO-responsibility and 

negotiation. [A] said that these were very similar to hers. The researcher discussed how 

he had tried to fit goai statements under Schubert' s ( 1986) categories of socialization, 

achevement and personai growth. There was some discussion of these and how linguistic 

content could be broken dowr! under the category of achievement. 

At t h s  point the manager reminded the group that time was running out for this 

meeting. He noted that much of what was listed as goals for the general department 

seemed to be his responsibility at that time and that he had already had to set goals in those 



areas. They discussed the importance of having something for the fall that could be 

implemented as changes in the classroom. As time was running out, F r ]  quickly listed her 

goal statements for students which were: responsibility, independent leaming, flexibility, 

dynamic prograrnming, cultural sensitivity, environment, contextuality, relevance, and 

academic preparation. [Ae] then listed her goal statements: needs and knowledge of adult 

lmers ,  communication through many activities, cyclical curriculum, flexibility, 

preparation for college entry, cultural understanding, transfer between different skill areas, 

and functioning in the Canadian system. 

The group agreed that they would need another meeting to try to cluster the groups 

of statements and that their main focus would be the lemer. As the meeting ended, the 

manager discussed his vision of running the department as a board. He said that he saw 
the cIassroom as k ing  primary, but that there needed to be a symbiotic relationship 

between classroom activities and administrative mncerns. The group concluded that 

education as it manifested itself in their department had a smng business element, but that 

its purposes went beyond purely business concerns. 

Goal Cornmittee Meeting 

The final goal committee meeting took place on June 23. A few committee 

members were unable to attend and another interested staff member decided to sit in for the 

meeting. The manager began by reaffinning the focus on goals related to the category of 

students and asked the participants to brainsrorm around that. Man y of the issues from the 

last meeting arose as participants began to cluster and wordsmith goal statements. These 

concerned things like recognizing students as individual persons, recognizing and valuing 

their cultures, and building their self-esteem. 

The group decided that they had to "break out" language g d s  in to a separate 

category since it seemed central to the p u p s e s  of the program. Once again the group 

encountered some confusion with items fitting into more than one category. Styles of 

leaniing and teaching were difficult to place. Participants discussed the need for leamers to 

be aware of tfiernselves and each other as adult learners as we1I as teachers k i n g  aware of 

these issues. Making the learners aware of Canadian culture and the difficulty of finding 

Canadian texts also came up as issues. 



The group concluded with the sub-headings of cultural, academic, and personal 

under the category of leamers. The manager was satisfied that the group had accomplished 

enough with the categories and statements that they would have somethng they could pick 

up again the following year. [JI wanted to discuss the validi ty or applicability of these 

statements to their particular p r o g m .  The researcher rerninded them that articulating how 

principles would be implemented in the classroom was where the workshop had left off. 

The manager thought that this would have to be done later with the whole staff once the 

statements had been developed more completely. The meeting concluded as the group 

discussed the role of teachers in building leamers' self-esteem. 

Full Staff Meeting 

The final full staff meeting for the year was held on June 24. iMany teachers were 

absent as this was the end of the year and they were busy testing and marking. The 

manager thanked the staff for their work over the year and discussed the hvo full-time 

psi tions that would come into effect in the fail. He described the duties he saw associated 

with these positions. Beyond a teaching component, the duties for these positions 

included: project management; professional development; research; and some administrative 

tasks. A frank discussion of salaries followed and the manager admitted that he felt the 

teachers deserved better pay and hoped that these positions were a step in the right 

direction. 

The manager concluded by presenting the goal categories and sub-categones that 

the goal cornmittee had derived up to that point. The focus on students was listed under 

program goals. The first category was "academic" and included sub-categories of "further 

study," "Learning skills," and "language." The second category was "culture" and had no 

subcategories at that tirne. The finai category presented was "personal" and this included 

subcategories of "lifelong leaming" and "personal growth." 

De-Briefinp Interviews 

The researcher conducted individual follow-up interviews with thineen staff 

rnembers and the manager. The interviews were conducted dunng the winter term through 

to the fall. Those interviewed included al1 of the steenng comminee members (except one 



who was unavailable), one teacher who had piloted the staff questionnaire and one who 

had yet to participate in any committee work. For a more complete version of the 

responses see Appendix # 5. 

The questions were designed to elicit responses that would generate discussion 

around participants feelings for the cumculum project and the collaborative process that i t 

had entailed. Data here are surnrnarized and presented according to the themes that arose 
from participants' responses. 

1. What roles do you see yourself taking as the curriculum process 

evoives? 

Eight respondents mentioned interest in participating in roles related to stages or 

processes of cumculum development such as setting goals or objectives. 

As a prompt to begin the interview, some respondents were encouraged by the 

researcher to talk about their roles in the project up to that time. Three members of the 

student questionnaire focus group responded to this prompt One said that she had not 

particularly enjoyed working on the student questionnaire, but it had been her idea in the 

first place and she got some satisfaction out of seeing it anal yzed. Another thought that the 

group needed more time to do a proper questionnaire and get more data. The thrd 

expressed interest in revising the student questionnaire. 

Two members of the staff questionnaire focus group said that they were unable to 

participate in current work on the project, but wished to participate again in the future. A 

member of the newly formed goal committee said that she had initiaily wondered what she 

would be able to offer the group, but found the work interesting once she got started. 

Five talked about king interested in "research." Two of these discussed reading 

outside sources of information and two others talked about taking part in classroom-based 

researc h. 

Five respondents talked of k i n g  more interested in practical aciivities than 
theoretical ones. In contrast, one was "interested in al1 hnds of things phlosophicai" and 

another felt that teachers should test theory in practice. 



Three respondents mentioned interests based on their graduate work and two talked 
about interests in the language ski11 areas of reading and writing. 

Three parucipants felt that their future participation might be restricted by various 

considerations such as: whether they would be working in the department the next fall; the 

direction that the project was taking; and time available to "donate" after paid work was 

completed. 

Two respondents said that they wanted to participate because they wanted a say in 

decisions that wouId affect them. One respondent said that she had been holding back and 

waiting for the process to get starteci. Another felt that she had not had a chance to 

participate more fully up to k t  point Two respondents characterized their roles as 

questioning and chalIenging. 

Six respondents were asked about or discussed their roles as teachers and any 

changes that they had noticed in these roles. Most described their teaching roles as that of 

"facilitator" or said that these roIes were unlimited or evolving. Two rnernbers of the staff 

questionnaire focus group described how the process of workmg on the questionnaire had 

influenced them as teachers. 

2. What benefits has this project brought to the [department]? 

Seven of the teachers' responses to this question mentioned incre-aed discussion, 

questioning and dialogue amongst the staff. particularly professional discussions, as the 

major benefits to the department. The manager expressed similar sentiments and said that 

he thought the project had also heIped give the teachers a broader perspective of their 

program. 

Five respondents felt that the pmject had brought the staff closer together and made 

them more cohesive. Four respondents mentioned increased awareness of issues such as 

student needs as a benefi t brought to the department by this project Two respondents said 

that the project had caused the staff to reevaluate themselves and their teaching goals. 

Other benefits cited by respondents included: the readings from the workshop; 

having the process in place; recogmzing that there has to be parameters of proficiency 



wi thm each level; and freedom and a willingness to mate change so as not to be "stuck in a 

rut doing the same thng forever." 

3. H o w  would you have improved the project as it has unfolded up to  now? 

Eight of the teachers interviewed cited the arnount of time the process had taken as 
an issue when responding to this question. TuPo of these commented that the process 

might legitirnately be expected to take as much time as it had. Another thought that time 

had been wasted on "tinkering" with levels and syllabi when it shouid have been spent 
workmg on goals sooner. A fourth said that it had k e n  good for her to slow down and let 

the process take sume time. In answering other questions, two respondents commented 

that the time taken for the project was not unusual or a problem. 

Three teachers stated that it was difficul t finding times for people to meet when 

some worked morning shifts and others afternoon shifts. One teacher and the manager 

commented that having full-time staff to work on the project might have helped with the 

paci ng. 

Four respondents discussed the workshop. One thought that it would have been 

better if it had taken place earlier on in the project. Another thought that it could have k e n  

better suited to the department. Two others made positive cornments about the workhop's 

timing and the focus that it had provided for the staff. 

Two staff questionnaire focus group mernbers found that they had difficulty with 

the manager changing roles. One thought that he should have joined them as a full 

participant from the outset rather than "stepping back." The other thought that he had had 

difficulty balancing between k i n g  directive and king  democratic. She felt that he had 

becorne too directive at the end of the project, but said that he had to go through the process 

j ust like the rest of them. 

4. Once the program goals have been articulated, what would you see as 

being the next phase of this project? 

Six respondents, includinp the manager, thought that the next phase of the project 

should be forming objectives from the goals that would be established in September. Six 



respondents ihought that the next step would be implementing the goals. Working on  shlls 

and syllabi and doing background research on goals were also suggested. 

5. What are some things that might hinder the success of this next phase? 

Six respondents mentioned taking too much time and overcoming time constraints 

as potential hindrances. Four mentioned resistance to change as an impedimen t. 

Respondenis sometimes taiked about money. Two said that money was not a 

problem. One cautioned that it might be "touchy" if people were going to be paid to d o  a 

task while others were volunteenng their time. Another felt that she was not paid in 

accordance with her education and experience for the work that she did as a tacher. 

Three of the teachers mentioned group dynamics as a potential problem a r a  Two 

respondents felt that maintaining sufficient commitrnent might be difficult. 

The manager cited dealing with part-time contractai people, having the same people 

volunteering al1 the time, forgetting the information gathering step of the action research 

cycle, and satisfying the "results onen ted" people as possible hindrances. 

6. What would you do to deal with these hindrances / obstacles? 

Issues of time and money came up in response to this question. Teachen le1 t that 

new full- time positions in the fa11 would help and were generall y more willing to work on 
projects similar to this one as long as they were paid. ReguIar meetings and open 

communication were sugpsted by three of the respondents. 

The manager thought that money would not be a problem as long as he could 

continue to satisfy his superiors that the money was king  well spent. He thought that they 

would probably be able to get "a small team" of full-tirne teachers by January and that this 

would greatly assist in continuing the work that they had started. He also wanted to set up 
regular staff meetings during the lunch hou. He said that he was becoming more 

cornfortable with working out a balance between directing and letting the staff take 

direction. He felt that they were evolving as a group and that people were k i n g  more 

open. 



7. Can you take me a little further on down the line and talk about the 
general direction you would like to see it take? 

Eight respondents talked about an on-going process of cumcular evaluation and 

change. Six thought that change should be based on student needs. Three respondents 

specifically mentioned their interest in a lemer-centred c ~ c u l u m .  Three respondents 

talked about the department's focus on visa students as the key to economic success. Three 

teachers said that they hoped the program would be flexible and allow for teacher 
differences, new trends, and teacher creativity and, as one put it, a "sense of fun." 

The manager respnded to this question by saying that a number of things affected 

what they did. In some respects this was determined by the international marketplace; that 

was their "bread and butrer." He said that the department might have a closer connection 

wi th credi t classes in the College and that opportuni ties for contract classes 1 i ke the Mexican 

project would corne dong. 

8. What did you learn or gain from your participation with your colleagues 
in this project? 

Eight respondents taiked about how much fun it had been to work wi th their 

colleagues and how much they vaiued sharing their collective knowledge. Six found the 

process of collaboration i nteres ting. 

9. 1s there anything that you wish to add? 

Four respondents had M e  or nothing to add. Other participants espanded on their 

earlier answers. 

Follow-Up 

At the time of wnting, the departrnent was continuhg some of the innovations that 

are described in the data above. On Septernber 23. 1994, the manager sent out a memo that 

outlined two projects that the departrnent would be undertaking that term: Program Goals 

and Proficiency. He said that they were trying to get to the point where they could ask, 

"How does our classrmm practice achieve our program goals?' He further commented 



that they might then want "a return visit" from the workshop presenters. The memo also 

listed the five staff mem bers who had accepted honoraxia to work on these projecis. 

The next faIl dso saw continued developments with respect staff positions and pay. 
Memos and conversations with the manager show that sraff continued to have problems 

with pay and job security. The deparmient went through a series of meetings and 

communications attempting to reach an understanding with respect to that issue. 

The curriculum development and organization development process in the 

department continued and continues. Two full-time positions were instituted to continue 

work on the cumculurn in the spring of 1995 and the new cumiculum was implemented in 

September of 1995. Work continues on the curriculum and there is now a full-time 

C U ~ C U ~ U ~  CO-ordinator. The manager reports that discussion and debate are the nom 

wi thin the department as i t now looks fonvard to a new performance appraisal scheme and 

further project work on professional development. For more on the manager' s view of his 

department's continuhg changes, see Appendix # 6. 



CHAPTER 5 

INTERPRETATION AND DISCUSSION OF DATA 

Review of the Research Process 

The data generated in this case study and reported in chapter four, followed the 

process of the action research project as it progressed. Data were taken from documents. 

three questionnaires, three wri tten reports and transcripts of meetings and interviews. 

Participants' thoughts and opinions are represented and triangulated in multiple data 

sources. Multiple investigators and anaiysts were used in the design, implementation and 

and ysis of the staff and student questionnaires as staff partici pated in data collection and 

analysis. This was in accordance with the principles of collaborative research and 

development. Both questionnaire focus groups anaiyzed the data from their respective 

questionnaires and presen ted that data, dong ivi th conclusions and recommendations, in 

their reports. 

Much of the data involved in the decision making process was validated by 

participants at meetings, in their questionnaire answers, their written reports and in their 

interviews. The case study follows the intervention as it was shaped by the needs of the 

situation and the decisions of the participants. 

Research Questions 

The study was guided by three central questions. The discussion of the questions 

and the data are presented below. 



Ouestion 1 

Are there indications of signifieant change from the initial diagnosis of 

cu~iculum / organizational culture to the end of the study? 

Fullan and Stieigelbauer (1991) defined sipificant change as change in belief and 

said that such change usually t&es five to ten years. The intervention under study took 

place over approximately nine months and was the initial stage of what was intended to 

becorne an on-going process of organization and curricular change and evolution. 

Assessing the depth or significance of change was made difficult in this case due to the 

relatively short span of time involved and the difficulv of assessing participants' interna1 

beliefs. 

The researcher looked for indications in the data that the participants' attitudes and 

beliefs about curriculum and their school as an organization were changing. These 

indications came [rom documents or discussions that reveal cumcular orientations or some 

sense of ownership in the project and the new routines of collaboration that it introduced. 

Having defined organizationai culture and curriculum as the main targets for 

change, the first obvious task of the intervention was to articulate the current state of each 

as the starting points of change. I t  is against these that change mut be measured. I t  was 

also this data that served to describe and inform the early stages of the intervention as it 
attempted to "fit" the local situation. 

Curriculum 

The researcher did not expect to find one clear and easily definable conception of 

cmiculum in the department, but rather marked "official" or prevailing themes or 
approaches. As the literature suggests (Lange, 1990 Schubert, 1986), any curriculum is 

likel y to contain aspects of more than one category of cumculum inquiry. Subjective views 

of parncipants were also expected to Vary from both the official version and from each 

other. Individual participants in the srudy held different assumptions and opinions with 



respect to c ~ c u l u r n  and curriculum development It is this mix of assumptions that the 

smdy sought to engage. 

Initially, cumculum documents and syllabi indicated that the department had a 

second language curriculum that fit Lange's ( 1990) "connective" view. Linguistic 

components were emphasized in objectives and the renewed importance of grammar was 

cited in a recent cumcuiar cornmittee document The program strategy was to lessen the 

emphasis on grammar at higher levels, as in Yalden (1987). The manager saw the 

department's cumculum as k i n g  text-based. He hoped that it would becorne more flexible 

and responsive to student needs. The manager also stated early on that the department had 

not really articulated the cumculum as it tmk shape in individual classrooms. He thought 

that articulating this cumculum in practice was the place to start 

Responses to the first questionnaire revealed that many of the teachers viewed 

curriculum as a syllabus: a list of objectives, content and resources. Classrmm 

observations, on the other hand, revealed some lessons, methods and tacher  concems that 

indicated a greater sensitivity to cultural and personal issues. Staff were also actively 

seekmg to add activities such as a Christmas pare and student newspaper to their program 

in order to build a sense of community in the department. The existence of the student 

questionnaire showed that staff were interested in student input into the cumculum. 

The purpose of the workshop was to present a variety of cumcular perspectives to 

the staff and to articulate and explore the department's current practice against that 

background. The three pnnciples of language Ieaming derived from the workshop show a 

strong communicative, holistic approach to language leaming. This would again represent 

the views of the staff as being "connective" in nature. Discussion of current l i  terature and 

the leamer-centred approach also evidence this position. There were many comments in 

meetings, the workshop and in the second questionnaire tha t represen t humanis ti c ideals 

rhar are consistent with a practid orientation to curriculum. Concems for personal 

growth. culture, responsibility and the cornrnunity al1 arose during discussions amongst 

participants. The data shows a few political and social concems that could be said to 

represent a critical theoretical position. These mostly centred around the need to maintain 

spaces for immigrant students even though visa students paid hgher fees. 

Content arose as an issue throughout the snidy. This was mostly represented as 

discrete language shlls or grammar. A number of times staff members questîoned the 



place and importance of grammar in the program. Nunan' s ( 1988) research showed that 
students placed a higher value on grammar while teachers placed higher value on 

communicative lessons such as role-play. The student questionnaire data in ttus study 

indicated that the students felt that they were spending the most time in class working on 

grammar- They. on the other hand, placed higher importance on speaking and listening 

activities. 

Organizational Culture 

The organizational culture of the department under study was clearly under change 

as the study began. The manager had k e n  in his position for two years and was startmg to 

implement some changes. Projects that had recently k e n  undertaken had teachers 

participating in some cumculum and syllabus development. peer evaluations, a student 

survey and a mission statement. The latter followed a process of consensus building and 

set values for the department that promoted professionalisrn, communication and 

innovation. 

The project under study hoped to move the department further in the direction of a 

more democratic and participatory decision making organization. This was its intention and 

the stated desire of the manager. A large number of teachers becarne involved in woriung 

on cornmittees for the project and the whole staff panicipated in cri tical decision making 

efforts as the process unfolded. The reali ty of the department si tuated within the context of 

the larger College meant that there were limits on changes in the roles of staff and manager. 

Teachers in the department became less isolated from each other as colleagues. As 

a result of this project, teachers were required to spend a great deal of time workmg 

together outside of their classrooms. Many commented throug hout the data that they saw 

this as a significant and valued change in their workplace routine. Several commented that 

they had had the chance to spend time with culleagues who they would not normdly see 

since they worked on di fferent shfts. The data reflects a clear desire on the part of the staff 

to continue regular meetings. The teachers wanted to maintain their increased level of 

participation and responsibility. The staff generally saw themselves as a more unified and 
focused group as a resuit of this project. Many commented that they had a better awareness 

of their overall program, the students and the manager's goals for the program. 



