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ABSTRACT 

This study has two dimensions to it. There is the methodology and the case 

study itself. A methodology is developed and then applied to the case stud y. The 

methodology for rerrospective deliberation is argued for and demonstrated to be 

a legitimate form of inquiry in the field of curriculum. The case study examines 

the procedures whereby a group of people set with the task of establ ishing a 

School Board developed an Education Program for the adu lt sectors of the 

educarional communicy. 

In the course of the case study it is demonstrated that the group developed a 

curriculum. The development process that is examined reflec ts the deliberative 

process of Walker's Naturalistic Model for curriculum development. The 

analysis of the data rreatment identifies the elements that cont ri bute to creating 

this specific milieu, that of Our Lady's Catholic College. These elements 

contribute to the micro and macro contexts and provide infom1ation which c:1n 

be used to draw conclusions at three levels. Facts emerge which are relevant ro 

the case it self, the region in which it occurs and to Catholic Education in 

General. Findings which concern the broad area of Catholic Education can be 

seen to apply to the region and to the specific case but it cannot be assumed that 

all findings which re late to the specific case case be transferred ro the broader 

levels of the region and Catholic Education in general. 
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PREAMBLE 

Throughout this study real names and identities have been altered so as to 

maintain confidentiality. Any person who seeks to verify data which is 

contained in this study but can only be accessed through the files kept by the 

educational institution which is the subject of this study can do so. The 

procedure to follow would involve contacting the Education Faculty of the 

Northern Territory University. In this way interested researchers can be put in 

touch with the writer of this thesis. Copies of the relevant material are kept in 

my files. However the College is prepared to make available to those bona fide 

researchers who so seek it, the original data referred to here. This data is in the 

nature of minutes of meetings, documents produced by the group and literature 

used as reference material. 
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CHAPTER 1 

INTRODUCTION TO THE STUDY 

1.1 INTRODUCTION 

School Boards have been pan of the Australian education scene since colonial times. 

Their i.mponance and function within the life of the respective educational institutions 

have fluctuated from one of absolute administrative power, as in the case of 

autonomous educational institutions, to no power at all, as in the days of parent 

council bodies which were simply figureheads of administrative power but held no 

effective administrative capacities. It is this situation, prevalent until the eighties in 

State and Territory Education Department schools, and other systems such as the 

Catholic Education System, which current government policies relating to School 

Boards seeks to address. 

Where the establishment of a School Board was once seen to be a local initiative it 

has now become an initiative of the Federal government which has been taken up by 

some States and Territories. The need for School Boards is seen to be general but the 

purpose and function of the Board tends to relate more specifically to the purpose 

and nature of the School. In the States and Territories which have opted for School 

Boards, Education Department schools are required to have a Board of Management. 

Independent School Boards can have a variety of definirial roles. The Board can have 

a managerial role, or an advisory role which is purely consultative, or it can have a 

role of assistance which is more generally interpreted as collaborative. In this study 

the effons of a particular school community to establish a School Board form the 

focus of a case study. 

.. 
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The actual case in study required examining the process by which an education 

program, designed to target the adult sector of the school community (i.e. the clergy, 

parents and staff), was developed with a view to having informed voters and 

informed nominees for elections to the inaugural College Board. This particular 

college, Our Lady's Catholic College, is a junior, co-educational high school, i.e . 

years 8, 9 & 10. The education program is a curriculum for community education 

and participation. It was designed to inform voters and nominees as to the purpose of 

a school Board and the nature of its operation. The first question to be considered 

was "Why have a Board?" Subsequent questions were "What does a Board do? How 

does it operate?" 

Another area of study which requires detailed development in the course of this case 

srudy is the methodology. The case in this study is a specific education program or 

cuniculum statement. In the course of this study it is intended to develop a rationale 

for the use of retrospective deliberation as a legitimate form of inquiry and in the 

process of researching within the field of curriculum to develop and extend the 

method. The context for the methodological development is the micro milieu 

(Schwab, 1969) of the establishment of this Board. 

1.2 BACKGROUND 

The following brief background statement to the events leading up to the case in 

study is meant to assist the reader in perceiving some of the relevant aspects that had 

contributed to developing this particular environment or in Schwab's (1969) terms. 

the milieu. It allows one to take into account some of the features wh.ich are unique to 

this case. 

