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Development and education are two areas of concern for governments, inter-governmental and
nop-governmental agencies today and the two processes have been specifically linked and inter-related
in three main ways, at least within the industrialised market economy nations of Burope, North
America and Australizsia:

i. the introduction of a study of development as a social process, either as a special subject
or area of study or as a part of normal subjects and disciplines in formal educatation at all levels;
ii. research into development problems, either in 'pure’ or 'applied’ forms, in some cases
combined with or parellel to courses of study, either as inter/multi~disciplinary endeavours or
within existing disciplinea, ia_institutions of higher education and/or research;

iid. a variety of studies and programs, with the common aim of increasing individual awareness
of development issues and often framed within a wider program of action or aqtionfresearch, involving
and directedltdwarés people in non-formal edugational situatidns, initiated especially by non-

I3

governmental organisations (NGOs) and agencies,

A fourth, and it {s maintained here specialised, formulation is konown as 'development education' in
Nortk America, especlally the USA, and refers to the study of and assistance to the development of

education in developing countries.

These three formulations and associated practices are often kept quite distinet from each
other. The first ranges from initilatives of individuval teachers who are personally concerned with
issues of development and who wish to introduce them into their classrooms, to the national program
in Sweden for the internationalisation of education. The second has two main streams: those
disciplines of which the study of developing areas is a specialised theoretical and/or empirical
focus (for example, social anthropolegy, sconcmics, geography), and research, especially under
contract to governments and agencies, often characterised under the rubric of ’&he gocial
respensibility of the university'.! The third has grown out of the public information campaigns
of agencies, often assocjated with fund-raising, but in the last ten years has been accepted by
some agencies and groups as an autonomous activity, often labelled 'development education’, and
some at least of these groups have attempted to promote development education not only in the

non~formal situation but within forwal educational institutions.

These three ways in which the study of development is undertaken formally and informally
ot only have separate institutional locuses, approaches, definitions of subject-matter and
characteristic methods for undertaking the task, but have developed historically within diffevent

frameworks and with distinctive rationales. However, in the second half of the twentieth century,
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developments within the international community in particular, which have focussed increasingly on
Third World, and mere recently international development, have given rise to changilng theories of
development, some of which take into account results éné evaluations of development practice. Debate
about and conceptualisations of education have also changed, and one strand has increasingly
emphasised education as a developmental, lifelong progess which in content and method needs to be
more directiy concerned with the preparation of the individual for participation in a future society

with certain broad characteristics.

The research reported here was a study of changing concepts of development and education and
of their inter-rvelatiouships, focussing on the formation of development education as an area of
knowledge and the variables affecting the different definitions and practices of it. It was a
comparative study of the forwation of this knowledge and the problems of legitimating it especially
for incorporation into higher educaticnal institutions, tegether with the changes it undergoes in

the legitimation process.

OBJECTIVES

Relating directly to the foregeing, the objectives of the research were:
i. to trace the formatign of the concept of development educatibn and Eo.eiucidate thé
effects of different social contexts 6n the ways in which it ié conceived and préctiseé;
ii. to examine the changes which deﬁelopmeﬁt education undergees when it is incorporated
into the formal educational curriculum and to suggest reasons for these éhanges;
iill. to compare development educaticon in Australia and Sweden as case studies in ‘the

legitimation of educational knowledge.

Aims rather than precise hypotheses were cousidered more appropriate to guide the
investigation, since it was an attempt to gain a broad perspective on relevant facters for the
adoption and change of the knowledge used in education. The general guiding hypothesis was that
the knowledge which is generated and transmitted within an educational institution, formal or non-
formal, is shaped and legitimated by socilo—political and sconcmic ‘cortextual’ factors. These
factors operate internally within an Institution and externally through the interaction of the
institution with its wider social context. Insofar as the Internal and external fagtors afe in
- conflict, the outcome in terms of the educationzl knowledge is a key to the hierarchical structéré
of power and authority within which education is embedded. This is particularly seen in the
different interpretations and practices of developwent education in non-governmental agencies which
are part of an internmational parent organisation but working at a ﬁational_level; and in the changes

when development educatilon moves from a non-formal to a formal imnstitution.