Change manifested itself in how the manager and staff interacted. There was more 

time and oppominity for the manager to both clarify his position as manager and work with 

his staff as an equal participant in decision malung. 

Concluding Discussion - Question 1 

Over the course of the snidy, there had been a change in the way the teachers 

collectively talked about curriculum and the way it was represented in official 

documentation such as the goal staternents. The notion of what curriculum could mean and 

what could be included in it broadened from a conception of cumculum as syllabus to one 

of curriculum that included participants and their needs. The staff had engaged in a process 

of sharing assumptions and ideas about cumculum. That was a necessary precursor to 
more fundamental change. 

One difficulty in determining whether there had been any significant change in the 

way that the teachers thought about their curriculum was that it had k e n  difficult to 

detemine exactly what cumculum was. Not only were there a variety of views, but there 

was a lot of confusion and concem about "defining" curriculum. Perhaps it was this very 

engagement in such questions that was the most important change. Participants commented 

throughout the data that they talked more often about substantive cumcular issues because 

of the project. 

It was not within the scope of this project to determine if any significant change was 

made in the classroom, though i t woul d be an in tended conclusion of actual cumcul um 

change. The department planned to move on to an implementation phase as soon as the 

goal statements were wordsrni th& and ratified by the staff in the fall. Two participants 

stated that the project up to that point had affected their teaching. One indicated greater 

reflection on assumptions and another realized that the leamercentrd approach that she 

advocated and taught in different settings was not k i n g  implemented in her current 

classroom practice. She had implemented some lessons to correct that. 

In tems of organizational change, there were changes, though perhaps superficial, 
in the decision making process that required staff to meet and work together more often and 

on tasks not usually within the scope of their responsi bili ties as teachen. This 

strengthened their worhng relationships and the respondents indicated that they had great 



value for the oppomuiity. This might not have k e n  a change in Mie l  as much as a chance 

to realize that opportunity. 

Fullan (1995) States that it is important for participants to get a feel for change. 

Mitchell (1992) said that teachers needed to develop a capaci~  for change and innovation. 

Comments throughout the data indicate the staff' s awareness of and growing experience 

with such innovations. Sometimes this was articulated in their frustrations as much as their 

appreciation for this and sirnilar projects. Some knew from past experience w hat to expect 

and some were able to articulate what they had learned. 

There was a level of meta-leaming that took place in this project that was not likel y 

to occur without a large scale innovation li ke i t. This leaming to leam or double-loop 

leaming is characteristic of leaming organizations (Cam and Kemmis, 1986, French and 

Bell, 1995, Mitchell, 1992, Morgan, 1986). Participants talked about the deeper 

assumptions underlyng their practice and worked together to arrive at decisions which they 

felt could substantially affect the way they did things. They entertained a variety of 

viewpoints and questioned the operating assumptions of their individual practice and the 

department' s prograrn. 

In some senses, change is change in arnount as much as in hnd. 1 t cannot be said 
that the teachers in the department held a "connective" view of cumculum or that they were 

"isolated" in their work at the beginning of this project. It can be said, however, that the 

project did increase the time that the teachers spent workmg together and had them articulate 

their assumptions about curriculum. It is also true that the participants expressed some 

value for and ownership in the process. They wanted to l e m  more about cumculurn and 

they wanted continued collaboration. 

The department did continue to work on the goal statements the next fa11 and to 

produce a cumculum document based on the information provided by this study. 

Ouestion 2 

Can the processes, theoretical approaches and models set out in the 

Iiterature facilitate this process of curriculum change? 



The literature review for this study descri bed change, including cunicul um 
development, as a dynamically cornplex and uncertain process (Fullan 1995). 

Collaborative decision makmg arnongst informed participants was said to be the best means 
of guaranteeing good results when dealing with oomplex, emergent problems of this nature 

( C m  and Kemmis, 1986, Enns-Connolly, 1990, Fullan and Stielgel bauer, 199 1, Fullan, 

1995, Grimmett and Crehan, lm-, Mitchell, 1992, Morgan, 1986, Nunan, 1988, Prahbu, 

1990, Rosenholtz, 1989, Schon, 1983). That k i n g  the o s e ,  the project could not be 

entirely pre-planned. I t  had to be open to change as the needs of the situation dictated and 

as the group decided. Various disciplines and their associated theones and models could 

inform decision making, provide a point of departure and help participants to undentand 

what happened. These disciplines included: cumculum developrnent and design, second 

language cumcula, instructional development and design, organization developmenr and 

change theory. I t was against this background that patterns, themes and interrelationships 

of various aspects of the process were noted. 

The Development Process 

WMe recognizing the need to be flexible and responsive to both emergent data and 

participant decision making, the manager and researcher had to have some vision of the 

process. This was necessary in order to meet the requirements of the project for the 

College, the University and in order to explain it clearly to the participants. Ir  was also 

important as part of the planning process. A point of departure and sorne direction were 

required. Deviations from those original conceptions are instructive and reveal important 

patterns in the decision making process. These decision points reveal the collaborative, 

emergent nature of the process. The reasoning behind such decisions is the rationaii ty of 
the process. 

Onginally the process as envisioned by the researcher and manager had them collect 

data that would be presented to the staff for their analysis and decision makmg. This 

would be the initial cycle of the action research process. The diagnostic intervention was 
intended to articulate the state of the curriculum in the department, the participants' 

assumptions about teaching and leaniing and their thoughts about how to improve their 

program. From this background, the group would set sorne priori ties and plan an 

intervention. The staff would then take over the next cycle of action research as they 
worked through a new intervention. 



At the beginning of the study Bell et ai' s ( 1979) conditions of readiness, Fullan' s 

(1991) factors of initiation in change theory, French and Bell's (1990) optimal conditions 

for success of organization developrnent interventions were used as guidelines to determine 

if the intervention should be undertaken and what form it would take in order to account for 
existing conditions and needs. It was a contingency approach that sought to build in 

chances for success, yet to be open to change as the participants desired and as issues 

arose. 

The original data indicated that the organizational culture of the department was well 

situated to undergo the iund of change proposed by the project. The existence of quality 

innovations, a knowledgeable and skilled staff, dong with administrative support and some 

established n o m s  of collaborative group work indicated psi  tive conditions for the success 

of the irmovation. 

More needed to be learned about the department's organizational culture and how it 

would respond to the proposed changes. It was not clear at that point what tolerance the 

staff had for risk-taking or for the inevitable arnbiguities of change. Ski11 in surfacing and 

dealing with emotions and confl ict resolution skilis were anticipateci as areas that might 

require support and development. 

There was some force for cumculum change within the department as at least some 

of the staff members were impatient to get to work on the curriculum project They were 

motivated by the level meetings that had started when they returned in the fa11 and seemed 

very pragmatically focused on reworking the existing syllabi. The manager and researcher 

wanted to accommodate this enthusiasm, but felt that it was important to &dce a step back 

and begin with an examination of cumcuiar assumptions and possibilities. 

The existing student questionnaire chat had been designed and implemented, but not 

analyzed, was something that both the researcher and manager felt had to be taken up 

again. They felt that it would be an important acknowledgment to corporate memory and 

learning to corn plete the process, and a contradiction to the main tenants of the proposed 

project to leave i t as it was. They decided early on to incorporate the student questionnaire 

if possible and to anempt to involve the teachers who had designed and implemented it. 

Such a change from the project as originaily conceived was consistent wich both the 



contingency approach to organization development and with a view of cumculum that 

includes student participation in the process. 

Because of their impatience to be involved and because of the existence of the 

student questionnaire data, the manager and researcher decided to include the staff in the 

data collection phase of the project. This change in direction at the outset of the project had 

sorne important consequences. I t meant that staff would take on roles of researchers and 

the researcher would have to give up some control of his research protocol. The researcher 

and manager originally envisioned having teachers assume roles as researchers. Having 

that take place earlier in the process was not seen as inconsistent with the goals of the 

project. 

Another consequence of this change [rom the original plan for the project was that i~ 

introduced a completeiy new and unanticipated source of data. Since the student 

questionnaire would be analyzed and the data used in the decision making, the students had 

a greater voice in the project than originally intended. 

After their first pass through the data, the student questionnaire focus group stated 

that it was difficult [O andyze. Focus group interviews later helped to clarify sorne issues 

and confusions. In spite of these difficulties, the contributions of the student questionnaire 

group to the project were significant. Their report shows considerable thought and insight 

into some of the program's weaknesses or gaps as seen by those students who had input. 

The student questionnaire group's recommendations contributed significantly to the 

information available to the participants. Many of these recommendations are consistent 

with the other two reports. 

In part, because of their difficulties, the student questionnaire group contributed to 

the department's understanding of the research process. Their early thoughts about their 

data served as a warning for the scaff questionnaire group. The researcher had asked that 

al1 groups include a section on methodology and how it might be improved in their reports. 

The student questionnaire focus goup suggested a number of irnprovements, including the 

engagement of a testing consultant, involving more students and having clmer timing 

between administration of a questionnaire and interviewhg focus groups. Interview 

responses show some of these same concems and the feeling that more work needed to be 

done to properl y include students in the process. At one point, a studen t was i n d  uded on 



the selection cornmittee for hiring a teacher. This was reported to have caused some 

surprise amongst the staff. 

Another unanticipated shift in direction early on in the project involved the decision 

to incorporate information frorn level meetings that had been planned the spring before. 

The manager and researcher were cautious of losing sight of the Iarger process in 

"tinkenng" with the program, but decided that the meetings would have to go ahead as 

planned. The level meetings were deemed to be important to the irnmediate welfare of the 

program and the manager and researcher thought that they could provide useful information 

for the larger project One of the staff then suggested at the initial project meeting that 

cross-level curriculum meetings would help the group to understand and explore their 

program. Two such meetings were held and they were very productive. 

The staff questionnaire group decided early on in their deliberations to send out an 

initial questionnaire asking the staff for their definitions of cumculum at that time and for 

their characterization of the positive and negative aspects of change. This addi tional 

questionnaire provided important information for that group s decision making and data 

collection. The act of asking staff for their definitions of "cu~culum" was also an 

important part of the organizational learning process. I t  was part of an on-going process of 

coming to gnps with meaning. 

Time is the theme for two other changes from the managr and researcher's original 

conception of the project: the total amount of time and the length of tirne that the 

intervention took to cornpletion. The decision to include teachers as researchers from the 

outset meant that consensus had to be achieved with a greater number of participants wlier 

on in the project. This al ways takes more time and usually contri butes to a better result 

(Fullan, 1988, Morgan, 1986, Owens, 199 1). The inclusion of the student questionnaire 

may also have contributed to the shift from a three month project to a nine month project by 

expanding its scope and spreading resources. The process was also made to last longer 

due to most meetings k ing held over lunch since the staff worked on different shifts. 

Many participants expressed their frustration with the pacing of the project, whle a few 

expressed their feelings that the change process takes time. 

The nature of the outcorne of the diagnostic phase, the cuniculurn intervention thar 

the manager and remcher  thought might anse out of this project, also differed from what 

was originally thought to be the most likely possibility. The literature had indicated that 



teachers would for the most part have "an ethic of practicality" (Fullan and Stielgelbauer. 

1991 Nunan, 1988) and would respond positively to a cumcular intervention that would 

focus on the classroom. Additiondl y, Fullan and Stielgelbauer (1991) wam that schooi 

staff with limited time might respond negarivel y to extensive amounts of time spent on 

needs assessrnent and problem defini tion activi ties. The researcher and manager 

envisioned the intervention chosen from the needs assessrnent as some sort of classroom- 

based research, perhaps based on a leamer-centred approach. This was popular with some 

of the staff and was current in the literature. 

The participants* first priority after going over the reports and their 

recommendations was to define terminology and theoretical assumptions. Their second 

priority was to set program goals and objectives. The manager feit that these were 

"thematically linkeb' and suggested that the department begin with articuiating goals. He 
stated that the process of working on goals would dso entail addressing the first priority 

and was somethng that they could at least begin without outside intervention. This 

decision by the group dtimately meant that there would be more time spent on theoretical 

issues surrounding cumculum and that classrm-based work would have to wait at least 

until later in the fall. It seemed that, while the "practicality ethic" did manifest itself in 

much of what the participants said, there were other, more "theoretical" viecvs that reflected 

their influence as well. At leas; some participants fel t i t necessary to continue to address 

these questions. 

Another change from the original conception of the project was that the researcher' s 

participation continued into the next phase as he consul ted on the ini tiai stages of the goal 

setting cornmittees work. There was time before the term ended to do so and the researcher 

felt that his readings and background might contribute to the effort. His offer to consult 

with the goal cornmittee was accepted and he tried to help the commi ttee by providing data 

from the study that could be used to form goal statements. Other information was provided 

by the researcher to guide the cornmittee in making categories for their goal statements and 

in writing clear goals. The goals were left in a reasonably well-formed condition and the 

department tmk them up in the fail. 



Paradox and Conflict 

Fullan ( 1995) descri bes paradoxes or creative tensions as part of the change 

process. Successfully reconciling paradox and conflict is an essential element of the 

constructive process of change. The decision making process in this study had some 

important creative tensions such as linear vs cyclical development processes, theory and 

practice, the need for clear direction and the need to be flexibie and open to changes in 

d i r a  tion. 

One paradox that had a significant impact on this project was centraiization vs 

decentraiization (FuiIan, 1995). The manager and researcher recognized early on that i t  

would be difficult to establish and maintain a balance between king tm directive and not 

providing enough leadership for the project. It also becarne c l w  that the staff had different 

opinions as to what leadership behavior was appropriate and when it was appropriate. 

The manager was well liked and trusted by the staff- Cornments throughout the 

project and on his performance appraisai showed that to be the case. His performance 

appraisal also reveded that some on the staff found his democraric approach to be 

indecisive. There were comment5 from the start of the project about this, including a 

joking remark made at the start of the first staff questionnaire group meeting, "Well, you 

always Say, 'Well, it's not my style to take charge', so ..." 

The manager felt that he had to address the question of "who's steering the ship" in 

January and told the staff that he felt he had to be more directive. Two members of the 

staff questionnaire focus group later expressed frustration over the manager's shifts in 
position as he explored h s  role in the process. One said that she felt thngs turned out well 

in the end and the other acknowledged that the manager had to explore his role just like al1 

the other participants did. 

One member of the goal cornmittee stated a similar dilemma over the researcher's 

participation. She first said that the researcher had had too much input into the project, but 

then felt like she was contradicting herself because they had needed the information that he 

provided. 

Resoiving the creative tensions between theory and practice was another challenge 

for participants in this project. The teachers had differen t opinions and thoughts about this. 



Some felt the need to further define terminology and explore theoretical assumptions. 

Others wanted to get to work on something more practioil. One recognized that there was 

a ''dilemma" ktween theory and practice and that they needed both. The stated intentions 

of the project and the use of action research as an approach set out to resolve this dilemma; 

however, it still existed in the statements of the participants and still affected the process of 

the project 

The manager feIt that working on g d s  would e n d l  deaiing with theoretical 
assumptions and would aiso lead to something more imrnediate and practical when 

objectives and lessons could be derived from goaIs. He thought that the department could 

start by setting out goal statements on their own. He wanted another workshop with the 

presentes from rhe first workshop, but as they were not immediately available, this would 

be a compromise. It could set the stage For a later workshop, yet ensure that the department 

had something set out that spring that could be taken up the next fall. The manager hoped 

that dus course would resolve the impasse and satisfy the participants. 

Thmughout the project, the participants discussed various models and approaches 

to deveiopment. The manager and researcher often commented on their view of the prwess 

as cyclicd and evolutionary in nature. There was some creative tension between the desire 

for a step-like, linear process and the recognition of more cornplex and uncertain reality. 

Another aspect OF this was a tension between the need for cornpIetion and the recognition 

that the development process is on-going. One participant commented on the paradoxical 

necessity of having a prwess that is constantly changing and yet at the sarne time provides 

for a sense of having accomplished a goal. Another variously described the process as 

"linear," "Iinear within a circle," and "spiral." 

Language 

As described above, language was an issue among the participants from more than 

the perspective of being a subject to be taught. "Defining" cumculum becarne a point of 

confiict and uncertain ty from earl y on and remained so throughout the process. 1 n an 

Australian context, Nunan (19ûû) found that there was confusion over the term 

"curriculum" and that many teachers in the Adult Migrant Education Program viewed it a s  a 

set of prescriptive statements about content rather thm process. This expression took the 

form of what 'should happen' . A better definition includes what 'does happen' (Nunan, 



1988). The staff questionnaire focus group did at one point corne up with a working 

definition of cumculum, but it was not universally accepted or  even known arnongsst the 

staff. The ongoing conversation about curriculum was perhaps the best "definition." 

Cwiculum texts often begn with a testimony to the many possible different 
definitions of "curriculum" (Clandinin and Connelly, 1988, Schubert, 1986, Short, 1991). 

Applebee ( 19%) suggests that cumculum is a conversation with a tradition. If one wants 

to be involved in "knowledge in action" rather than "knowledge out of context", one must 

be actively engaged in a particular field. Leamers are to becorne involved in that field o r  

"subject" as active participants, not disinterested collectors of information (Applebee, 

1996). Curriculum development should then involve teachers in a conversation with the 

traditions of cmiculum. The manager and researcher's report and the staff questiomaire 

group's report both recommended continued leaniing in curriculum theory and 

developrnent- 

I t  may be that some of what "cumculum" and other terms rneant to the participants 

could not be clarified for them until they were able to implement something in their 

classrooms. In any innovation, participants must accept some initial am bigui ty as they 

often have to clari fy what the change means to them through the process of putting i t into 

practice (Fullan and Stielgel bauer, 199 1 ) . 

Participants also requested definitions for other t e m s  like "conversation" and 

"corporate memory". It is not surprising that defining terminology was the first priori. on 

their list. The data show that dialogue concerning these t e m s  produced finer distinctions in 

terminology and anecdotal evidence of what students had said or participants' p s t  

The language that participants used to talk about the development process itself 

revealed insight and undersîanding. Most descnbed it as an on-going process of evaluaiion 

and change. Many talked in terms of the traditional concepts and stages of setting goals, 

deriving objectives and irnplementing these. 

Some participants said that they had experienced a sense of having to start over at 

one intermediate stage of the project. The manager characterized this as "that first base 

feeling." Another pamcipant cailed it a "sort of f u v y  period for a little whle until you get 

yourself orienteci and then you go off again." She said that it was a normal part of the 



process and that it was good for hem to get better at solving those kinds of problems. 

Three participants spoke of the process as one of giving birth. This seemed to express 

ownership, accomplishment and pain. 