In 1986 plans were drawn up to provide for a new junior high school. Our Lady's 

Catholic College in the diocese of Tropicana. There were several aspects of this 
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school which made it unique. Unlike other Catholic post primary schools in the city 

which were owned and administered by a specific religious order. this school was to 

be a diocesan, regional school. The proportionate composition of the staff was a 

mixture of lay female, male religious, lay male and female religious, in that order, 

with a male religious appointed as principal. At the outset of the school's foundation 

in 1987 there was discussion within the College community concerning the 

establishment of a College Board. The then Director of Catholic Education advised 

that this should not be attempted in the school's first year. In 1988 there was a 

concened effon by the Director of Catholic Education and the principals of Catholic 

Schools throughout the diocese to establish school Boards. Guidelines for the 

establishment of Parish Primary School Boards were issued. In the case of Our 

Lady's Catholic College there were aspects of these guidelines which , while 

appropriate for Parish Primary Schools, held little relevance for this panicular 

establishment One such feature was the role of the Parish Priest on the Board. This 

school was not a Parish School but serviced many parishes. The question of clerical 

participation on the Board was one that required detailed attention in the light of this 

particular context. Closer examination of the guidelines was to reveal several other 

less obvious areas which would need to be addressed. 

In September 1988. the principal of Our Lady's Catholic College invited any parents 

or staff associated with the College to attend a meeting with the intention of forming 

a study group which would examine the proposed guidelines for School Boards. 

These guidelines were issued by the Director of Catholic Education. Study sessions 

continued fortnightly until the end of term 4 1988. By February 1989 the group had 

lost some members and gained others. The group at this stage was given Interim 

Board status by the Director of Catholic Education with the specific tasks of writing 

the Constitutions and determining how to go about gaining Full Board status. 
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1.3 NEED FOR THIS STUDY 

In the normal course of events curriculum outcomes are documented and recorded. 

The process by which this has been arrived at is rarely on record for the purpose of 

examination or rationalisation. Walker (1973), Wise (1979) and Orpwood (1985) 

claim that there is a need for educational communities to be able to account for how 

and why educational decisions are made and implemented. 

There is a distinct need to demonstrate that education which encompassses the 

contexts of school and the wider community requires a curriculum design which 

allows for input from those groups most readily identified within each of the 

significant contexts. In this particular case the group involved in designing this 

particular curriculum statement was for the greater part drawn from the parent body 

of the school community. The target group for this particular education program was 

the adult sector of the school community, i.e. clergy, staff and parents. 

1.4 PURPOSE OF THE STUDY 

The aim of the study is twofold. 

a) It is my intention to show from the use of related literature that retrospective 

deliberation as a form of inquiry in the research process is a legitimate form of case 

study. As such it should be seen to have its own methodology, sequencing, structure 

and validity. 

b) By way of applying this methodology to the practical issues of curriculum 

development I intend to examine the process by which an education program is 

designed in order to target the adult sector of a school community. 
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It is expected that from this case study something can be learnt about approaching the 

task of community education in other Catholic schools around Australia. This could 

prove to be of wonh on two counts. One is the general capacity for Catholic schools 

to address the area of adult education in both faith development and the changes that 

occur within academic subjects. The other is the present need for schools to address 

the question of Boards. within their various establishments. The actual case under 

study is the course of events and deliberations leading up to the establishment of a 

particular Catholic College Board. A record of this process should assist others 

within Catholic Education who attempt a similar venture. The method used to write 

the thesis will reflect many of the constraints involved in doing case study, for 

example my own timelines, plans alterations, tense structure, and the use of personal 

pronouns. This style is thought to be a necessary pan of involving the reader in the 

process as well as the product 

1.5 ASSUMPTIONS 

There are a number of assumptions on which this study is based. 

a) The basic assumption is that parents are the primary educators of their children. 