THEORETICAL FRAMEWORK

The legitimation of educational knowledge is used here to denote those pracesses whereby
particular items of knowledge become accepted as suitable topics for study, including the methods of

study, within a particular institution or organisation. Recent writers have suggested that a key
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issue in the study of educafion ig an examination of the way in which krowledge is selected and
differentially distributed at various levels and between differeﬁt disciplines in formal educational
institutions.? This gives rise to questions concerning who makes the selection, how the selection is
related to the positions of power and authority‘of the selectors and their underlying aims, and what
implications this has for the crganisation of knowledge and the methods by which it is communicated

within educational institutions.

At their broadest, these questions are part of the elaboration of the relationships between
knowledge, education and society, including culture. Education can thus be conceived as a part of the
social system, while krowledge constitutes a part of the culture of a secial group. The knowledge
which is accumulated and passed on in different educational institutions represents a selection from
all available knowledge within a particular culture, the selection taking place at various levels in

the social order.?

The sociology of knowledge provides useful bases for examining the process of the
legitimation of educational knowledge. Firstly, the main insight of the scciclogy of knowledge is
that thought has a social basis. As Mannheilm stated, since thought is not purely individual, 'it
becomes clear that a large part of thinking and knewing cannot be correctly understood, as long as
its connections with existence or with the social implications of human iife are not taken into
account.'™ Applying this fosight te educational institutions, the question becomes one of the
particular definition(s) of 'human existence' which these institutions have been established to
transmit, and the social 'causes' and ‘effects' (commections/influences and consequences) of this.
This in turn is addressed to the first part of the relationship between educational institutions

and seciety, that of knowledge, education and power.

Secondly, as Schutz pointed out, "each of us has precise and distinct knowledge only about
that field in which he is an expert.'® Knowledge is shared by a social group anﬁ learned by members
of it: the question therefore arises of the extent to which a group determines, beyond the basic
necessities for life and communicatieon, what knowledge is necessary for group members to acquire and
whether or not there is a differential division of knowledge amongst members, the processes of
seleétion for acquiring specilalised knowledge, and the consequences for the group of this. In terms
of educational systems, it becomes an ewpirical problem to determine the authorities or groups
résponsible for establishing the structure of the division of educational knowledge and the processes

of selection of individuals for different amounts, types and metheds of knowledge acquisition.

The social basis and‘the social distribution of knowledge can thus be examined in
relationship to the various agencies involved in the transmission of knowledge.® Also; the
structure of power within those agencies, and between them within a given political and legal
unit, can be studied, PFurther, the social consequences of the basis and distribution can elucidate
some relafionships between knowledge and society, especially the locus of the generation of knowledge
the social lecation ef individuals with particular amounts and types of knowledge, and possibly

the socio-cultural, political and economic effects of a particular system of knowledge production
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and dissemination. A number of studies of this style, including eritical evaluations of the present
systems of education, have been undertaken.’ However, the problem posed by Young,® espectally
* concerning the empirical investigation of particular items of educational knowledge and the ways in

which they have been selected, taught and legitimated, is only now being undertaken.’

While it is suggested in the foregoing that the sociology of knowledge and the study of the
legitimarion of educational knowledge previde a broad theoretical framework for examining tﬂe actual
process of formation and legitimation of a particular conceptualisation of an avea of knowledge, it is
argued that the question of legitimation alsc involves metatheoretical questions. The relevance of
metatheory can be seen in the debates within the sociology of knowledge and of educatlon itself,

especially in the issue of the choice of research problems and frameworks for interpretation.