The researcher and other participants provided defini tions and readings from the 

literature as part of the process of staff development The talk of a reading circle was well 

received, though not instituted during this project There was, however, a box of readings 

left in the staff room for interested teachers to have access to material that the various 

groups were using for the project More importantly, the project provided opportunities for 

staff to share their own ideas and understandings of curriculum and other associated topics. 

Meetings, exchanges of articles and books, the workshop, and the process of answering an 
extensive staff questionnaire provided for what most saw as an increase in professional 

dialogue amongst the staff. 

Models 

The view of development as a cornplex, uncertain process meant that there could be 

no "one rnodel" approach. One goal of the project was to expose the participants to a 

variety of models and approaches to cumculum development and let them choose or make 
what they needed once they bad set out their assurnptions. The data shows that most 

participants felt that they ûenefited from the workshop and its presentation of different 

conceptions of second language cunicula. 

The researcher' s literature review, as part of this project, contributed to the overall 

conversation with the traditions of development and change described. He spoke openly in 

meetings and interviews about various theoretical positions and processes and models of 

development. In a few instances, the researcher lent books or articles that outlined 

approaches to cumculum and models of curriculum development to other participants. 

Participants also offered their own models and ideas freely and lent books to the researcher 

and other participants. 

The researcher' s heunstic as derived from curriculum and instructional development 

models served mainly as the source for a question set and categones for the staff 

questionnaire. When the researcher asked participants in the staff questionnaire group for 

their reaction to these processes and questions, the group mernbers stated that they were 



"interesting" and helpful. The questions that evolved from the original question set as 

shaped by the participants were intended to be generative and to bring to the surface the 

teachers' assumptions about their cumculum and their workplace. Responses from 

participants indicate that this was very successful. 

Concluding Discussion - Question 2 

The process of development was outiined by the li terature. Action research wi th the 

collaborative process and cycles of research, action and revision was c hosen from the 

outset as a means of proceeding through the uncertain process of change and cumculum 

developmen t. 

Action research and the participative, collaborative decision making process dong 
with expanded conceptions of curriculum were being offered to participants for their 

consideration. Participants often spoke in support and understanding of various aspects of 

the process. There were some creative tensions or conflicts that added to the awareness of 

al1 participants, but did not seem to create any lasting, unhealthy confrontations. 

The patterns of change and developrnent descnbed above validate the process and 

contribute to an understanding of what occurred. Most of the issues that arose had been 
expected andor are explainable using themes or concepts descnbed in the lirerature. The 

use of processes or stages of change, cumculum development and organization 

development helped set the stage and provide direction for the project. 

In general, it can be concluded that the diagnostic intervention achieved its goals. 

The diagnostic intervention engaged participants in a process of collective curriculum 

development. The participants were assessed as having a high level of skills to bring to the 

process, and by their own admissions, the skills of teachers were enhanced by the project. 

It on aiso be said that the project facilitated organizational leaming and capacity for change. 

The selected intervention of setting department g d s  was well under way at the conclusion 

of the study and successfull y started up again the next fall. 



Question 3 

How would staff feel about the changes in roles that they were asked to 

undertake? 

The project under study required that teachers take on roles as researchers and 

curriculum deveiopers. It aiso had them undertake these tctsks withn a collaborative 

workrng arrangement. The staff had some knowIedge and ski11 with respect to these roles 

and did not express dissatisfaction at assumtng them. 

Researchers 

The decision to involve the staff earlier in the process meant that they took on roles 

of researchers more quickly and with a larger project than onginally intended. Rather than 

beginning by discussing feedback from their questionnaires, chey startsd with designing 

and implementing instruments and the andysis of large amounts of data 

The student questionnaire had k e n  designed and irnplernented prior to this study 

and so it was presumed that the staff had some ski11 and probably some interest in that type 

of research. Most of the student questionnaire group fel t that the data needed to be 

analyzed, though the originator said that she had not enjoyed working on it. 

Responses in the interviews show that the staff members who participated in the 

making and analysis of the questionnaires were still interested and had some value for and 

attachrnent to their work. Knowledge of staff and student responses by these participants 

influenced their thoughts about their teaching and their program. 

One participant expressed an interest in action research and another in doing 

classroom-based research. Some participants wanted to keep in touch with educational 

literature, including Iiterature on research done by others. 



Curriculum Developers 

Respondents often characterized their desired future roles in the project in terms of 

their participating in various cumcular processes such as setting or implementing goals or 

objectives. Some of t h s  interest was from previous uriiversity studies and some focused 

on affecting change in the classroom. 

The researcher had been interested in comparing what the teachers in this study felt 

were their pnmary responsibilities with respect to cuniculurn processes with the results of 

Nunan' s ( 1988) survey of teachers in the Adult Migrant Education Program. This becarne 

part of the question set that the researcher asked to be i ncl uded in the staff questionnaire. 

However, the nature of the question was changed significantiy by the staff questionnaire 

group to fit  the situation under study. 

Nunan (1988) found that teachers regarded every aspect of the curriculum, with the 

exception of grouping lemers,  to be their primary responsibili ty. Whereas Nunan asked 

for teachers to assign an individual primary responsibility for curricular processes, 

participants in this study were offered choices of individual or collaborative responsibility. 

The teachers in this study felt that rnost curriculum activities were the collaborative 

responsibility of the teachers and manager. Selectjng and grading content, devising 

learning activi ties and designing materials were colIaborative responsibili ties of teachers. 

Lesson plans were seen by half the staff as king  the responsibility of individual teachers 

and half le1 t that they should work collaborative1 y on thern. Instnicting leamers was 

regarded as the sole responsi bili ty of individuai teachers. 

Teachers 

At some points in the study, particuIa.1 y in the interviews, participants reflected on 

their roles as teachers in the classroom. Some described their roles as teachers in terrns of 

k i n g  facilitators. One said that she was like a "traffic cop". At least two of the teachers 

stated that the process of working on the staff questionnaire had prompted them to reflect 

on their current teaching practice. 



Collaboration 

The most enthusiastic responses from participants were those that indicated the 

feelings that they had for the opportunity to work together and leam from each other. The 

most often mentioned benefit to the department as a resul t of this project was the 

professional discussion that it brought to the staff. Teachers took on various roles in the 

process that had them work together in groups and collectively to gather and analyze data 
and make decisions. 

The project was experienced from di fferent points of view by different participants. 

It is not surprising that the staff questionnaire group indicated some of the strongest 

feelings of support for the cullaborative process. This group spent the most time working 

together going over the staffs reflections on their program. 

The data showed staf f  generall y eager to continue the collaborative process. The 

third priori. on the list of recommended actions was establishing regular meetings. There 

were, however. a few comments of frustration conceniing disagreements about how the 

project was paced and how staff members came to their conclusions. There was even a 

suggestion that sorne may have answered the staff questionnaire with answers that they 
thought would be acceptable rather than their real opinions. Two parucipants mentioned 

feelings of elitism. One from the staff questionnaire focus group had sensed these feelings 

from others. This was one reason why she decided to let others take a more active role in 

the process while she stepped back for a tirne. Another staff member not on any commi ttee 

jokingly said that the steering cornmittee sometimes seemed like a "secret society." 

Motivation 

The teachers involved in this study had a variety of reasons for participating. Some 

were motivated by the chance to work wi th each other. Some said that they wanted a voice 

in what happened to them and their program. Others wanted to make changes that would 

help or involve students. 

While some participants mentioned that money was not an issue affecting their 

participation, others opedy complained about unpaid preparation and markmg time. These 

aspects of the job were particularl y demanding given the department' s academic approach 



and the amount of material to be covered. The manager had suggested that the staff 

investigate ways to cut their workload, especiaily marking, but this suggestion was not 

taken up by the staff. In spite of their opinions, many of the teachers who made these 

complaints participated in and supported the process. Some of them were arnong the most 

enthusiastic and helpful. 

Some of the teachers were willing to take the manager's "leap of faith" and work in 
the beIief that work would be created if the department could build on its skills and 

reputation. The manager was able to explain his position and strategy and couid show that 

new work was coming to the department in the form of contract classes. The new full-time 

positions that were coming in the faIl offered possibilsties for continued pad work on 

projects such as the one under study. 

The following fa11 there was some controversy in the departrnent over unpaid 

preparation and marking time. The teachers and manager worked through a difficult 

process of trying to reach an understanding of what could be accommodated within the 

College. 

Other Roles 

I t  is not within the scope of this study to report extensively on the other 

stakeholders in  this development process. However, a great deal has already k e n  noted 

concerning the manager, students and researcher. A few comments here are necessary. 

The manager found himself trying to hold two seemingly contrary positions. He 

was in a position of responsibility within the College, but he was democratic in his 

approach to management and wanted to empower his staff. He recognized that his position 

within the College hierarchy was one of authority and that would not change. He ais0 feit 

that he could rake on roles as participant or  facili tacot- with respect to some aspects of the 

department's activities. I t  was important to him to communicate with his staff and this 

project gave him more of an opportunity to do so. He tried to emulate the philosophy of 
openness and trust in the department's mission statement. The staff often discussed 

leadership questions openly with the manager. 



The students had more of a direct voice in contributing to the data of this study than 

original1 y intended. Student participation, however, was limi ted in that the student 

questionnaire and focus group questions were narrowl y conceived and there was some 

difficulty in analyzing the data. Most of the questions put to them concerned the relative 

importance of various language skilis and their remns for attending the College. The 

students felt that they got mostly gramrnar in the program and indicated that they wanted 

more conversation. I t  seerned that the students had value for more of a communicative 
outlook on language learning than what they fel t took place in their classes. 1 t was aiso 

clear, however, that students had some difficulty talking about their learning and that some 

training in this are. might be useful if students were to be expected to participate 

effective1 y. 

A lot of discussion took place arnongst the teachers conceming student roles. Most 

saw the students as taking a greater role in their learning than in more traditional views. 

There was a lot of support for adult learning pnnciples, Me-long leaming, leamer 

responsibility and leamer-centred approaches. Participants recognized that this presenteù 

some challenges when expectations differed between students and teachers. There was 

also a great deal of pressure to cover program content and the teachers expressed frustration 
trying to implement lessons reflecting these pnnciples in their classes. They felt that their 

program had to be more flexible. 

The researcher and workshop presenters filled the role of outside consultant. They 

contri buted readings, information and their professional insights to the process. These 

were important roles and one of the factors that French and Bell ( 1990) cite as k i n g  

necessary to optimal success of an organization development process. 

Concluding Discussion - Question 3 

The teachers involved in this study had broad visions of their roles as teachen. To 

them research and cumcuium development work was not unfamiliar nor unwelcome. They 

saw most aspects of cumculum developrnent as king  a collaborative responsi bility shared 

between them and the manager. Their chosen priorities and responses in the interviews 

especially reveal an organizational culture with a high value for teamwork and for leaming. 



One theme that came up over the course of the snidy was the similarity between the 

issues that arise in attempting to get students to assume more responsibility in a learner- 

centred cumculum and the issues that came up as teachers were assuming roles as 

cumculum developers in this study. One parûcipant commented that, like students in a 

leamer-centred cumculum, they needed to know why they were doing things. The 

manager said that reasonable people had to know why they were doing things. Another 

respondent said that the teachers were taiking not just about what they were doing, but why 

they were doing those things. Addressing questions of why things are k i n g  done 

faciliiates participation and helps to create a sense of ownership. 

Many participants indicated throughout the data that they had ownership and a sense 

of authentic parucipation in the intervention. I t  is also possible that ownership created 
sorne feelings of conflict as some came natuml1 y to represent the intervention from their 

perspective. This could be tme with respect to the two questionnaire groups who worked 

closely with their respective data. There were, however, a number of occasions where 
these perspectives had a chance to establish a dialogue that was very productive. 

The participants in this study assumed many roles in collective1 y workmg with their 

colleagues. Teachers taok on roles within their groups such as leadership roles. 

intervention and confIict resolution roles and roles as representatives to the larger staff or to 

other groups. 1 t is not wi thin the scope of this study to comment on these roles in any 

detail. 1 t is important, however, to note that the participants worked well together and 

demonstrated awareness of their group dynamics. They commented on how well they 

worked in groups and sought support for developing these skills further. 

Implications for Curriculum Development 

From the outset the motivation for this study and the collaborative, participative 

curriculum development project that i t followed was to investigate the process of 

cumculum development beyond a strictly scientific-rationai perspective. More specifically, 

to examine the processes and issues that arise when second language cumcula move 

beyond the singular domination of applied linguistics and embrace theories and methods 

from generai education theory. 



The themes and metaphors that m e  from the li terature review suggested that 

curriculum development should involve teachers collaboratively as developers and that the 

process would be non-rational and uncertain. This k ing  the case, it could not be pre- 

planned, but would have to unfold as it wouid with participants gathering data and making 
decisions as they proceeded. 

This snidy showed that such a process is possible and can be fruitful. It also 

showed the tremendous cornmitment and knowledge required of those who attempt to c a q  

it out. The participants in this snidy put in a great deal of time and work and showed 

themselves to be cornmitteci and ski l led as professional educators. 

In order to develop a greater capacity amongst educators for change in general and 

for effective curriculum development in particular, a number of things have to happen. 

Teachers and administrators need to leam from direct experience in such projects. They 

need to get a feel for the process, develop intuitions, build rnodels and theories and 

develop their understandings. Teachers and administrators in schools must also seek to 

expand their professiondism by seeking expertise outside of their schoois through both 

reading and professional contact. Outside experts must themselves bewme skilled in 

sharing their expertise and in facilirating rhe participation of others in the development 

process. 

Schools as organizations must develop decision making procedures and stmctures that 

give teachers the support that they need to work collaboratively. Teachers need time 

and resources and they need the opportunity for authentic participation. 

Teacher training m u t  provide teachers with more training in curriculum development 

and more oppomuiities to be involved with development projects rather than simpiy the 

study of curriculum theory. Expanded professionalism means that teachers have to 

assume roles as cumculum developers and researchers in their own schools. Even the 

most highly trained and expenenced teachers find this challenging. This aspect of 
teacher training cannot be ignored if teachers are expected to assume these roles. 

Educators in general have to work to grow a shared culture that does not alienate 

teachers from the expertise and sh&ng that are required of them if they are to be 

successful as professionals. This means a concerted effort must be undertaken to build 



a shared language of development and a capacity for expenmentation and theory and 

mode1 building. Teachers can only acquire the expertise that they need by cornbining 

theoretical studies with a reflec tive and collective pnctice. 

5. Second language cuniculurn developers mut  exptore other fields to take their expertise 

b e o n d  applied linguistics. They must build expertise in larger, more complex patterns 

of change and development than new lis& of linguistic items or methods. 

In second language ~ ~ r r i c ~ l ~ m  development teachers face a nurnber of potentially 

unresolvable questions. Language learning js itself a highly ddvnamic, cornplex, uncertain 

and individual process. Issues that came up in this study such as the place of grammar and 

relative importance of language skills are confusing and force practitioners to surface and 

confront basic assurnptions concerning their practice. There may be no clear answers - 
only Iively debate and insight to inform their decision making. 

Implications for Further Research 

The pamcular events and issues that arose in this study are not Iikely to be 

generalizable to other situations. Perhaps the case history of this development c m  provide 

some insight for others who wish to undertake a collaborative, participative cumcul um 

development project. What is required frorn an action research perspective is that others 

undertake si mi lar projects in their own situations and that they share their experiences. 

Accounting for real change requires studies that can take place over prolonged 

periods of time. At least three to five years would be required to assess more accurately the 

changes that might happen as a result of such a cumculum development process. Longer 

term studies would account more fully for the decision making process as it connects with 

outcornes. The foliow-up section in appendix # 6 of this snidy provides some indication of 

the process of development as it continued in this case. Further insight could be gained 

from following educational change into the classroorn to see how it manifests itself there. 

Researchers rnust also develop greater capaci ties for describing the uncertain and 

cornplex processes of change and development at work in projects such as the one under 

study here. Individuals and groups have to get a feel for the prccess so that they cm use 

their intuitive and tacit understandings to greater benefjt withjn the research process itself. 



They wiIl know better where to look and what to look for and they will know how to 

recognïze the new and unique. 
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APPENDIX # 2 

STUDENT QUESTIONNAIRE 

Number of semesters completed [in the department] (including this one: 

Status: 1 rnrnigran t 
Canadian Citizen 
StudentIWorking Visa 
Other 

Plans and Goals 

I . What is your goal after you leave ths program? Please check one ( 1) onlv. 

to communicate better with Canadians 

- to get a joblbetter job in Canada 

to get a jobfbetter job in your native country 

to get into [the College] academic credi t courses 

to get into other educational institutions 
which one? 

2. Why did YOU choose [the department] as a place to study? 

3 .  How important are the following skills to you? Nuniber [hem from 1 (the most 
important) to 6 (the least important). 

S p e a k i n g  
Listening 
Reading 
Wri ti ng - 
G w a r  
Pronunciation 

4. In your class, how much time do you spend on the fo1Iowing skdIs? Number them 
from 1 (the most time) to 6 (the least time). 



- Speahng 
Listening 
Reading 
Writing 
Gramma 
Pronunciation 

5. 1s working in a srnaIl group (34) people useful to you? Please explain what you 
like of dislike and why. 

6. 1 do hour of homework a night. 

7. 1 want to do hour of homework a night. 

8. The nurnber of tests 1 get in reading is: 

too many 
just nght 
not enough 

9. The number of tests I get in grarnrnar is: 

tm many 
just right 
not enough 

10. What do you think of the grammar textbmk assigned for your level? 

- - - - ~~- - - 

1 1. What do  you think of the reading textbook assigned for your level? 

1 2 .  Please check the 5 most useful activities that help improve your writing: 

doing many drafts 
taliung ivith my classrnates about rny writing 
getting a mark 
reading mode1 compositions 
getting written comrnents from a partner 
getting written comments from a teacher 
talking with a teacher 
correcting my homework using the number system 
having m y composition anal yzed by the w hole class 



doing joumals 
reading (in generai) 
reading classrnates' mmposiri cins 
studying the parts of a g d  compositiodparagraph 
wnting in groups 

13. Are you in terested in participating in sports and cul turai activities organized for you 
outside of class time (e.g. going skating or to a play)? 

14. Do you have any comments or suggestions about the ESL program at [the 
department]? 

Thank you for answer;ng this questionnaire. 



APPENDIX # 3 

STAFF OUESTIONNAIRE 

Skills and Interests 

Highlight your past expenences, expertise and/or areas of study which you think 
might help you to contribute to a process of curriculum development. Consider 
non-work related examples a s  well. 

How do you go about staying current in the areas in which you are interested? 

What areas of TESL (Teaching English as a Second Language) are you interested in 
learning more about? 

a. What do you find motivating and interesting about your job? 

b. What do you find least motivating or interesting about your job? 

Roles and Relationshi~s 

How do you feel in general about the following types of interactions with 
colleagues? Please circle the number whch describes your opinion. Add 
comment5 if you wish. 

Uninterested Enthusiastic 

Project work 1 2 3 4 5 

Planning materials 1 2 3 4 5 

Planning lessons 1 2 3 4 5 

Informal discussions 1 3 3 4 5 

6 .  How often per terrn do you engage in these types of interactions with colleagues? 
Please circle the number which describes your opinion. Add comrnents if you 
wish. 

Uni nteres ted Enthusiastic 

Project work 1 2 3 4 5 

Team teaching 1 2 3 4 5 

Planning materials 1 3 3 4 5 

Planning lessons 1 2 3 4 5 



Informal discussions 1 2 3 

What can be done to encourage interaction benveen the following groups? Please 
consider both professional andlor socid interaction. 

a. Administration & teac hers 

b. Teachers & teachers 

c. Teachers & students 

d .  Students & students 

Indicate in the table below where the primarv responsibility lies for the activities. 
There may be more than one possibility for assigning responsibility in these 
categories. However, phase mark only une. 

1 1 Individual 1 Collaborat ive 1 

Needs assessrnent 
(entire program) 
Settïng Goals and 
Obiectives 
Course outiines (Le.. 
syliabus 
Deveioping Lesson 
Plans 
Selecting and 
Grading T;uiouage 
Content 
Specifjing Teacher 
Roles 
Grouping hamers 
Cou~lselling r-ealners 
Analyzing a a s s  
N d  
ûevising Leaming 
Activities 
Ensuring Continuity 
in the Pro,oram 
Instnicting Leamers 
Desi-oning Materials 
Monitoring 1 
Assessing Student 
ProgIess 
Assessing teachers 

Responsibility 
Teachas 
on1 y 

Maoa,oer 
on1 y 

[ D e ~ t l  & 
Consultant 

Responsibility 
T e a W  
Manager 

SnidenV 
T& 

Teadd  
T& 

l 



9. What are some academic and non-academic needs of students that you feel are not 
k i n g  adequateIy met at this time? 

Praxis - 
10. Brieff y describe some of your assumptions about: 

Language teaching to aciults 

The language classroom 

1 1. a. Rank the following teaching activi ties according to their usefulness in the 
level you are currently teaching. Level currently teaching? 

b. How often pet- term do you use these activities? 

Not Useful .... .... .. .. . .Very Useful Never ... . .. . . . . .. . .. . . . . .. . .. ..Often 

Role play 

Lan,wge games 
Vide0 saidenrs 
Oz;J presentations 
J i w w  activities - 

Group wri- 
Formal testing 

Oraldrills 
Idormai assessrnent 
Writien dri i is 
Snidentfeedback 
Settinglcorrectinp homework 
Listening & note-taking 
Video materials 
Reading aloud in class (teacher) 
Reading aloud in cIass (student) 
Peer mtoring 
Conhct assi-mats 
Guesl speakers 
Pnniunciation activities 
Conversation I discussion 

1 2 3 1 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 3 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  

1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 3 3 4 5  
1 2 3 1 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 1 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  



The Mission statement of [the department] is, in pas, "to provide comprehenrive 
academic language instruction in a supportive amiosphere to adulu. ntis 
progressive program uims to enable language students to become iruiepeBdent 
leamers, equipped ID hondlejùrther educmionol and pro fessional opportuniries." 

What would you consider to be "academic language instruction"? 

Dœs the current system of levels facilitate "academic language instruction"? If not, 
how might the system be improved or changed? 

1 2 3 4 5  
1 2 3 4 5  
1 2 3 3 5  
1 2 3 4 5  

2 3 3 5  
1 2 3 4 5  
1 2 3 3 5  
1 2 3 3 5  
1 2 3 3 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 3 5  

Correction of oral emrs 
Reading - textbooks 
Authen tic reading 
R- li terature 
Debates 
Joumais 
Academic wri ting (e.g., essays) 
Creative wrihng 
Use of pre-reco~dedmateriai 
field trips 
Process writing 

1 n what ways would you say that your classes mode1 typical colleg or universi ty 
classes? 

1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 1 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 4 5  
1 2 3 3 5  
1 2 3 4 5  

Program 

What current classroorn resources don' t we have that we should have? 

What current classroorn resources need improvernent? 

How could this be done? 

What current pmfessional development resources don7 t we have that we 
s hould have? 

What current classrmm resources need improvement? 

How could this be done? 

What are some administrative responsibilities (e.g., length of term, class 
times, amount of material, scheduling, etc.) that get in the way of wbat you 
consider to be good practice? 

How might these problems be alleviated? 



a. What are the differences between visa students and local students with 
respect to insmction? 

b. Should the curriculum be responsive to these differences? If yes, how? 

a. What are some other problerns wi th the current curriculum? 

b. What solutions would you suggest? 

Do you feel that the cun-ent cumculum is flexible enough? If not, how could it be 
made more flexible? 

1s the development of the students' knowledge of the culture of the community 
around them an important aspect of out curriculum? Why or why not? 

1s the current system of testing adequate? If no, what are some problems and how 
might they be solved? Address both placemem and proficiency testing. 

What is an optimal class size? What impact does class size have on your teaching? 

Miscellaneous 

Does the physical plant (e-g., light, heat, air, furniture, etc.) have an impact on 
your teaching and your students' leming? If so, how? 

Comment on some things that create stress in your job and what might be done to 
alleviate this. 

1s there anything not previously covered in ths  questionnaire that needs 
improvement or research? 

What hopes do you have for your students? 



APPENDIX # 4 

SUMMARY OF REPORTS 

The manager and researcher, the four teachers in the staff questionnaire focus group 

and the five teachers in the student questionnaire focus group each published a report based 

on and explaining their findings from the data collected and recommending actions for 

consideration. A document entitled, "Cumculurn Project 1 Phase 1" was published and sent 

to ail staff members as the basis for discussion and decision making. Below is a summary 

of each of the three reports. 

Manager and Researcher's Report 

The manager and researcher's report, much of wiiich was based on data presented 

in chapter four, came of the three reports and opened with an introduction. The 

inrroduction summed up the work over the prior six months, outlined the next steps (to 

make decisions and action plans from the data and evaluate the pmess itself). and pointai 

out the need to be careful not to compromise the current prograrnming and to appreciate the 

rnagni tude of the task 

The manager wrote his own section outlining his personal vision for the 

department. He recognized that no single person's vision would guide decisions about 

curriculum in a true collaborative environment, but he also recognized his position withm 

the College. He saw his role as one of providing leadership for change, at least in the earl y 
stages. He outlined the kind of potential he saw for the department. 

I see students putting together an ESL program that makes sense to them and which 
gets them where they want to be. They would have help making these decisions. 
There wouid be excitement about teachng here because program goais would allow 
the flexibility to explore your class's potential as well as your own practice. The 
entire venture would be driven by decisions anived at in the spirit of shared 
cornmitment and common purpose. 



The manager discussed the potentiai business opportunities of offering "unique 

program packages attractive to the value-conscious consumer shopping in a very 

cornpetitive market" He then brought up the process of change and his conviction that !he 

organizationai need for a "collaborative, research-oriented, decision making process has 

never ken  greater." Given this, he said that it would not be surprising to find the roles and 

expectations of al1 staff beginning to change as a result of this project. The economics of 

the situation were simple; more spending on daries ,  resources and benefits depended on 

the generation of more capital. 

Corporate or organizational learning was the manager' s next topic. The first aspect 

of this was stated as "documentation" of pst projects: to provide a historical conrext for the 

on-going evolution of the cumcuhm. The second aspect was the sharing of innovative or 
experimental classroom work. The manager concluded ~s section of the report by stating 

that the gathering and andysis of information was at the heart of any change process and 

that they had to try to bnng what they were doing closer to what ehey said they were doing. 

The report continued by citing action research as the guiding princi pIe and process 

driving the mode1 of development that had been undertaken. A definition of action research 

from Allwnght and Bailey's Focus on the Language Classrmm (1991) was included. This 

definition described the cyclical process and the participatory, collaborative and self- 

reflective nature of its approach. The goals of action research were stated as "acheving 

Local understanding and developing viable solutions to problerns." The manager took this 

up and said that the initial focus for change should be an intervention in which the staff 

wou1d be "working together to reflect on and improve their practice." This intervention 

would be chosen on the bais of three criteria. "(a) allow for easy success, (b) answer a 

basic need, and (c) allow for the continuation of a group process and understanding." 

This section of the report closecl by stating the need for an overall strategic pian 

whch  "accounts for both the process of evolution and the evolution of process." 1 t was 
not necessary to change everything at once, but it was important to incorporate the group 
process and be aware of the interrelatedness of aspects of curriculum. 

The data in the analysis section of the report came from data collection described 

earIier in chapcer four of this study. Document analysis, previous practice, demographics, 

cIass observations, Ievel meetings, the first questionnaire, the workshop and observations 

fmrn staff questionnaire cornittee meetings were the major sources. 



Sorne comments were made in t h s  section that add to what was descri bed in 

chapter four and are of interest here. Future directions of the department envisioned 

expanding opportuni ties in spite of fiscal resûaint in other paris of the College. There had 

been a steady increase in visa student enrollments over the previous five years. Most of 

these were from Pacific Rim countries with growing numbers from Mexico, Central 

Europe, and South East Asia Developing partnerships within the College and with outside 

organizations was another stated prion ty. 

The teacher assessment and peer observation project was said to be in hiatus and 

some of the concems identified by teachers in these discussions were listed. These 

included: "group work, student centred leaming, balancing formai and informal approaches 

to learning, developing group interaction in writing and self-editing activities, and engaging 

passive students." 

The report's conclusions were divided into those concemed with process and those 

concemed with content. With respect to process, it seemed that the teachers placed a high 

value on working together and were capable of adapting to the proposed changes. There 

was concern expressed about adding responsibility to part-time employees. The staff 

questionnaire focus group seemed to have achieved some successes in terms of group 

dynamics, but there were questions regarding the whole staffs ability to generate and 

manage controversy and to engage in appropriate conflict resolution. 

Student roles in the program was the first major content theme mentioned here. 

Sources indicated a rnovement toward a more leamer-centred cumculum amongst the staff. 

Differences between visa and resident students and the need for better placement tests were 

related issues. 

The process of developing goals and objectives would have to be better understood. 

The staff would participate in this as the current project continued and they would also have 

input into the yearly process of seuing goals and objectives that was required by the 

College. 

Many issues revolved around the theme of cumculum. It was said to be inflexible; 

it limited teachers' choices with respect to lessons and materials. Related to this was the 

pressure of time and material load. The conception of cumculum as syllabus that seemed 



to underiie the thinking of many staff members was mentioned and also the broader 

conceptions of curriculum chat some staff members had expressed throughout the 

development. In parhcular, the report mentioned the controversy over the place of culture 

in the program and the lack of context for social events such as the Christmas party and the 

student newspaper. 

The report here also mentioned problems teachers expressed with texts and gaps in 

the program. The data indicated gaps in the teaching and leaniing of basic skills including: 

grarnmar, sentence structure, pronunciation, and vocabulary. 

The manager and researcher ended this final section of their report with a num ber of 

recommendations. These were divided into staff development and corporate leanllng, and 

c ~ c u l u m  directions. Included with the recommendations were exarnples of activities that 

could be undertaken to implement or maintain them. 

Recomrnendations relating to staff development and corporate learning supported 

continuai learning in the areas of curriculum and organization development. Research and 

the development of research skills were supported. Involvement of staff in future 

deliberations about institutional goals and objectives was also recomrnended. 

Cuniculum directions recomrnended for the department included: moving toward a 

more learner-centred curriculum; action plans to make the cumculum more flexible and 

responsive to both student and teacher needs; developing a role for culture in the 

curriculum; developing a new placement test; exarnining the differences between visa and 

local students; setting criceria and identifying new texts; and investigating language and 

content programrning (including the possibility of using College computer labs). 

Staff Ouestionnaire Report 

Anaiysis of the second staff questionnaire was undertaken by the four teachers in 
the staff questionnaire focus group and was dvided into the seven areas of the staff 

questionnaire: skills and interests; theoretical assumptions; roles and relationships; student 

needs; program and cumculum; and teaching practice. 



Skills and Interests 

Staff responses to questions in this area revealed a great d d  of knowledge and 

expertise that the staff could bring to curriculum development. Teachers expressed interest 

in pursuing professional development in a variety of areas of Teaching English as a Second 

Language. Positive interaction between students and teachers was a central motivating 
factor in teachers' jobs; they also found the opportunity to try out new ideas to be 

stimulaung. 

The report Iists limitations of the job related to financial concerns such as lack of 

paid preparation time; salary levels; and lack of job security and benefits. Pedagogical 

concems mentioned were: class size; being bound to texts; arnount of material to cover; and 

time spent marking. 

Theoretical Assumptions 

Teachers' answers to these questions showed a great deal of respect for the 

experience that adult learners bring to their classrooms and their abiliy to learn and apply 

metalinguistic knowledge. These students were said to need both direction and support. 

Their outside lives had an impact on their leaming as did individual learning styles, 

expectations, and preconceptions. According to the report, the staffs answers to questions 

in this area promoted "an individual needs-oriented approach to instruction that is practical 

and systematic." 

The teachers in the department generally fel t that the classrmm should have an 
atmosphere of respect, safety and opportunity for interaction. Academic language 

instruction was generally understood as the teaching of the language ski11 areas and learning 

strategies that would prepare students for coIlege or university studies. Content focus and 

activi ties similar to college and university courses were supported. 

Roles and Relationships 

The staff questionnaire focus group reported a great deal of enthusiasm on the part 

of the staff for projcct work, planning materials and informal discussions with colleagues. 



There was dso "an opemess" to team teaching and planning lessons together. Only 
planning materials and informai discussions were activities frequently engaged in by many 

teachers. Attributes identified as crucial to successful coilaboration were flexibility, 

willingness and compatibility. Other job commitments and the rnorning/afternoon split in 

scheduling were cited as reasons for the infrequency of collaboration. 

Areas where managerkacher collaboration was deemed essential were: needs 

assessment; setting g d s  and objectives for the program; coilecting, finding and evaluating 

rnaterials; and professional development Student involvement in several of these areas 

was considered equally important. 

Not al1 of the data for this question was mentioned in the staff group' s report. 

Further analysis of this question concerning areas of responsibility for cumculurn 

development by the researcher shows more of the staffs feelings about these roles. Hiring 

teachers was seen by most to be primarily the manager's responsibility. In addition to the 

list above, specialty teacher's roles, counseIing students, and ensuring continuity in the 

program were thougfit by most respondents to be the collaborative responsibility of the 

teachers and manager. 

Seven respondents thought that assessing teachers was a collaborative effort 

between the teachers and the manager. Five thought that it was the responsibility of the 

manager alone and hvo thought that tacher  assessment was best undertaken collaboratively 

between -chers and students. 

Most teachers felt that selecting and grading content, devising learning activities and 

designing materials were collaborative responsibilities of teachers. Instructing leamers was 

seen as the responsibility of individual teachers. Half of the respondents thought that 

lesson plans were the responsibility of individuai -chers alone and half thought that 

teachers should work as a group to design them. The rnajority of teachers in the 

department felt that teachers and students should collaborate in the processes of analyzing 

class needs and monitoring student progras. 



Student Needs 

The repon divided student needs into academic and non-academic. 1 t found general 

agreement arnongst the teachers that visa and 1 4  students had different needs based on 

academic background, goals, tirne available for studying, and motivation. 

The acadernic need most often cited by the staff as not adequately provided for in 

the p r o g m  was in the areas of listening and speaking. Learnîng strategies to prepare for 

further studies were also identified. Teachers felt that programming constraints restricted 

their ability to meet the individual needs of students. Some snidents seemed to need a 

slower pace to Iearn concepts and focus on particular skills while others needed or wanted 

an accelerated pace. 

The report stated that many teachers felt a need for the department to offer 

opportunities and resources to meet students' non-academic needs. This area of need also 
revealed the greatest differences between visa and local students. Factors listed were: age 

differences; work and fami 1 y commi tments ; isolation from others ; communicative needs; 

and purpose for study. 

Program and Curriculum 

Teachers were reported to have found the winter and spring semesters too short to 

cover the amount of material in the syllabi. They found the text-based approach too 

restrictive. I t  aliowed for little Canadian content and local culture was not adequately 

addressed. The syllabi were not responsive to snident needs; allowing little tirne for open- 

ended activities encouraging independent leaming or extra work on weaknesses in 

particular ski11 areas (snidents failing in one area wuid fail the entire level). Students were 

very marks oriented and tended to feel that only tacher-directed activities were valid. 

There was not enough communication between levels about content 

Placement testing was seen as weak in testing oral skills and so an inadequate 

discriminator at lower levels. Testing between levels was suspect as teachers at di fferent 

levels were perceived as having different standards of evaluation and there was uncertainty 

as to whether students were king adequately tested for the next level. Type and quantity 
of gramrnar testing concemed several of the respndents. 



Among the other issues in this section of the staff questionnaire group's report was 

class size. Teachers found the ideal number of students to be between twelve and eighteen. 

Teachers requested a greater nunber and wider variety of professionai development 
opportunities and professional resources such as joumals. Requests were aiso made for 

material resources such as maps, clocks and bulletin boards. 

Teaching Practice 

Activi ties that teachers reprted valuing and using frequently included: pair o r  small 

group work; informal assessment; setting and correcting homework; conversation and 

discussion; reading textbooks; authentic reading; academic writing; and process writing. 

Most frequently reported discrepancies between activities thought to be useful, but used 

infrequently were: videoing students, contact assignments, debates, field trips, 

pronunciation activities and bringing in guest speakers. The staff questionnaire group 

found these to be communicative in nature and time consuming to organize and execute. 

Teachers were stated to be employing diverse techniques touching on the four skill areas of 

reading, wri ting, spealung and listening. 

There was reported disagreement amongst the staff as to whether classes in the 

department mcdeled, or  should model, college or university classes. Elements that teachers 

reportedly found emulated these hnds  of courses were: "group and pair work; student 

workload; regularity of testing; and the expectation that students dernonstrate critical 

thinking skills, independence in leaming and time management skills." Elements different 

from college or  university classes were: "a more student-centred approach; more student- 

tacher contact time and the camaraderie that subsequently develops; and, at the lower 

Ievels, the need to develop skills and suategies students can use to cope with university 

classes." 

Other "extemal factors" that the report mentioned whch teachers found to affect 

their teaching practices included: non-movable desks, restrictions regarding use of wall 

space, fluorescent lighting, heating, air circulation and sealed windows and the need to 

change classrooms during a term. 



The staff questionnaire group found the central limitation of their snidy to be "that 

teachers have differing conceptions and /or lack an understanding of some of the key terms 

and concepts that were addressed." Additionaily, there was some misunderstanding 

created by the wording of some questions. The role of students was missing from this 

questionnaire, but it was thought that this might be addressed with the amalgarnation of the 

staff and student questionnaires. 