If education is viewed as a reproductive and reconstructive force in society, claims ﬁo
legitimacy of both the curriculum and pedagogy are based on the service function which education
plays in society.ig This approach to education has been under increasing criticism. Firstly, the
legitimacy of the social order which formal education perpetuates, is challenged.ll Secondly, through
a critique of educational inequality and in particular, the role of scheols in legitimating that
inequality through their provision of mebility for a few only leads to questicning of the individual

12 This also leads to a questioning of the gap between the legitimating idéologies

function of schools.
of a particular educational system, and the effects and products of that system.!? Thirdly, while the
wider society may be the primary source of legitimation for what goes on in an educational system,
including the ultimate sanctioning of its products in terms of the rewards offered or withheld for

their performance within education, the system itself also plays a part in legitimating the activities

of particular imstitutions and individuals within them.

It is arvgued here that the discernment and articulation of metasclentific paradigms provides
the elements of woridviews as models for sociow~cultural practice. It follows from this depiction of
paradigms that on the one hand, adherence to a metascilentific paradigm will inform the practice of
particular disciplines or sciences in their knowledge-seeking activities, and on the other haﬁd, will
guide the steering and management of society in which the knowledge is used since the paradigm, as a
legitimating ideology, provides models for social practice, It should thus be possible, at least in
ideal-typical terms, to discern both the elements of a particular metascientific paradigm in partiéular
'disciplines, and to discern or deduce the form and function of social'institutions based on the modelis

of man and society within the paradigm.

Relating the concept of paradigm to the theory and practice of education and the study of
educational systems in society, it seems that the positivistic metascientific paradigm has strongly
influenced the development of formal education in industrialised nations. This influence can be
seen both in the type of legitimate knowledge transmitted in formal education, and in the relationship
between education and society where education services the manpower needs of the dowminant groups in
society. Both the cultural and historico-political aspects of education have been negiected in
educational research and practice within this paradigm.l™ A hermeneutic paradigm cdan be discerned

within educational thought, especially in those theories which are mainly concerned with individual



development and child-centred schooling.!® There are signs, teo, of the emergence of a critical
paradigm, emphasising & model of man as active seeker after knowledge who, through reflection and
action, is able to participate in the process of history. This implies change in all levels in
society, singe institutions are inter-related and it is unlikely that changing education would
fundamentally affect society in the direction of emgneipation envisaged by the critical paradigm,

witheut parallel, and probably prior, changes in social decision-waking and legitimating ideologies.

Similarly, these three main paradigms can be discerned in development theory and practice.l®
Through the articulation of the metascientific paradigms and the adwission of the nermative as well
as theoretical aspects of the knowledge~seeking process, and through the recognition that a particular
paradigm for knowledge im social, cultural and pelitical life is applied through education, the
impilcations of the legitimation of a particular paradigm can be discerned. This discernment may
be a matter of fntellectual interest or a formula for action. It is maintained here that the critical
paradigm which incorporates Freire's concept of conscientisation as a shorthand expression of a
worldview of a liberated society can provide paradigms for development and for education. The
trefinement of these paradigms through reflection and action, and the examination of the implications
of a particular view of development and education for the whole of social and cultural life, is the
goal of development educaters. It can be predicted that insofar as etrher paradigms retain their
legitimacy, developmental and educational practice will not be greatly changed, but development
educaters will contribute to the sense of crisis, through the awakening of the critical consciousness
of people, that will challenge present legitimations and provide alvernatives for practice. The
formation of development education and its articulation with and into the critical paradign,
togéther witﬁ attempts to translate the ideas into practice, presents a case study of the
legitimation of edycational knowledge, and through it, of the legitimation of theory and praxis

in society.