Recommendations made in this report were placed into categories of professional 

development, collaboration, prograrn and teaching practice. 

Professional development activities listed by the group began with an initial process 

of sharing and exploring an understanding of concepts to reach a common startmg point. 

Creation of a glossary, discussions regarding beliefs, and a workshop were listed as 

possi biii ties. Accessing and s haring staff expertise was the second recommendation here 

and possible activities to facilitate this included: bimonthly staff meetings with individual 

teachers leading discussions on topics of their expertise or  interest and the creation of teams 

to explore methods of improving teaching practice. Thirdly, the report recommended that 

teachers become more aware of cumcular possibilities. Possible activities listed were: a 

follow-up workshop with the original presenters; small action research projects; and use of 

a common text such as Nunan's A Learner Centred Curriculum ( 1989) as the basis of 

classrmm practice. Finally for this area, the group cited a need for staff to learn techniques 

for collabrating, negotiating and conflict resolution. These could be provided by 

workshops from the College's counseling centre. 

The report States that a collaborative process "involves change in thinking, not just 

change in practice." To  this end, they saw the first step in promoting collaboration as 

sharing and open discussion of the information contained in the report to facilitate decision 

making by the teachers conceming the next steps of the project. Collaboration between 

teachers and the manager was seen as essential; it was recommended that the manager 

participate in level meetings at least twice a semester. Teachers needed more regular level 

and cross-level meetings; communication between shifts also needed to be better. Team 

teaching was encouraged and several possible methods were offered. Student roles needed 

clarification and a negotiated cumculum was promoted. The report recommended that 

teachers explore student input into other areas of the prograrn such as "self-monitoring and 

progress evaiuation, grouping learners, assessing and hiring teachers, etc.." 



The staff questionnaire focus group said that they found long term change in the 

program difficult to envision at such an early stage of the process and that it would be 

presumptuous of them to assume a particular direction before collaborative staff g d s  had 

k n  defind. They therefore made recommendations for "particular and poten tially 

irnrnediate changes" in the department' s program. The first recoinmendation and "a prime 

focus for change" was "flexibility in meeting individual aoidernic needs." Options offered 

included: modules with a focus on particular ski11 areas; additional courses in areas such as  

conversation and cornputer skills; strearning of students by either content or time spent 

studying; night classes; and incorporation of Canadian content. Recommendations 

concerning non-academic needs of students included: an orientation for snidents; the hiring 

of a student advisor to organize social activities; facili tating increased contact ktween 

students and native speakers; and inter-level activities such as a forrnaiized peer tutoring 

system. 

The report recommended that the department identify the constraints on change. 

The limits of change in such areas as class size, length of ciass, arnount of material and pay 

had to be identified. Physical plant issues Iike air, niles against use of wall space and 

immovable desks were listed here as constraints as the staff questionnaire report asked that 

attempts be made to negotiate these with building administration. 

Finally in this section, the report recommends that placement tests include other 

elements such as aurai/oral and reading components. The group also asked for a written 

statement by students about previous English classes they have taken and their purpose for 

atiending the department. This information could be placed on an initial assessrnent sheet 

and passed on to teachers. 

"An atrnosphere of openness and trust arnong teachers and a willingness &O share 

and experiment are essential elements to effective curriculum change." This staternent 

prefaced teaching practice, the final section of recommendations in the sraff questionnaire 

focus group's report Here the group recommended that teachers examine their classroom 

practice in tems  of its theoretical base; theory behind any chosen curriculum would have to 

guide classroom practice. Formal and informal discussion amongst teachers in the 

department regarding theory and practice would facilitate continuity and consistency in 

programming. Teachers should explore the rasons behind their having identified activities 

as useful, yet infrequently practiced. Informeci pedagogical decisions about materials used 

was recornmended above textbooks or tradition acting as a syllabus. 



In the conclusion to their report, the staff questionnaire group thanked the teachers 

for their effort in completing the questionnaire and said that they hoped the staff s ideas and 

concem were adequately represented They provided a statement of their own feelings 

regarding the process they had undergone: 

The development of the questionnaire and the wn ting of this report was indeed a 
collaborative process. If collaboration is a mode1 [the depanment] hopes to adopt, 
we can attest to its worth. In fact, we think the interaction among the group 
members contributed significantly to our deliberations in writing the analysis and 
the recommendations. Although it was considerably more tirne-consuming than an 
individual effort, the insights gained through sharing made the process invaluable. 

Student Ouestionnaire Report 

The student questionnaire group reported that the student questionnaire had k e n  
adrninistered in the spnng semester of 1993 and focus group interviews were conducted 
with different students in the winter semester of 1994. Raw scores were calculated and 

separate averages were calculated for al1 visa students, resident students, and by level. 

Teachers had k e n  asked to send at least one visa and one local student from each level to 

the focus group interviews and students were asked more detailed questions to verify the 

data fmm the questionnaire. The studen t questionnaire group sought students' opinions on 

a num ber of topics including curriculum, teachng methodology, extra-cumcular activities 

and language slalls. 

The report first anaiyzed the overall results of the questionnaire and focus groups. 

The fïrst question was about student goals alter leaving the program. Seventy eight percent 

of visa students and sixty eight percent of local students said that they planned to study at a 

pst-secondary institution. 

The main reason for choosing the department as a place to study was because 

someone had personally recommended the program to the students. Follow-up in focus 
groups on this question showeû that visa students were interested in transfemng to credit 

programs in the College and locals said that the department had a good reputation for 

university preparation and that it  was recognized as k ing  more "advanced" than other 

available programs. 



The third question asked students to rank order language skills according to how 

important they felt they were. The report found the following order for visa students: 

writing, listening, reading, grammar, speaking, and pronunciation. For local students the 
order was: speaking, listening, grammar, reading, and pronunciation. Focus groups 

revealed that vocabulary skl ls  and speakmg skiIls were considered equally important, and 

in some cases mutually dependent. Al1 groups asked for increased conversation in the 

program; many seeing this as a ski11 to be practiced with the teacher rather than with peers. 

When asked to order skilis according to how much time they felt was spent on them 

in class, al1 students were said to have ranked the skills in an identical rnanner: grarnmar, 

writing, reading, listening, speaiung, and rhen pronunciation. Question number five asked 

snidents how useful they felt small group work to be and sixty percent found it useful and 

interesting. Some students expressed problerns with incorrect speech patterns and friction 

due to different cultures and opinions when working with peers in groups. 

Students reported that they spent an average of mo hours per day on homework. 

The majority of respondents to the questionnaire were reported to want another hour of 

homework, but focus groups did not echo t h s  desire. 

Eighty percent of students surveyed found testing in the department to be 

satisfactoqf. Reading texts were generaily found to be informative, interesting, and 

appropriate for the designated levels. The report also mentioned that negative comments 

were made at some levels. Focus groups supported the questionnaire findings in citing the 

grammar texts at levels five and six as providing unclear explanations. 

The most useful activity for improving writing was seen by the students surveyed 

as written comments from the teacher. Multiple d d t s ,  mode1 compositions, talkmg with 

rhe teacher, journals, and the numbered markmg system were reported as effective. Peer 

editing, however, was regarded by several students as useless. 

Visa and local students were said to be equally wilIing to participate in extra- 

curricular activities; the majority responded to the question with a cautious "maybe." The 

biggest inhi bi tor for both groups was money. Addi tionall y, local students had problems 

with time constraints such as jobs and family. 



The final question on the questionnaire asked students for comments or 

suggestions. The most comrnon complaint was that there was too much pressure on 

teachers and students to complete course material in the allotted time. Longer class days or  

sernesters were suggested. AH levels requested more pronunciation and conversation. The 

focus groups wanted a greater reinforcement of the "English only rule" in their classes. 

Visa students generally complained that the fees were too high. Students wanted teachers 

to be available to help them after cIass, during break, or during specified office hours. 

They also wanted an option of either morning or afternoon classes for each level. 

The student questionnaire gmup asked the student focus groups to define "academic 

English." Students in Ievels two and three were reportecl to have "little familiarity with this 

vocabulary ." The report mentions sorne examples: "Students said academic English was 

for those students w ho don' t speak English or  those who reall y wanted to learn. Some 

saw it as English for university or for preparation for higher levels or for professions." 

Students from levels four, five and six defined it as: "a systematic study of English that 

included formal grammar, and which had a strong em phasis on wri ting and TOEFL 

preparation." The report quoted the student representatives from level seven: 'To be 

prepared for college and university, by k i n g  able to communicate with other peopie and 

learn from them. To  use al1 the skills well: reading, wnting, speakxng and listening." 

The report went on to list level by level results; these will not be reported here. 

Some conclusicsns and trends that the group found from its analysis were set out in the 

section on recomrnendations. The most notable trend was that the number of students with 

academic goals increased at the hgher levels with the most significant increases coming at 

level four for visa students and level five for local students. This was said to "fit the 

profile" of a student in the department The report also noted a discrepancy in student 

perceptions about time spent on specific language skills. The students felt that teachers 

spent the most tirne in ~ h e  classroorn on grammar; grammar was listed as first onIy at levels 

two and three in tenns of importance to students. 

From the data, the report found two major themes for which it offered some 

recommendations. The first theme was conversation; students were asking for more work 

on this skill. The report recornrnended that the cumculum be changed to one that 

ernphasized al1 Ianguage skrlls equally. Another option presented was dividing the program 

into "Academic Preparation" and "General English" streams. 



The second theme mentioned in the report came from the focus group interviews. 

This ivas time: "length of classes, length of the semester, as well as time with the 

instructor." Students felt that there was too much pressure to rush through material without 

enough time for questioning or processing. The report found support among students for 

full-time classes and a longer semester. Both of these ideas were endorsed by the snident 

questionnaire group. The group also recommended paid time for teachers to be available to 

meet with students outside of class time. Some study of the financiai implications of any 

such change was recommended before proceeding . 

The final section of the snident questionnaire report was one of procedural 

recommendations. Rior to any further gathenng of data from students, the student 

questionnaire group recommended involving a testing consultant in the process of making 

questionnaires. They sought a wider representation of students in focus groups and 

brought up the possi bility of using a "neutrai" facil itator and/or student to lead the groups. 

Closer timing between focus groups and administration of a questionnaire would allow the 

same student population to participate in both and thus "more accuratel y corroborate the 

initial data." 

Relevant questions from the staff questionnaire could be incorporatecl into funire 

student surveys and "vocabulary" should be included in questions of importance of skill. 

The student questionnaire report's final recornmendations about process concerned 

information about students. The group pointed out that valuable information could corne 

from an "intensive, on-going, folIo\v-up on al1 students." Future curriculum planning 

wodd be assisted by more detailed records of factors that contributed to goal achievernent, 

dropout rates, levels of student satisfaction, and employment/educational stanis. 



APPENDIX # 5 

DE-BRIEFING INTERVIEWS 

The researcher conducted individual follow-up interviews with thirteen staff 

members and the manager. The interviews were conducted during the winter term through 

to the fall. Those interviewed inciuded al1 of the cornmittee members (except one who was 

unavailable), one tacher who had piloted the staff questionnaire and one who had yet to 

participate in any cornmittee work 

The questions were designed to elicit responses that wodd generate discussion 

around the participan&' feeling for the curriculum project and the collaborative p r m s  chat 

i t had entailed. Some overlap in themes generated by the questions was planned for to 

account for respondents' possible varying interpretation OC questions. I t  was in fact often 

the case that answers to one question were clarified by those to another or that respondents 

retumed to an earlier question as they thought of something they wished to add to their 
response. Data here are summarized and presented according to the themes that arose frorn 

participants7 responses. 

It should be noted that respondents often had more than one response to a question. 

Since the point here is not an attempt to quantify answers, this should not be a problem. 

Previous work done on the project, however, was IikeIy to influence some responses and 

so atternpts were made to point this out where necessary without compromising anonymity. 

The ferninine pronoun is used for al1 of the teachers as this was easiest and helped to 

pro tec t anonymity . 

1.  What roles do you see yourseif taking as the curriculum process evolves? 

Curriculum Development Stages/Processes 

Eight respondents described their future roles in terms of stages or processes of 
curriculum developrnent. One member of botfi the student questionnaire focus group and 

the god commi ttee said that she was interested in the "current phase" of the project. She 



said that it was important to have very clear and explicit theoretical underpinnings before 

moving into any further syllabus change. She had done graduate work in needs analysis 

and had considered an anaiysis of the different needs of visa and local students within their 

program as a topic for her master's thesis. One mem ber of the goal commi ttee said that she 

was interested in g d s  and objectives. She had studied program development, 

implementation and evaiuation in her master's pro- and was still interested in these. 

Two respondents mentioned interest in setting objectives; one also talked about 

setting up syllabi. The other was interested in "what we' re gonna do in the classroom" and 

wanted the cumculurn to meet the changing needs of the student population. Two 

respondents, both members of earlier focus groups and the goal committee, were interested 

in implementation: one was also inkrested in "setting up classes." A member of the goal 

committee said that she could see herself on a cornmittee exarnining the direction of the 

department. This would be an on-going evaluation to be sure that needs were k i n g  met. 

One member of both the snident questionnaire fcxus group and the goal committee wanted 

to help "corne up with a plan on how to go about developing curiculum" and was willing 

to "participate in projects." 

Feelings about work done on the project 

As a prompt to begin the interview, some respondents were encouraged by the 

researcher to talk about their roles in the project up to that time. Six in particular discussed 

their roles in the project. 

Three mernbers of the student questionnaire focus group discussed their 

involvement with that task. Two of these were also on the goal committee. One said that 

she had not particularly enjoyed doing the questionnaire, but that it had k e n  her idea in the 

first place and she derived some satisfaction from having it completed. She still felt that the 

difference between visa and local or immigrant students presented the department with 

conflicûng needs that should be investigated further. She said that i t had taken six to nine 

months before anything was done with the student questionnaire, but the student 

questionnaire focus group had not b e n  prepared to put in rnuch more time on it. Group 

members had each been willing to spend v w n g  arnounts of time working on i t. 1 n 

contrast, another rnember of this group felt that they had not had enough time to do the 

student questionnaire properly. She relt that the process did not fairly represent student 



opinion and that much more information could be gleaned from the smdents. The third 

respondent from the student questionnaire focus group was still interested in the student 

questionnaire and believed that there was a large discrepancy between student and tacher 

views of student needs and that these needed to be reconciled. She found that the 

discussions staff were having tended to be about the teachers' questionnaire and said that 

she would like to get students more involved. 

Two members of the staff questionnaire focus group found that they had other 

commitrnents preventing them from fully participating in the project' s next phase. Both 

said that they intended to participate in the future. One said that she found the process to 

have k e n  a Long one and that "sometimes you l e m  things that you don't want to leam." 

She said aiso that there had k e n  difficulties planning suitable meeting tirnes because 

everyone seemed to be very busy. The other felt both a strong academic and personal 

attachment to the process. 

We worked on that ... very, very hard and very, 1 think, very welI as a group. And 
when we finished it at the end of March, it was aimost as if we were ... um, we had 
produced something. We had given birth to this thing and we fel t a lot of personal 
attachment to it. But we had gone through over six rnonths, um a long process of 
questioning, of feeling each other out. Of..um..of redly asking in-deprh questions 
about what do you really do in your classroom? And so we had h o m e  a loosely 
knit group of um ... ah, the staff questionnaire group." She added, "Having k e n  
involveci in the staff questionnaire, un, and seeing and feeting the collaboration and 
the effects of that collaborative effort that went through there, um, i t  was a very 
positive experience, that one, urn, 1 want that to continue, because 1 think that, 
especially over the last year, ah, the staff at [the department] has becorne much 
more of a unified force, urn, there always seemed to be sort of diverse elements 
within the , um staff. You know, people with different directions, different, ah 
foci. And, um, over the lasr year we have a cornrnon ground for ... for discussion 
and for focus. And, um, 1 want to be there. 

Once the report was finished, this respondent found that some of the staff were 

asking the staff questionnaire focus group what decisions had been made and what they 

wodd be implementing in September. The group's point had been that they could not say 

what changes would be made as the process was supposed to be collaborative. Other staff 

members read the report "to varying degrees of involvement" and seemed to want to move 

on or start something new. The staff questionnaire focus group, according to this 

respondent, felt that the issues they had brought forth in their report were not addressed as 

thoroughly as they had expected. She said that there seemed to be "little feelings of elitism 

cropping up" and decided that she had to reassess her role at  that time; to let others 

experience the process and explore their ideas. 



So 1 thought to myself, now is the time to si t back and reall y listen, and really 
observe the rest of the staff and w hat are they reail y thinking? What do they reall y 
want? Because we had gone off on our own littie trip. And, um, we produced a 
product But the other people on staff were not involved in that process. And they 
have to have their own process to corne to a point 

She did not want to perpetuate the notion that the steering committee were an elite group. 

The above respondent dso said in response to this question that her master's degree 

had been "in curriculum" and that she was interested in the teachmg of reading and wri ting 

at lower levels. She taught uirivenity courses related to teaching these skills. 

One of the newer participants in cornmittee work on the project had just begun to 

participate on the goal committee and had ini tiall y k e n  reluctant to take on the task "But 1 

didn' t think I had anything to offer that goal cornmittee and then when 1 got there I found i t 

really interesting ... actually I got a lot out of it ..." 

Researc h/Readi ng 

Five respondents mentioned their interest in keeping up with research and looking 
outside the department for information and direction. One said that she felt that past work 

in practice and theory rvas k i n g  set aside and the staff was "starting dl over again"; she 

saw her role as "reading what I cm." Another said that she would like to see each staff 

member on a cornmittee to do readings and summarize and present them. She saw herseIf 

as a researcher. 

As stated earlier, one respondent said that she was interested in continuing work on 

the student questionnaire. She also recalled a meeting where she criticized the staff for 

tending to be "insuiar" and not paying enough attention to research. 

One of the staff questionnaire group was interested in action research and had 

already carried out some research in her own classroom. Che respondent, w ho had not 

been on any of the cornmittees, said that she was interested in classraom-based research. 



Theory and Practice 

This question elicited a nurnber of responses that broke down d o n g  theory-practice 

considerations. T wo staff questionnaire focus group members and one student 

questionnaire focus group member were not as interested in dealing with the theoretical 

aspects of the process as they were in "taking active roles," dealing with "fact," or "getting 

down to the nitty gritty." One said that she was "bumt out" on theory after having recently 
competed her master's degree. 

One goal commi ttee member said that she was "a pretty concrete person." Another 

respondent said that interactions in meetings were good, but she would like meetings to be 

"more practical." 

On the other hand, one of the student questionnaire focus group and goal committee 

members said that she was "interested in al1 kinds of things philosophical"; not so much in 

particulars like where does the verb "to be" corne into play, but the "overall thnist of the 

program." 

A rnember of the goal committee felt that there was a "dilernma between theory and 

practice" and stated that they needed both. She said that it was up to the teachers to be 

testing the theory and providing feedback on it. 

Constraints on Participation 

Three participants fel t that their future participation might be restricted by various 

considerations. One was not sure that she would be worhng in the department in the faII. 

Another said that she would choose to pamcipate i l  she saw the process going in a direction 

that she wanted to contri bute. A third found that her participation would depend on how 

much time she had "to donate to this cause" as she was busy with other paying contracts. 

S he fel t that there might be a "little bit more positive response if people are k i n g  paid." 



Questioning 

Two respondents characterized their roles as questioning and chailenging. One said 

that her favourite mIe was that of "devil's advocate." Another was interested in "making 

sure we ask al1 the politically incorrect questions" in order to examine their assumptions 

and to "make sure that everything gets a fair hearing." She believed that a better product 

wouid corne out of weIl managed conflict A third respondent descri bed herself as "an idea 

person," helping to make sure ihat the department did not "get off track." 

Participation as a Means of Control 

Two of the respondents said that they wanted to participate b u s e  they wanted a 
Say in decisions that would affect them. One was cautious as she had seen changes in 

education come and go and hoped that change within the deparmient would be flexible 

enough to accommodate individual teachers' personalities. 

Waiting to Participate 

One participant, not direct1 y involved in any of the committees, chamcterized herself 

as having enjoyed the process from "the fringes" and said she had k e n  "holding back until 

things get deeper." She was interested in the skill area of reading. Another respondent 

who had not been on any committee felt that she had not had a chance to participate more 

full y. She said she had foilowed the manager's tier system and had chosen a lirni ted 

participation at that time. but that nobody had ever talked with her about it. 

Teaching Roles 

Six respondents were asked about or discussed their roles as teachers and any 

changes that they had noticed in these roles. Two said that their roles had changed to that 

of "facilitator"; there was no reference as to when or why ths  change had taken place. One 

of these also charactenzed her role as often k i n g  one of "traffic cop"; trying to organize 

and direct classroom activity. Another responden t said that teachers' roles are constant1 y 

evolving. One of the goal committee and student questionnaire focus group said that she 



did not see limits on the roles of teachers. Teachers should be looking at the outside 

picture as well." 

One member of the staff questionnaire focus group said she thought that her 
perspective on her teaching practice, more han her role had changed as a resdt  of tkis 

project. She described tierself as more aware, more critical or evaiuative of what she did in 

the classroom. She saw things from a more gIobal perspective. She said that she did not 

thnk fier role as a teacher was limited to the normal traditional roIe as deliverer of content 

Anorher member of the staff questionnaire focus group descri bed how her anal ysis 

of discrepancies in her own questionnaire between what she did and what she valued had 

causeci her to add learning strategies and contact assignrnents to her pracUce in the 

department. She undertook her own action research projects and had her students do 

presentations in other classes. S he said that another teacher also tned a similar, but les  

ambitious project 

Other Comments 

One of the goal committee members commented that people had put in a lot of extra 

work on this project and were tired at this time of year. A member of the student 

questionnaire focus group and goal committee said that she Ioved doing the questionnaire 

and had learned a great deal from the students about their needs, cultures and backgrounds. 

She said that she found the project work co be "very informative" and that she got a "wealth 

of information" from her colleagues. 

Manager's Role 

One of the staff questionnaire focus group mentioned the manage? s role as a source 

of difficulty. She found the "ownershp issue" to be a r d  problem. She found it 

confusing and disruptive that the manager started out setting himself aside from the group; 

letting them do whar they wanted; and later joined the group and decided that their work 

was not good enough and needed to be changed. She thought thai the situation eventually 

sorted i tself out and "in the end his participation was fabulous and 1 r e d y  enjoyed i t." 



Manager's Response 

The manager was asked two questions conceming his role in the project When 

asked how his role had changed, he said, "One thing that' s changed 1 suppose is that I'm 

not gonna be able to get away with unilateral decisions much any more." In some respects 

he felt his role had not changed at ail as he clairned to have al ways acted on the assumption 
that his role was the way he wanted it to be al1 dong; that is, "point man for initiating 

change" and making sure that the process of change is directed in some way. He found the 

term "facilitator" to be overworked. but appropriate. He described his role as having 

become "a bit more focused." His impression was that the nature of change and cumculum 

renewai had become clearer to the staff and that that had more clearly defined his role 

within the process. He thought that the atrnosphere was calmer as the staff were "a litîle bit 

more cornfortable wi th the amorphous nature of the w hole ihing." 

When asked what roles he saw himself playing in the future, the manager described 
two facets of his job. O n  the one hand, i t would always be his "neck on the block if things 

go off the rails." He had to acknowledge that the department was "nested in a hierarchical 

stmcture." This role would not change unless the College adopted a new land of 

management stmcture, which he didn' t see happening. On the other hand, within the 

department, he could see his role as becoming even more of a facili tator or participant. 

This change would occur to the extent that his role wi thin the College would allow. He 

saw others as taking more responsi bili ty for direction of things like cuurriclum, books and 

other such decisions where he felt he had no special status. His job would be to oversee 
the process. 

2. What benefits has this project brought to the [department]? 

Uncreased Professional Dialogue 

Seven of the teachers' responses to this question mentioned increased discussion, 

questioning and dialogue amongst the staff, particdarly professional discussions, as the 

major benefits to the department. They also mentioned collaboration, sharing and openness 

as benefi ts arising from the project One respondent put i t this way, "1 t' s given us dl a 



focus and we're talking more, um we're sharing things more. We're more open about 

questions and concerns." Another said, "1 think it has made the teachers talk a lot more 

about, not what they're doing, but why they are doing it" 

While stating that improved communication was a benefit of the project, one 

respondent expresseci feeIing frustration at times with people who wouldn't "speak up." 
Another said that better communication allowed them to p i  their ideas and s o  improve 

their teaching. A staff member who hadn't participated in either of the questionnaire focus 

groups commented that people now had a stake in the department and that they were al1 

required to do sorne contemplation. 

One of the student questionnaire participants and rnember of the goal cornmittee 

mentioned the value of questioning assumptions and k i n g  open to other ideas. She said 

that the staff h e w  that they were going to change and that it had been "a nice slow 

process" of "unfreezi ng." 'The time that i t' s taken doesn' t bother me because 1 think that' s 

a necessary part of implernenting good change." 

Group Cohesiveness 

Five respondents felt that the project had brought the staff closer together and made 

them more cohesive. One said that she got a chance to rneet and get to know some staff 

members who she had not really met because they worked on different shifts. 

Two respondents, one who also saw the project as having built cohesiveness, felt 

that it had created some divisions withrn the staff. One example given was the distinction 

between people wilIing to pamcipate "as part of their Iifestyle" and those whose 

participation was constrained by financiai issues. These issues were said to be legi timate, 

"but not aiways perfectly understandable to others." One commented that rnaybe this was 

just part of the process that they had learned. 

Awareness 

Four respondents mentioned increased awareness as a benefit brought to the 

department by this project One said that i t had @en some people a chance to voice their 



discontent about issues like unpaid preparation time and the excessive markmg load in the 

upper levels. Another said that there was a "slightly heightened" awareness of the 

students. She felt that this had also k e n  partially accomplished by the student newspaper 

and that while the students couid see that they could express their views, they had yet to see 

thar anythng would be done aboutit. One respondent said that she felt she was more 

aware of "the big picture" and how something done in an individuai classroorn fit into the 

rest of the program. Y et another teacher talked about the project having "opened the eyes 

of a lot of us in certain areas we hadn' t thought of before that we needed changing, 

adapting." In particulas, she said that it made them mure aware of student needs and the 

manager's goals for the program. 

Two respndents said that the project had caused the staff to re-evaluate themselves 

and their teaching goals. One said, "This is a very formai way to go through that process 

and really, ah, evaiuate what we' re doing and so that we can sit back and look at the data 

and redly dig Our teeth into it, so that's an extrernely important, um activity to be doing and 

probably it's been a long time coming for this institute." 

Other Comments 

One respondent said that the project put the manager in a better role; "one of 

colleague more than boss, which is something that he's wanted and something that many of 

us prefer." Another said that it  had given peopie a chance to have a say in detemining their 

roles. Y et another stated that the teachers were feeling better a b u t  what they were doing 

and that would translate into fostering and creating new things like the Mexican project. 

Other benefits cited by respondents included: the readings from the workshop; 

having the pnxess in place; recogmzing that there has to be parameters of proficiency 

within each level; and freedom and a willingness to create change so as not to be "stuck in a 

nit doing the same thng forever." 

One mem ber of the goal commi ttee said that she was a "loner" and that i t had k e n  a 

learning process for her to work with other people. She said that she had k e n  tallung with 

the manager about a book that she was reding on leadership. Of the staff she said, "al1 of 

us in that staff rmm are quite individualisûc and so how do we compromise some of our 

wishes and Our ways to the group? That's a tough one for us." 





September. He said that they had made a good start and had ieft i t in June wi th the 

understanding that they would pick it up again in September. 

3. How would you have improved the project as it has unfoided up to now? 

Time 

Eight of the teachers interviewed said that the project had taken too much time and 

two reported that others on staff felt the same. One said that she thought time was wasted 

in defining what was going to be done. To her the beginning was very slow and she felt 

quite frustrated. She was "a little more satisfied" with the way things were going at the 

time of the interview in June. She felt that they had finally gotten some action and they 
knew what areas to look at from the surveys. 

One participant frorn the student questionnaire focus group said that most of the 

teachers felt that tirne was wasted because no direction was set until the end. However, she 

also felt that many things came up while her group was doing snident interviews that they 

would have liked to change, but could not because of the time limi t She said, " there 

should be much more time and effort put into malung questionnaires." She thought that the 

second time around would be much easier if they were to do it again. 

One teacher thought that the project could have started with the goals and recalled a 

meeting where the manager had said that he had setiing program goals in mind from the 

outset. She thought that the experience was not bad, but frustrating. She liked to solve 

problems "in the fastest way." Another said she liked the "whole step-by-step process." 
Still, she felt the direction could have been stronger and the process more efficient. 

A member of the goal cornmittee said that the process "could have been a little bit 

faster" and that she was not alone in that She also said, "but 1 guess a baby's not bom 

over night. .developed and bom ovemight so ..." A similar sentiment was expressed by 

another respondent who had hoped things would move faster at this stage, but said that the 

reason they were not was because "other people are running with the idea." She also said, 

"And it is, after d i ,  less than a year, sa.." 



One respondent who had been on both the student questionnaire focus group and 

the goal cornmittee felt that more "release time" would have been helpful. She thought that 

the project had "stalleci" as the direction of the process had changed after the mission 

staternent and values statements to working on level guides and materials. This had 

deflected attention from the larger process and wasted time. She said that this project had 

picked up from where the mission staternent had left off. 

One teacher from the staff questionnaire focus group said that she had been 

fmsûated at ini tially k ing  able to "givt full-tirne to i t" and then other commitments had put 

her in a "tirne squeeze." She said, "1 like to get to the end point a little faster and i f s  been 

very good for me personally to slow down and...and let the thing bubble 1 suppose 

and...and, because that's the only way that people are going to be able to participate in it is 

to incorporate al1 the points of view and ail the thoughts ..." She feit that there was a point 

in the process where they were "Iost in this morass of stuff and you get past that point and 

it deve1ops into something." This she said was exciting. 

Three teachers stated that it was difficult finding times for people to rneet when 

somt worked morning shifts and others afternoon shifts. One suggested more structured 

meeting time. Full-time people working in the project might have made the pmject proceed 

at a better rate, but this would have had no effect on outcomes according to one respondent. 

Workshop 

Comments were made conceming the workshop by four of the respondents. A 

member of the staff questionnaire focus group thought that having it at the beginning rather 

than in the middle of the process would have helped staff to clarify their ideas before even 

starting the staff questionnaire. She said that there was a "whole bunch of confusion in 

analyzing because everybody came at it from different points of view" and there was no 

cornmon ground. Doing the staff questionnaire after the workshop wouId have meant that 

it "could be more specific to our program as opposed to as general as it was to d low 

anybody to use i t." She said that the process of anal yzing the staff questionnaires would 

have been valuable for al1 of the teachers; it "provides a lot of insight." She was not sure 

that the same kind of knowledge could be achieved with just meetings themsdves. 



A member of the goal committee thought that the workshop could have been more 

closely tied to the p r o j e c ~  She thought that "perhaps teachers are now loohng back and are 

starting to see the line between that day and the project." She said that the workshop was 

"sort of a theoretical based &y" and that was g d ;  however, some people on staff 
"haven' t thought in those theoretical terms and had difficulty attaching that up wi th the 

practicali ty of the course or our program." 

A m e m k r  of the staff questionnaire focus group thought that the workshop had 

been well timed. A respondent from the student questionnaire focus group said that the 

workshop had made them al1 really aware of the areas they felt needed to be included. Up 

until that point they ail hadn't really sat down and thought about it, s o  it "really focused 

everyone." 

Manager's Role 

Here one of the staff questionnaire focus group reiterated her feeling that the 

manager should have joined them as a full participant from the beginning rather than 

"stepping back." It  had caused her some anxiety, but had been resolved and was no longer 

a problem. Another member of the sarne committee said that in the beginning the manager 

"was really really having difficulty balancing between letting us go with it and giving 

direction, like it' s a fine line." She had felt some frustration at that and then he "jumped 

way over to the other side and gave too much direction and people felt, well, you know, is 

it us al1 together or  is it you telling us?" This she said had to h a p p a  because the manager 

was going through a process dong with everyone else. "And ah, we' re al1 discovering and 

so we just have to keep, 1 think, reflecting on the process and what's happening to us and 

why these things are happening and maintain that open communication, um to say, 'look', 

you know, 'this is how 1 felt and this is why 1 felt this ... wh .... How d o  you perceive 

that? " 

Defining Roles 

Another problem cited by one of the respondents was defining the roles of the 

participants. She feIt that roles might have been more specifically defined and that the 

manager's tier system had not worked very well. 



Student Interviews 

One respondent from the student questionnaire focus group and one from the g d  

cornmittee felt that the sample of stüdents interviewed in the locus group interviews was 

not representative of the overall student population. The student questionnaire focus group 

member said that i t had been difficul t to get students to volunteer and sometimes they did 

not seem to want to "open up to us because we were teachers." She suggested someone 

"more at their level" such as a university student could do the interviews. The goal 

cornmi ttee member said that i t was hard to get students involved for cultural reasons. The 

students had other expectations conceming their roles based on what they were used to in 

their countries of origin. 

Other Comments 

A respondent from the student questionnaire focus group said that the "mass of 

information from the staff questionnaire was tm much for that group to rhink through, 

although a lot of it was valuable." She thought that the questionnaire "could have k e n  

simplified to make the workload on them less and understanding what each teacher was 

trying ro say easier." She was still not sure thai they were "ail on the same wavelength." 

One staff member who had not been on a committee thought that communication could 

have been clearer. She joked that at times the steerhg committee almost seemed like a 

"secret society." She suggested reports after meetings and sometirnes opening doors to 

meetings so  that interested staff could attend. 

A goal comrnittee member said that she could not say how the first part of the 

project might have been improved because she had not k e n  involved from the beginning. 

She had felt rushed in answering the questionnaire because she wanted to d o  a good job. 

Another goal committee mernber said that sometimes she felt that the researcher had too 

much input and that they had ended up deferring to him too much, especiaily in the goal 

committee. Then she said she felt Iike she was contradicting herself because they did need 

information on  "what's happening." She said, "1 thought it was an excellent job, the whole 

idea of the..um, questionnaires and what not, so that we had more of an idea." She said, 



however, that "we never got to what we really had to do" and that "part of it stayed too 

much in the realrn of theory." 

Another staff rnernber reiterated somehng  she said earlier; that they needed to 

"explore what has been done by others." 

One respondent said that, "not everybody is wifling and happy to change." She felt 
that some had already made up their minds concerning the direction they wanted to go. She 
said that she wanted to make sure that they explored everything before they "go holas 
bolas." She said she had no predetedned direction in rnind at that time and thought that 
direction would arise fmm the data and "the sort of thrashing around thing." 

One sraff questio~aire focus group member thought that she couldn' t Say how the 

project could be improved. She said, "1 mean as. ..as it went dong there were points where 
people were feeling fnistrated or. ..or whatever, but 1 don' t think that you can say 

that.. . that you could change that or you could irnprove that because it' s our project and 
what happens to it  is us. You know, you ...y ou can't Say, 'We should have done this.' 

Because what happened is a refiection of who we are both as individuals and as 
professionals." 

Manager's Response 

The manager thought that they could only have done better if they had had different 

circumstances such as a full-time teaching staff, but that these circurnstances were out of 
their control. He said, "my only observation was that it could have happened more 

quickly, but on the other band, that initial step was huge and i t  probably took people time to 

get used to it so, in some respects, it was probably fine that it was slower." In the early 

stage he said that he and the researcher "figured out that we might have done that sort of 
initial introduction a Iittle bit differently." He said that he might have gotten involved with 

the student questionnaire people a little bit more. In the end "it al1 seemed to kinda corne 
out in the wash." As it was the first time they had tried it, he thought that they were 
allowed a few mistakes. 

Ln the coming year the idea would be to involve everybody in some fom or 
another. The manager said that he planned to send out a letter before the session began that 



would include a draft job description for the teachers. He would be sure to label it "draft" 

and intended to "open it  up a little bit" He said that the notion of what it meant to be a 

"regulaf' teacher came out of the full-tirne or lead teacher concept by default, so he wanted 

to get people talking about it and build in the expectation that everyone had to be involved 
even if it rneant simpl y reading one article a teim and reporting that back to the group. 

4. Once the program goals have been articulated, what would you see as 

being the next phase of this project? 

Implementation 

Three respondents explicitly siated that the next step should be implementing the 

goals. One said that she was a "squential thinkef' and that the depanment needed to "get i t 

going." Another thought that the goals should be implemented on a mal basis and 

commented that she found it fascinating how trends in education seemed to "lead one way 

and then another." She said she had gone back to university "because 1 was thinking I'd 

like to know exact1 y w hat' s happening now, what just happened and w hat' s coming in the 

future." 

Respondents sornetirnes seemed to imply that implementation should be the next 

phase of the project. One spoke of "bringing i t down to the concrete" or  to the levels. One 

member of the goal cornmittee thought that the goals had to be "incorporated" and then 

there had to be an on-going evaiuation of the syllabus. She said that they were di 

wondering what it was that they would "get to" and was impatient to "translate thrs into 

action." She asked, however, that care be taken not to "stifle the individuality of the 

teacher." What worked for her, given her personaiity, might not work for another teacher. 

She aiso thought that the depariment needed to determine how leamer-centred their program 
should be. 