METHODOLOGY

The research was multidisciplinary, in the sense that different theories and methodologies
wére used depending on the particular issue or aspect under investigation. While the work generally
sited within comparative education, that field is surrounded by controversies, problems and debates
which do not negate it as a useful framework, although the view is taken that, since the most
oprimistic perspective on comparative education is that it is 'an identifiable field of enquiry
which, in spite of its interdisciplinary character, has unique features',!? the methodology used
in other disciplines is more useful, Thus, the position is taken that the different paradigms for
social science and thelr respective methods provide perspectives. As Radnitzky points ént! ‘The
perspectives complement and mediate each other - provided one avoids totalizing any of them.
Metasclentific knowledge will develop in a process of tacking between these perspeerives [bf the

component parts of the system of science and its part in the larger system, science in scciety].”“

The first task was to investigate the range of concepts and practices which are uvsed in

the process of conscientisation, which was the basic characteristic of developrent education. This
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involved both an examination of those definitions and practices actually using the term 'development -
edycation’, and of other related ones, to establisk the variations in termineclogy and their
relationship to variationé in practice., This was undertaken in two main ways:

a. The literature was examined, including statements of aims and programs used by agencies and
institutions, as well as papers and conference docuwents which discuss the concepts at both a
theoretical and a practical level.

b. Personzl contact, through interviews, participation in meetings and conferences, and
correspondenée, was scught and/or maintained with a wide range of people involved in development

education., Information was obtained, and opinions gained and checked through these sources.

The procedure, then, incorporated an historical survey of documents from and about .organisations
and their conceptualisations and practices, in order to describe and classify development education
in NGOs and formal educational institutions. This was supplemented wherever possible by discussion
and/or correspondence, with individuals involved, for clarification, checking and additiecnal -

information.

The second stage involved the examination of contextual variables within wﬂich éevelopmenﬁ
education has bheen formed and legitimated. Through thé inciusion of both formal educational systems
and organisations of local, national.and international scope, it was necessary to distinguish two
sats of contextual variables, one for formal education and the other for the organisations. There
is some precedence in the literature for the identification of contextvual varijables regarding
pedagogical and curricular dévelopment and change iun.gemara]..}9 It is more difficult to analyse the
political process in educational éecision—méking, and a persistent problem has been tﬁe specificahion
of variables in a way which enables comparative research to be carried'out.zo However; bearing in
mind the fact that there iz a complex intefaction between contextual variables and Eetween theﬁ and
education, politics, econcmics, social organisation and movements, philosophy (especially epilstemology),
religion and ideology were considered relevant areas to attempt to specify, especially for the
identification of relevant aspects of these variables for educational change in the two countries
for which case studies were undertaken. The context within an educational system was taken to
include the structural organisation of the system as a whole and of the school and classroom within
it, the teachers and pupils who bring particular values, attitudes and expectations to the task, as
well as the 'message systems': curriculum, pedagegy and evaluation,zi which are transmitted. The
study focussed on the structure and organisation at the system level and on the message systems,

since the aim was to delineate broad features of two national systems, Australia and Sweden.

On the other hand, organisations and agencies have been studied less frequently, particularly.
in terms of educational programs.with which they may be involved, so the delineation of variables was
wore tentative, To sets of potentially competiﬁg ones exiét, especieally fér those agencies which
operate within a national context but as part of aﬁ internétional parent organisation. These sets are
the political, social, philosophical, religious and so on which affect to some degree any groups
within a particular nation, and those, predominantly pelitical and ideological, which come from the

wider contacts which periecdically at least are made for formulation and review of policy and programs.



The formation of these agencies, the factors bringing about change, including changing patterns of
recruitment of members, initiation of or response to changed methods of operation and rationales for
these, was explored. Also, the changing concepts of development and development assistance, and the
variitions at the national or local level in respomse to particular features there, was examined in
an attempt to discover the factors which determine the directions and characteristics of these

organisations and the resultant education which they practice,

The third stage, the study of legitimaticn of educational knowledge, involved an exploration
of the ideas which are considered to be formative for programs of education., In the case of formal
education, the exploration was limited to the ideas of the controllers of that education.”? Documentary
and oral evidence was used, and for organisations, similar investigations of the history and contemporary
philosophy aﬁd practices were examined. An important issue to bear in mind is the problem of
interpretation of values and of thefr combination within an ideology in a system which is foreign to
the investigator., There are twe aspects of this problem: the elucidation of the meaning of concepts
as well as of values when an educational and cultural system other than one's own is the subject of
investigation, and maintaining objectivity about one's own culture, A methodology was adopted which
was essentially qualitative, using participant observation, in which both documentary and oral
evidence as well as the investigator's observations were checked by selected subjects and cross—
checked with the written material inm order to obtain information which tried to 'picture the empirieal
social world as it actually exists to those under investigation, rather than as the researcher

imagines it to be.'Z"