One of the staff questiomaire focus group said, "To start with the program goais 

have to be related to what we do in the classroom, so some kind of anaIysis of what we're 

doing in the classroom and how that relates to the program goals and then ... and then 

changing what we d o  in the classroom." She thought that the manager had changed his 

roIe from one of colleague to "more of a manager" in the last few meetings and that the 



decision to work on program goals was "a bit unilateral." Some of the staff had agreed 

with the decision, but she had not. She said that many of the staff, especially those on the 

staff questionnaire focus group, "wanted to d o  a workshop on concepts and shiff like that, 
so we would have a common understanding." She thought that they might have trouble 

interpreting the goals once they were articdated and that they had to be articulated "in such 

a way that everybody has a shared understanding." Everyone had to have some input into 

what the goals would be and then they would analyze what they were doing in their 

classrooms to see what fit and what needed to be changed. 

Objectives 

Five respondents thought that the next step shouId be forming objectives from the 

goals that wodd  be established in September. One thought that relaring objectives between 

levels had to be "very collaborative." A respondent from the goal committee thought that 

the staff should follow the pnorities that had been agreed u p n .  She forgot what the 

second priority was and the researcher said he thought it was concerning tenninology. The 

respondent thought that they might start with terminology that arme from the goal 
staternents and that it was important "to get a terminology for the department" before going 

much further. 

A member of the staff questionnaire focus group said, "If we're looking at a sort of 

hierarchy, 1 felt that what had to corne îïrst was an agreement or a consolidation of Our 

theoretical base. Now that that appears is not a universal opinion. So the next tbing is 

goals and objectives. But 1 have a feeling that within that, there will eventualiy be expliat 

theoretical b a i s  or  foundations because they wiIl be implicit in the goals that are chosen. 

But 1 think that eventually they wilI be explicitas well." From that everything would fa11 

into place; "textbooks, organization of classes, of teachers, of construction of a system; 

whether it is modular or maintains the current system, or  whatever. It's Iike a shift, if you 

d o  one, then the rest of it al1 has to shift in place, or  i f s  out of kilter." She commented that 

textbooks had already been chosen and that that seemed to her to be "art before the horse 

hnd of thing." 



Other Comrnents 

One of the respondents thought that the staff should research interest areas related to 

the goals so that they could corne to some kind of comrnon agreement. 

A member of the student questionnaire focus group thought that they had to look at 

"particular skills" and "syilabuses." She said that she wouId like to see the students more 

involved. She also thought that the department needed d e s  for dealing with issues like 

late assignments. Another respondent thought that a w r e  group of full-tirne teachers would 

be a less cumbersome way of making decisions. She said, "democracy is a wonderful 

thing, but tme democracy j ust doesn' t work" 

Manager's Response 

In response to this question the manager said, "If by the end of June we have fairly 
well articulated level goals and objectives plus sorne indication of exit requirements, then 1 

think the picture is more or  less complete." They had had their mission statement and 

values statements for sorne time and then they would have the prograrns goals as an 

extension of those. Next they would have level goals and objectives; the manager thought 

that the term "profiles" might better describe what he meant. At that point they would 

know "what we have now." Then, in the year foilowing, perhaps they couid star1 talkmg 

about delivery change, or additions to the program such as a conversational cornponent. 

The manager said that he imagined that "irnmediate" needs would crop up that they would 

be able to deal widi a little bit better. Where the process would lead specifically was "sort 

of unknown." 

5. What are some things that might hinder the success o f  this next phase? 

Time 

Six respondents mentioned taking too rnuch time and overcoming time constraints 

as potential hindrances. One said that the staff were wiliing, but that it was difficult for 

part-time instructors to work out the logistics of finding times to meet and meetings over 



the lunch hour were inefficient and tended to lengthen the process. Another said that the 

project should not go on much longer "in debate forrn." 

Resistance to Change 

Four respondents mentioned resistance to change as an impediment One said that 

it was easy to agree to change sornething on a theoretical level, but a lot harder at the 

classroom level. She felt that it might be difficult for teachers to change their classroom 

routines even if they were found to be inconsistent with program goals. She thought that 

people who did not change would be risking their jobs. Another said that change might 

involve people having to d o  more preparation for their classes, which some staff might not 
be willing to do. Two respondents said that they had not noticed any major resistance from 

staff up to that point, but it was still a possibility. 

Group Dynamics 

Three teachers mentioned group dynamics as a potential problern area One thought 

that some people would have to open up and be honest; not saying one h n g  whife 

believing another. She thought that this would not be a problem, but would be necessary. 
Another respondent said that not everyone parùcipated well in large groups; she felt 

intirnidated herself and thought that larger groups could be unwieldy. 

A member of the student questionnaire focus group felt that group cooperation 

might be a problem, not because people disagreed, but because "a lot of the time they' re al1 

k i n g  so polite that no ideas corne forth." She also thought that there might be differences 

between the department's perception of needs and the teachers' perceptions. 

Money 

Two respondents said that money was not a problem; one stated that they did not 

need to be paid for staff meetings. One member of the goal cornmittee wasn' t sure how 
full-time positions would integrate into the project, but cautioned that it might be "touchy" 

if people were going to be paid to do a task while others were volunteering their time. 



Another goal comminee rnember comrnented that she fel t the staff had learned respect and 

trust for each other as a result of working on projects outside of the classroom. In spite of 

this, however, she felt that she was not paid in accordance with her education and 

experience and the work that she did. One member of the snident questionnaire focus 

group said that one possible obstacle to implementing some of the goals would be 

insufficient funding within the department. 

Cornmitment 

Two respondents felt that maintainhg sufficient cornmitment might be difficult 

One thought that this was particuIarIy difficuIt in the absence of noticeable changes. The 

other r d l e d  a meeting when the manager asked for vol unteers to si t on the goal comminee 

and said that the expressions on the teachers' faces reflected an attitude of "Oh, my God!. 

Not again!" She said that it was the end of the year; they were tired and burnt out and 

would not do anythng if they felt that "nothing was happening." 

Other Comments 

One of the staff questionnaire focus group mernkrs cited changes in stakeholders 

as a source of possible hindrances. Changes in staff, in student population, or in the 

College mandate were given as examples. She said that those on staff who had been there 

through the project, including the manager, would not let the project "die." She thought 

that there needed to be something in place for new staff in September. 

A student questionnaire focus group memkr thought that they would have a 

difficult time agreeing on definitions of things like "what consti tutes wri ting, reading, or 
grarnmar." She felt that they needed to look at the research and go from there and that 

everyone on staff should be required to do cumculurn work She thought that the manager 

had wasted time trying to do two things at once and that they should concentrate on larger 

issues of change and not "tinker" more with the levels. 



Manager's Response 

The manager thought that the same things that had slowed down the process in the 

first year, namely dealing with part-time, contracted people, would continue to be a 

hindrance. He said that getting the staff to devote tirne to the project was linked to how 

much extra money there was to pay them. 

Having the same people volunteering al1 the time might create an unofficial 

hierarchy amongst the staff which the manager saw as dangerous, but possi bl y 

unavoidable. He aiso thought that people might forget the information gathering step of the 

action research cycle, but he would be sure that they were reminded of that. 

Satisfying the "results oriented" people might also cause some difficulties. The 

manager thought that the staff felt good about the reports and that those invoived in the 

project definitely feit chat something worthwhile had been accomplished. People outside of 

the project groups might not feel the same and might be somewhat apathetic. He said that it 

was difficult for him to get a true picture of what people were thinking. 

6. What would you do to deal with these hindrances / obstacles? 

Time 

Eight parhcipants here responded to time as a hindrance or issue to be dealt with. 

One expressed frustration in trying to find the time to work on the curriculum with al1 of the 

material they were expected to cover in their classes. She thought that they had made 

things more rigid by trying to make changes "in bits and pieces." The): had tried to add 

new things to the syllabi without taking anything out. She felt that they were too marks 

driven and that this tended to sour the iearning experience for the students. She said, 

"we' re marking everything, but we're not exploring." One of the student questionnaire 

focus group thought that things had to keep moving with set deadlines and said that they 

could not "tinker" until the whole program changed. She said that they had aiready had 

difficulty chmsing texts. 



A member of the student questionnaire focus group and goal cornmittee thought that 

they should not spend tm much time "tinkering." She thought that half of the staff were 

pulling the manager to action, but that they should not rush thngs. They needed lots of 

"information flow" as t h s  was an important part of the "unfreezing process." In pamcular, 

she wanted more feedback from the staff questionnaire. She wanted more out of it and 

thought that some of the questions were bad, although she did recognize "timing and 

manpower hnds  of questions." Whereas she had earlier characterized the change process 

as linear, she now described it as cyclical with the staff constandy informed and given 

feedback. 

This respondent further stated that time was not a problem as long as it was paid 

time and that the deparanent might pay for work on a project-by-project basis. She thought 

that managing teaching and marking load was "picky stuff' and that they had dl learned to 

make thcir workload manageable. She thought that changes to things like that would corne 

from re-defining what they were as a department; "structural change comes out of a 

philosophy." 

Three of those interviewed felt that many of the problems of time would be dealt 

with by having full-tirne positions in the next semester. One of these was not sure how 

two full-time positions would work to solve the problems of time, especially since the 

process would still require a lot of input if i r  were to remain participator);. 

Two other respondents discussed timing; they said that the staff would be refreshed 

and have more energy after the summer break. 

Communication and Openness 

Four respondents talked about the need for openness, trust and communication. 

One mentioned it in the context of assurance of job security. Another talked about 

"promoting the dream" and cornmunicati ng about the possibilities. 



Regular Meetings 

Three teachers talked about the need to have regular staff meetings. One from the 

staff questionnaire focus group thought that "hit and miss" meetings over lunch were not 

productive. She fel t that longer, paid meetings on Saturdays might work better. Another 

from the same group said that regular communication, even "adminisuivia" from the 

manager, would be essential. She thought that meetings had to be as regular as e v e q  three 

weeks. 

Because what I've noticed is that our staff sometimes becornes divisive when there 
is a lack of information or when there is divergent infamation. And that we dl 
have to h o w  and i t al1 has to be open. And that whole policy of openness has to 
permeate the wfiole staff. Otherwise you start getting..um, littie backroom chit- 
chats and, you knoiv, whisperings and stuff Iike that; which is totally unhealthy 
for ... for everybody. Urn, so  that ... that policy of openness has to just, you know, 
eveyvhere, i t has to be everywhere. So ... setting up a structure of sharing, um, 
is As really important, 1 think. 

Another respondent felt that smail group work would get more positive results than 
larger, "well, say something k n d  of things." 

Money and Motivation 

As cited above, two staff members mentioned money in connection with the 

problem of tirne and with holding regular staff meetings. A third teacher said that the staff 

would not put in much effort unless they were reimbursed for their work. She said that 

there was some concern amongst the staff that they would be expected to do more work for 

the same amount of pay. In general, she thought that teachers have built up some 

resenment for being expected to do extra, unpaid work. She described her paid work on 

the student questionnaire focus group as a "simple exchange." 

Another teacher said that fier own personal b i s  was that professional teâchers were 

involved in this project because of interest, not money. 



Results 

One of the staff focus group members said that teachers h2d to be able to envision a 

goal. "What does it really mean for student performance or outcomes or  whatever. What's 

the pay-off? Not money-wise, bu i... but in learning." Another respondent recdled that the 

manager had said that he liked to "study out the gray, murky areas." She said that she was 

not that kind of person and needed deadlines and tangible results. A third said that they 

needed to set out clear objectives to know where they were going to end up. She said that 

she felt uncornfortable with "these land of cyclical curriculum development processes" and 

that most teachers are inherently g d d r i v e n  people. She felt that the nice thng about 

doing the student questionnaire was that there was somethmg concrete ihat she c o d d  and 

did quote from to other teachers. She added that she felt that many teachers were either 

relatively unaware of the student questionnaire or uied to deny the results because they did 

not agree with them. 

One member of the goal committee said that they had done a lot over the year, but 

that it was a long-term project and they had just started given the scope of the process of 

establishing a new curriculum. People wouid becorne tired unles  they saw some change. 

Other Comments 

One respondent said that she would like to have her own office where she could 

have some quiet time to reflect This she connected with having a full-time position. 

Another said that a full o r  ha1 f-day workshop to review where they had corne from and 

where they were going would help to orient new staff. She felt that they did not have much 

say when it came to government funding or  the College mandate. She thought that they 

might make it known to the r a t  of the College chat they were "going through a process of 

cumculum that is very interesting, very new, very exciting" and in that way help to 

continue external support. 

Manager's Response 

The manager felt that money would not k a problem as long as he could continue 

to satisfy his superiors that the money was k i n g  well spent. He thought that they would 



probably be able to get "a small team" of full-time teachers by January and that this wouid 

greatly assist in continuing the work that they had started. 

On "the hurnan side of things", the manager wanted to set up regular staff meetings 
during the lunch hour. These might be held once every three weeks. He said that he 

wanted to get a read on people's perceptions of the whole project and that face-to-face 

meetings would help a lot. He planned to build attendance at regular Ievel meetings to 

work on level objectives or  a level profile into his draft of the teachers' job description. 

At this point the manager returned to the first question about roles and said that the 

measure of the project's success wouid be directiy related to what happened to it when he 

stepped back The project had to "get a lire of i ts own." 

On the other hand, the manager said that he had also learned that expectations and 

description of the iask had ro be very clear and that the meetings would require guidance. 

He said that he was becorning more cornfortable with working out a balance between k i n g  

directive and letting the staff take direction. He felt that they were evolving as a group and 

that people were k i n g  more open. He had had a few "really intense conversations" with 

people over the last year about reIated subjects and felt that the project had evoked an 

examination of his role and management style. On the whole he thought tha~ he had to 

make the assumption that people were with him and hoped that they would at least find 

value in k i n g  able to have their say without fear. 

7.  Can you take me a little further on down the line and talk about the 

generai direction you would iike to see it take? 

On-going Change 

Eight respondents talked about an on-going process of cunicular evaluation and 

change. One said that she would like to see an on-going evaluation process that involved 

students and other concerned groups such as other deparunents in the CoIlege. Referring 

to her response in question six where she had rernarked about her dislike of cyclical 

cunicuIurn processes, she said, "That's the paradox; that you've gotta have something 



that's constantiy changing, ah but at the same time, urn feel that you're actually 

accomplishing a goal." 

One of the staff questionnaire focus group cautioned against ever thinking that there 

would be an end to the process. "Well ... um ... a constant ... still in a constant state of 

exploring and growing. Um, that we would never get to the point where we said, 'Okay. 

This is it. Didn' t we d o  a good job at the end? Um, that's, 1 think, prime." She could 

not say what the specific curriculum direction would be: 

Because if we have to hang on to that idea of collaboration ... um, 1 mean, the vision 
is is one of constant dialogue. Always, and of, um, constant renewal of our 
professional knowledge. Um, so 1 hope that there would be processes of ... ah ... of 
workshops, of new things, um, k i n g  shared with us, um, that we ... we can also be 
learning al1 the time. Um, but not for specifics. Not if we hold on to this whole 
idea of collaboration. 

A member of the student questionnaire focus group and goal committee said that 

curriculum change never ends. She did not want to prejudge anything, but wanted to make 
sure that they had explored everything. She thought that it would be very hard to move 

back to a process where the manager or an outside expert made decisions. She said that the 

project had given them a way of working together that extended beyond curriculum. "1 

think everybody wants to have a stake in, you know , what happens in their, in their 

workplace, um, and this was ... was a good way of providing that kind of satisfaction." 

One respondent from the goal committee said that the process would always be a 

cyclical one of change and evaluation and that they should be trying to implement some 

strategies in a few years. She said that some had k e n  implemented already for the 

Mexican project. A student had participated in the selection committee that hired the 

teachers for the project. This respondent had heard that some teachers were startied and 

stated that, although many on the staff had said in the staff questionnaire that students 

should have input into hiring, that input had never k e n  defined. She thought that the 

prograrn could be more modular and said that conversation and pronunciation were in 

urgent need of k i n g  addressed because they were lacking in the prograrn. 



Student Needs 

Six respondents thought that change should be based on student needs. Three 

specifically mentioned their interest in a learner-centred cumculum. One talked about the 

need for a mechanism for continually assessing learner needs. She said, 

Teachers have to define the pedagogical g d s ,  but students define long-range g d s  
and we.. we fit our pedagogical goais to meet their needs. So there has to ... there 
has to be some kmd of mechanism in place to advise and improve on the program 
goals and and the connection to the process. And maybe an on-going committee 
that looks at that once a year or every six monrhs or whatever. 

One respondent cautioned against throwing out structure entirel y and said that the 

department had not reall y deal t wi th the place of g a m m a  in their cuniculum. Another said 
that they had to be "careful not to go overboard kcause we still have to t h i d  that we know 

something about what we're doing." 

Four of the teachers interviewed fel t that the current program was not adequately 

meeting student needs. One of these felt that the program was not well-rounded enough 

and that it needed some cultural and athietic activities. One from the student questionnaire 

focus group and goal committee thought that cornrnunity needs deserved equai 

consideration. She also felt that the focus of the program tended to get lost in the day-to- 

day classroom work. "Maybe it's just me, 1 don't think so, but we seem to lose sight 

every semester of what you're actually there for, not just to get through the materiai." 

Another respondent from the student questionnaire focus group said that their program did 

not "help students adapt to the society very weil." 

A wide variety of classes for students ta choose from where they would "plug into" 

different levels by language ski11 was what one respondent saw as a possible future for the 

program. She thought that students were losing out in the current program because they 

were not at the same level with respect to different language skills within classrooms. She 

aiso said that she would like to see a totaily different physicd environment. She did not 

Iike enclosed spaces with a lack of oxygen and fluorescent lights. While she admitted that 

differences amongst the student population primarîly broke down dong the lines of visa as 

opposed to resident students, a fourth staff rnemôer said that the student population was 

constantly changing. She said that students also differed according to the Pace of studies 

that they might prefer. Some students did not have academic goals, but wanted to enter 



professions or business. She thought that some courses with a business or  social emphasis 

might be added to the program CO meet these needs. 

Three respondents recognized that the department had to focus on visa students as 

the key [O their economic survival. One asked if this focus would "close out" immigrant 

students. 

Other Comments 

Three teachers said that they hoped that changes to the program would make i t  more 

flexible. They thought that the program should allow for teacher differences, new trends, 

teacher creativity and, as one put it, a "sense of fun." One teacher thought that meetings 

between levels would "line the program up" so that the levels complemented each other 

better, nothmg was skipped and the students were getting an education that went "stepby- 

step 'til they' re done." 

Looking down the road, one of the respondents said that she would like to see 

everythmg they did applied. To her the final step was the classroom. 

1 think it's really important that what we're doing is going to get results, nght, that 
this isn't just another one  of these airy-fais. cumculum projects that, you know, 
we've been through al1 of these in different places, right, where money is spent and 
the cumculum is wntten and it is never lcoked at or touched by human hands again, 
right? An I...what 1 liked about this was 1 don't think that this is that kind of 
cuniculum project. I think it's the kind of curriculum project that's actually going to 
be used. 

She said that i t  was important in a leamer-centred cumculum to let the students know why 

they were doing tfiings and she saw parallels with the cumculum project. "In a way it's 

aimost like ive' re doing leamer-centred among ourselves now, aren* t rve? 1 mean it's 

dmos t  like we' re students again and we wanna make our cumculum learner-centred." S he 

said that the staff also needed information about why they were doing this project. 

This teacher thought h a t  there was some resistance amongst the staff, but that i t did 

not get voiced officially. She thought that some staff mernbers may have answered the 

questionnaire the way they thought it should have been answered rather than by stating 



wha~ they really thought or put into practice. She said that people were only open and 

honest when they did not feel threatened. 

When asked by the researcher if she saw the teachers expanding their roles in the 

future, one respondent further clarifieci her answer to question number one and said she 

thought most teachers on sraff already took on tasks such as counseling and heiping 
students CO becorne independent leamers. She thought that that aspect of the program 

should grow. 

Manager's Response 

The manager responded to this question by saying that a number of things affected 

what they did. In some respects this was detemined by the international marketplace; that 

was their "bread and butter." He thought that they might have a closer connection with 

credit classes in the College; at some point these might corne together with the core program 

in the form of sornething Iike adjunct classes. 

Other things, like contract classes, would likely corne along. The Mexican project 

had been set up with a view to piloting potential cumculum changes for the lwger program. 

At this point in tirne, the manager had nut seen the final report on that projet ,  but he had 

heard some things had worked and others had not. The collaborative process arnongst the 

teachers had worked very well, but was time consuming and labor intensive. The manager 

thought that the decision making process could have been more efficient, but that wodd 

just take experience. An attempted "ariificiai" separation of reading and wnting had not 

worked, but a new position had been created that had worked out very welI. This position 

was a "language in action" person whose roIe was to help the students "ger in touch with 

people in the community" and access information. The manager made it clear that rhis 

position was not filled by a teacher, but was in no way intendeci to replace a teacher. 

The manager emphasized that the current program was "certainly doing the job" and 
that international enrollment was growing. He thought that the more they could pilot 

changes outside of the core program, the better. When the researcher cornrnented on the 

notion of the teachers worhng on the Mexican project as "mini-managers," the manager 
said that one of his goals was to "give as many people the experience of sort of knowing 

what it's Iike on the other side of the desk." He said chat this went along with the whole 



idea of giving teachers a context for their classroom practice. His feeling was that 

reasonable people had to know why they were doing thmgs and that then they would either 

accept them o r  q u e  agatnst them for legitimate reasons. 

8. What did you learn or gain €rom your participation with your colleagues 

in this projeet? 

Shared Knowledge 

Eight respondents talked about how much fun it had been to work with their 

colleagues and how much they valued sharing their collective knowledge. Two of these 

commented on  how the project had brought the staff together in spitc of their different 

schedules and had promoted a level of professional discussion that had not been there 

before. One said, 

Between everybody there's jus& so much experience and knowledge to tap into and 
it was a perfect opportunity to ...j ust to ask about this o r  that area..I gained 
knowledge, their knowledge that 1 wouldn't ordinady get because we 
wouldn' t-.. We sit down at lunch. We sit down a t  coffee. We don' t talk about 
theory and methodology, problems and solutions. We. ..i t never cornes up, except 
for rare1 y, and it' s just a perfect medium to.. .leam from them and work with them. 

She felt that having more people workmg on problems lead to better solutions. 

One of the goai committee members commended the staff on their cornmitment and 

said that the project had brought out the knowledge and skills of the staff because they were 

no longer just in the classroom. "It was a very good process for a lot of people and 1 think 
i t strengthened a lot of different branches in us." Another member of ths committee said 

that she had learned her colleagues were a great group of people who were willing to learn 

and interested in "making this place go." She felt that they were a little discouraged by the 

speed of the process, but had the faith that "it' s going to al1 keep going fonvard." She 

thought that the stafr had corne together much more closely as a group as a result of this 

project, even social1 y. They had learned each others' strengths and weaknesses, whjch she 

thought was important so that they could help each other in areas of weakness. She said 
that they might need to l e m  to be more open with each other when it came to admitting 

weaknesses. 





A staff questionnaire focus group member said that she had learned a lot about her 

colleagues from anal yzing their questionnaires. She learned about their persondi ties and 

who she thought she could work with and who it might be more challenging to work with; 

this was useful "from a tearn-teaching or cornmittee perspective." She added, 

But I think really the knowledge was more about myself. Cause, like, 1 think other 
teachers' responses made me think more about m y own. Right And ... and become 
more aware of what 1 really understood or didn' t understand or, even in some ways 
to change what I...what I...what 1 believe. So, 1 mean it' s just a personai growth 
that 1 don' t think would've happened had 1 not done the staff questionnaire. The 
group had to really buy in to what we were doing 'cause it took an enormous 
amount of time and we did, 1 think ... ah ... And it was from that buy-in and that 
commitrnent that we ... that we grew as a group. 

The above tacher stated that she had "learned a bit about how to negotiate" and that 

one had to be flexible. 

You couldn* t be rigid in your viewpoints. And in some cases I*m quite rigid, so 1 
learned a little bit about negotiation and flexibiliry and ... and the value of that. 1 
mean we put in o u  recommendations, but learning how to negotiate was an 
important ski11 that al1 teachers needed to develop, but 1' m not sure that al1 of them 
have or will. But I think it's essentiai if this is gonna be ... 1 mean if it' s gonna 
continue from your project. 

She added, "It can* t just be assumed that you have a skill, 'cause most people don't in fact, 

have skills. Some people ... You can see from their answers, they're quite rigid. You 

know. And 1 might be viewed the same way in some respects, but nonetheless, al1 of us 

have to leam how to negotiate and resolve conflicts in a peaceful manner, or in a manner 

that works." 

Another member of the staff questionnaire focus group said that she had learned 

"personal growth things" such as patience and tolerance that were "intertwined with 

professional growth." She said that she learned that there was more than one way of 

looking at things and she loved the stimulation of hearing different perspectives on a topic 

of mutual interest. The researcher asked her what she had learned while making the staff 

questionnaire. She said that she had learned not to make assumptions, but to be clear and 

specific when developing the questions. She said that she had become impatient with the 

process of gathering data, but that she liked doing the research and the analysis. She said 

that she Iiked projects that "develop into something" and "working on things from the 

ground up." She also commented that she liked to be able to voice her ideas and thoughts. 



A student questionnaire focus group mernber said that she had learned that "there' s 

a lot of undercumnts going on here" and "how much people zen '  t saying rather than what 

they are saying." She said that what people said in private was not what they said at 

meetings. On a positive note, she thought that the staff were able to quickly come to a 

consensus and get things done. The staff, she said, were slowly feeling more comfortabie 

about saying what was on their minds. She thought that they were "jaded and wary from 

past experiences" and made a point of saying that rnany of these experiences took place in 

other institutions. She said that i t "takes a long time to change." 

Other Comments 

The above respondent from the student questionnaire group said that she found 

working with the students more valuable than working with colleagues. She said that she 

had changed her approach to the classroom. She thougfit that students had a right to say 

when they wanted more independence and when they needed more help. She said ais0 that 

the students made her realize the importance of conversation in academic studies. She 

thought that it was patronizing of some teachers to suggest that they knew what was best 

for their students. These ideas had originated with research she had done for university 

courses and had further evolved with her work on the cumculum project. She said that "to 

keep it dive," she had made sure that someone from the student questionnaire focus group 

had volunteered for the goal cornmittee; she had been prepared to do so herself had it k e n  

necessary. 

One respondent said that she had realiy enjoyed the workshop and would like to see 

hat hnd of professional development continue. She said that the "lingo-jingo of the latest 

catch-phrase" would come up and they would often find that they were already doing that 

sort of thing in their classrooms. She valued the opportunity to meet people from the 

university and said that they were "stimulating" and "inspiring." 

A teacher not on any of the groups said that she was stiIl waiting for her part to 

corne. She said that it had taken her twenty hours co complete rhe staff questionnaire, but 

that she appreciated the chance for introspection. She said, "1 don' t thnk 1 would have 

bothered to get that deepl y into i t if 1 hadn' t had the questionnaire." She also found the 

workshop valuable, but said that she did not think that everybudy liked the group work. 



She said that there had b e n  some confusion throughout as to how specific things like goals 

or  questions presented were intended to be, but that eventuail y this had k e n  sorted out. 

Another respondent who had not k e n  on any of the cornmitlees said that the staff 

seemed to share common interests and goals, but that she had been waiting on the fringes 

while others "wrestled" wi th issues like these. She said that the process was not over yet 

and that there was a lot more to gain. She had been "holding back until things got deeper." 

She said that she had " k e n  there before" and that they were not "at the heart of thmgs yet." 

There had not b e n  enough interaction. She was interested in decisions about what they 

were doing in their classrooms, not "vague cumculum goals." While she said that she was 
enjoying the process and was looking fonvard to seeing it develop further and in greater 

depth, she also thought that "experts" could have done things more quickly. Tirne had 

k e n  wasted with "vague, general, parenthood kinds of issues." 

Manager's Response 

The need for a diverse staff with different strengths was brought home to the 

manager by this project Hc said that the, "art and science of it for me is to recognize 

people's strengths and play to hem." Another belief that the project had strengthened for 

the manager was that expectations had to be made very clear. He said that things had to be 

pointed out, even to the point of bordering on insulting people "because you can' t make 

assumptions about what people understand your words to mean, which is quite ironic, 

considering that we' re in the language business and the communication business." 

The manager saw his staff as a group of hard-worhng people who "gave it their 

dl" and he wanted to convey his gratitude to them. He said that he had a much better sense 

of what people would do and whar they would not do. To him it seemed that the? would 

do just about anything. He said that he felt more comfortable about k i n g  directive at times 

and that he thought the staff were aiso more comfortable with this. 

June was a time when people seemed to the manager to be stressed out. He thought 

that the year had not ended on a pmicuiarly positive note and that it was hs job t o  see that 

things had a more positive start in September. He said that this project had provided a 

context "to hang things on," though this was still "pretty morphous" for some people and 



would need to be revisi ted Once the staff started to see the larger context, the project 

would gain a momentum of its own. 

9. 1s there anything that you wish to add? 

Three respondents had nothmg to add; a fourth just expressed the hope that things 

would start  right away in September. 

One of the staff questionnaire focus group stated again that she valued this process 

because she was hopeful that it would be different from other curriculum development 

projects in that it would change practice in ways that would benefit teachers and students. 

She said that she got a lot of personal satisfaction and fun out of it and had tned out new 

lessons in the past semester because of i t. She reported more informal discussion about 

lessons between teachen at the level she was teaching and with teachers in the level above. 

One of the staff questionnaire focus group said that she fel t fortunate to have been 

involved in this project and compared it to the birth of a baby. She had never worked 

anywhere that was "so dernocratically oriented." She said that she appreciated the 

researcher's input and that it was good to have someone other than only those in the 

department take part in the project. 

Another respondent said that she had overheard one of the teachers say that she did 

not like speaking up at meetings. This respondent felt the same way and said that she had 

to second guess what she said at meeting in order to avoid saying "the wrong thing." 

One teacher said that rhis way of working suited her style. She liked to feel that she 

had some control over her workplace. She had enjoyed the workshop and saw good 

professional development as a necessity. She cautioned against ''bandwagonism" and said 

that they had to sometimes reexamine their "mission" to see if i t had changed. S he had 

stated earlier that she saw the process of development as k i n g  linear; now she described it 
as: 

linear within a circle because thereT s lots of arrows on that linear thng ...g eneral 
environment is is what impacts most You can' t, you can' t go... yeah, rnaybe it' s 
just recycled. No, it' Il never go linear, 1 mean it' s probably like that. That' s how 1 
like it, linear, or spiral type of thing. 



The researcher was asked what he thought about the project by one rspondent who 

had been on both the student questionnaire focus group and the goal committee. He 

described it as king sirnilar to implementing a leamer-centred curriculum; the manager was 

the teacher and the staff were the students. The teacher said that that was exactly what it 

was like. The researcher comrnented on the level of tolerance shown by the staff and 

speculated that they might have k e n  afraid for their jobs. The respondent said that fear of 

johs had nothing to do with it, but that they wanted to find out what the s tudents' needs 

were and if they were meeting them. She said that in a lot of cases they found out that they 

were not. 

This respondent echoed an earlier response by another teacher and said that three of  

them were "on the team" initidly because they wanted to be in control of any changes that 

were going to be implemented. She said, "then as  time went on we saw how much work 

there was to be done and when you c m  be a part of the change, it' s just so much more 

satisfying and you Iearn so much d o n g  the way so, 1 mean like leaming about the people 

you work with." 

When the researcher explained that the original plan was for the researcher and 

manager to design and administer a questionnaire, this teacher said that the process was 

much better the way chat i t  had tumed out. 

A teacher on the goal committee said, "It's just that 1 think we have to remind 

ourselves that this is a very long-terrn project and that ... not to k c o m e  frustrated when we 

don't see things moving as quickly perhaps as um we had initially thought they would." 

She described the process as slow with impediments that had to be deal t with as they came 

UP. 

She did not think that people were frustrated by the pace of the project and 

cornnented that they only had a limited amount of tirne to give to it. She felt that the staff 

had achieved quite a lot over the p s t  year. M e n  asked if she felt the staff appreciated the 

scope of the project, she said: 

No, plus the fact that this is new to many people and it's a big project and we lack a 
l M e  bit of direction sometirnes. S o  we' re sort of feeling around in the dark, but 
once we latch on to, um a particuhr aspect or, or part of it, then we do quite well, 
but it' s just finding the new direction for every part of the project and then when we 



get that project done, we find a new direction, sort of and it's sort of ah..a 
branching system. But 1 can see where sometimes it's a Iittie ah frustrating to have 
finished something you' re proud of and then you start over again from that point 
and you say 'Okay, now where do we go with this?' And then there's this sort of 
fuzy pend for a little while until you get yourself oriented and then you go off 
again. 

This respondent felt that this process was a reality of many situations. She said: 

So probably that's a very good strategy to leam how to  deal with and as time goes 
on people will become better at solving those types of problems. So it's probably a 
very worthwhile thing for us to be invoived with, even though 1 think there was a 
little bit of fmstration expressed at some points throughout. But perhaps as we go 
on, that frustration will becorne less and l e s  as we realize that i t' s j ust a naturai part 
of this process sort of. As you g o  through it there is a time, maybe 1 shouldn't say 
of confusion, but a time of re-orientation, a time of re-direction, which 1 think is 
normal. 

The researcher asked if this respondent thought that the staff had enough of a 

feeling of success at what had been achieved up to that tirne. She said that she would thnk 
there would be no lack of positive feeling and pride. 

One goal committee member commented that it was "high time it happened." She 

thought that examining student needs was a weak area that needed more examination. One 
teacher not on a cornmittee said that she would like to see the process go faster and that the 

hardest part was yet to come. Another teacher, not from any committee or group said that 

she wished she had more time to participate, but that she was busy doing the Mexican 

project. She saiv the whole thng as "a very positive exercise" and said that there was "no 

stagnation here." 

Manager's Response 

The manger said that the project had happened at the right time. He thought that 

some people who were a little cautious a year ago might now feel more cornfortable. He 
talked about starting off in September with a summary of where they had k e n  and of the 

need to involve everybody. He said, "1 mean, 1 derive immense pleasure frorn somethng 

like this and ... and um, the people that ... like-minded individuals um . . .y ou just sort of, 1 

think you sort of generate your own enthusiasm." 



APPENDIX # 6 

FOLLOW-UP STATEMENT FROM MANAGER 

When 1 agreed to work on this research project, 1 hoped that our staff could begin 

work on  three things: (a) developing a non-text based, flexible curriculum, (b) introducing 

a systematic and consultative curriculum renewal process and (c) building a more 

collaborative work environment In my (admittedly biased) view, we have made 

significant progress in these three areas over the last three to four years. Some of my initial 

aspirations to establish a more 'flattened' organization structure have been ternpered by the 

cost recovery realities of Our situation. Cunicular and organizational change evolved 

unpredictabl y as other objectives emerged, forcing us to reevaluate our course. 

The most prominent result subsequent to the researcher's work is a new 

cumculum. The roots of that work are outlined in detail elsewhere. In the spring of 1995, 

finances pemitted the addition of two full-time, hree month positions whose purpose it 

would be to advance the curriculum project past the recomrnendations and priori ties from 

the Spring of 1993. During these three months, the two individuals consolidated the work 

that had been done to that point. The objective was to produce a curriculum that (a) had 
many of the gaps and overlaps removed, (b) outlined a principled transition through our 

seven levels in the four ski11 areas and (c) specified text neutral performance outcornes. 

After ths intense period of development work and consultation with the teaching staff, we 

implemented the new curriculum in September, 1995. 

At t h s  writing, we are working with the second edition of the original cumculum. 

The current version is based on a subsequent cycle of information gathering, consultation 

and action planning we undertook from September 1995 to June 19%. At  this writing, the 

indi vidual res ponsi ble for cumculum 'maintenance' is mm pili ng information for the 

1997198 edition of the cumcuium. 

The cluster of teachers at a aven level are responsible for meeting regularly 

throughout the semester and making recummendations for change. Since the 

implementation of the new cumculum, the focus of these meetings has k e n  to develop 

common tests. Needless to Say, there were many other 'kinks' in the document that 

required extensive discussion and debate. The first year required a tremendous amount of 

work and cornmitment. It is a tribute to the teaching staff that we succeeded. 



As an organizational unit, discussion and debaîe are the nom. There are regular 

staff meetings (every three weeks) and at least one or two full day workshops which 

involve the entire staff. The cumculum co-ordinator (a full-time p s i  tion in its second 

year) is responsi ble for maintaining a stnictured and infomed overview of each levelfs 

activities. For expedience, many of the decisions in the traditionai administrative areas 

(e.g., finance, scheduling, office management, admissions) are made through consultation 

arnongst the small administrative team. 

It is gratifying to scan the list of pnorities laid out in a May 1993 memo. We have 

implemented action plans on al1 fronts. To accomplish this, we have k e n  forninate that 

our modest financial success has permitted the addition of exua staff, remuneration for 

meetings, a cornputer lab, and new cumculum initiatives. This year (1996J97). we have 

focussed our attention to teacher evaluation and professional development. We set three 

goals: (a) revise the current hiring process for teachers, (b) develop and pilot an evaluation 

process for new teachers to the program and (c) begin giving shape to an annual 

performance appraisal scheme. Rojected for 1997J9û is (a) the piloting of the new 

performance appraisal scheme and (b) further project work on professional developrnent. 

Stay tuned. 
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