SOURCES OF DATA

i. Non-governmental and international organisations. With the initial assistance of two long-

standing workers in internaticnal organisations, together with lists of member organisations,
nationally and internationally, of various development assistance groups, a number of organisations
were identified for contact ovn the basis that they had an educational program which was concerned in
some way with development issues. As the work got wnder way, further organisations were added since
each one has its own network of contacts. The following countries were included: Australia, Canada,
USA, UK, Austria, Belgium, Denmark, Finland, France, Federal Republic of Germany, Ireland,
Netherlands, Norxway, Sweden, Switzerland, and material was obtained in Engiish, Danish, Dutch, French,
German, Norweglan and Swedish. The countries were selected firstly, because they constitute thea
major aid-giving industrialised nations and secondly, because as far as possible some interviews

could be carried out, at least during a three-month period of fieldwork which covered Canada, USA,

UK, Denmark, Federal Republic of Germany, France, Netherlands, Sweden and Switzerland.

A total of 245 agencies ware contacted, including a number of UN and {nternational omnes.
Of these, interviews were carvied out for 70, the rest being contacted by mail for information about
their aims and educational programs — such information included descriptive brochures, minutes,

- examples of programs, and descriptions in other surveys.
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ii. Formal educational institutions. For these, the lavel of tertiary education was selected

as the major focus of attentiom, since it is at this level that the study of development is an
acknowledged aspect of some disciplines and newer, inter-disciplinary topic and area studies have
been introduced with development problems and developing countries as the specific subject-matter.
Also, higher educational institutions have been the target for international agencies, governments
and NGOs for commissioning research on development assistance programs, while it is at this, level
that the rhetoric of harmessing resources for international development problem-solving has been
specifically directed. On the aother hand, since develepment is a legitimate field of study in at
least some disciplines, ¢nd theories and methods for its study have grown within the dominant
.écientific paradigm{s), it could be expected that development education, as a new learning process
énd critique of current knowledge paradigms, would be most difficult te legitimate and would throw
light on the process of change when an area of knowledge is incorporated into formal educational

institutions.

Programs were identified in the aforementioned countries-which represented a range of
approaches to and fields of study of development, including teaching programs {undergraduate and
post-graduate) and research institutes. Information on the date of commencement of the program,
its relationship to the overall program of the department/institute, sources of funding, numbers
of people involved, aims, methods and evaluatiouns {where any had been made), for a total of 175
programs, of which 75 were obtained from a semi-structured interview and the rest from correspondence

and material in other surveys,2® was gained.

iid. Governments. Additionally, information was obtained from 45 government programs (20 from
interviews) in the fields of development assistance and development yesearch. This was undertaken
in order to obtain background information regarding national policles and emphases, since it was
hypothesised that these provide the context within which agencies operate and to some extent at
least, direct their activities, and also that the relationship between government and educational
institutions provides a framework within which teaching and research programs are stimulated orx

directed.z6

iv. Case studies. The coverage in the previous three categories was uneven, and no claim

to comprehensiveness is made. However, an attempt was made to represent the range of programs
which agencies, institutions and governments considered to be involved in some way in development
education, in order to cobtain an overview of the diversity of such activities and interpretations.
For formal institutions, precess, content aﬁd structural variables affecting the type of kno&iedge
and methods of transmitting it were distinguished; for agencies, the emphasis was on structural
and process variables affecting the type of program and the context in which it was carried out.
Comparisons were made of other internatfonal surveys of developmwent education in both institutions
and agencies. Limits due to lack of time {and money) in the field to carry cut comprebensive
interview programs, and the uvevenness with which correspondence elicited responses, further

hampered the work, altheugh it was possible to deal with material in a number of languages.