From this assumption others evolve by consequence. One imponam consequential 

argument is that both Church and State have responsibilities to educate. Neither 

institution has the right to blatantly limit or deny parents their role as the primary 

educator. As a consequence, the school, be it a Church or State institution can be 

assumed to be an educational agent assisting parents in their inviolable role as 

educator. 

b) Another assumption crucial to this study is the idea that within a school 

community curriculum design is· not the exclusive domain of school staff with the 

student body as their object. There are sections of the school community other than 
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the student body which at different times have the need to be educated in changing 

aspects of the school life and its functions. Often there will be members of the school 

community outside of the staff body who will be best equipped to address such 

educational needs. 

c) The assumption that parents have a legitimate role to play on a College Board 

reflects the cun-ent parent participation discussion. It is essential that assumptions 

centring on parent participation are seen to arise out of the basic assumption that 

parents are the primary educators of their children. 

d) There is a funher assumption that within the context of Church the subject of 

leadership can be viewed outside of an hierarchical model and more explicitly within 

a model of subsidiarity. This assumption has its foundations in the Canons 204 and 

208 in the Code of Canon Law. The Code of Canon Law is the legal code which the 

Catholic Church applies to itself and to all those who claim membership within the 

Church. These two Canons, Nos 204 and 208, determine for all who have been 

initiated in the life of the Church, through the rite of Baptism, "genuine equality of 

dignity and action among all" and the right to contribute "each according to his or her 

own condition and office". 

e) There is also an assumption that conclusions and implications of this study can be 

presented at three levels thus reflecting Symes' (1977 pp. 54-55) analysis that there 

are three orders of theory in educational enquiry. The first order of educational 

theory that he proposes is of a practical, tangible and relevant nature. The second 

order does not touch on the practical but deals with the body of well tested facts in 

educational theory. The third order deals with general questions which cannot be 

settled empirically. In terms of this study the expected three orders of theoretical 

findings can be determined as follows: 

i) Findings which relate specifically to Our Lady's Catholic College. 
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ii) Findings that can be related to contexts that can be generalised for this particular 

environment, a tropical city in Australia, that is, some level of generality. 

iii) Findings which can be articulated for Catholic School Boards in Australia 

generally. 

1.6 QUESTIONS TO BE ANSWERED 

The flrst questions to be addressed in the course of this study are those that relate to 

the methodology of general case srudy. 

a) Is retrospective depberation a legitimate form of inquiry within the fleld of 

curriculum? 

b) As a methodology what will be the structure, sequencing and validity of 

retrOspective deliberation? 

Other questions relate to the case srudy itself. 

c) Does the case study stand up to questions concerning validity? 

d) What significant information about adult education does the case study provide? 

e) What significant information about the development of School Boards does the 

case scudy provide? 

1.7 DELINEATION OF CONTEXTS 

The development of the methodology occurs within the context of the case study. 

The case study is immediately seen to have several contexts which need to be taken 

into account. Figure 1 is a concept map which delineates those contexts. 
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EDUCATION PROGRAM AT OUR LADY'S CATHOLIC COLLEGE 
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1.8 STATING THE HYPOTHESIS 

The hypothesis is twofold: 

1. It is legitimate to use reflective deliberation as a form of case study in the 

examination of curriculum design. 

2. The examination of this particular case srudy will reveal three types of 

information. They are: 

i) That which relates specifically to O.L.C.C. 

ii) That which can be generalised for this particular city 

iii) That which can be articulated for Catholic School Boards 

generally. 

1.9 SIGNIFICANCE OF THE STUDY 

The significance of this study is that it is conducted at a time when the establishment 

of School Boards is a major endeavour across Australia (Ministerial Paper No.1). It 

is also occurring at a time when significant questions such as those raised by 

Orpwood (1985), Degenhardt (1989) and Rogan and Luckowski (1990) are being 

asked in the field of curriculum. These writers question the relevance of presently 

stated theory and the actual practice in the area of curriculum design. 

Within Catholic Education the topic of School Boards raises many questions which 

challenge long existing assumptions concerning authority and leadership but at the 

same time these questions can be found to have a sound basis in theology and 

organisational theory. 
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1.10 DEFINITIONS OF KEY TERMS 

The following terms are used in this study and may require explanation within this 

context. 

CURRICULUM A plan prescribing how education might be carried out in 

practice such that learners and teachers are provided with the 

means of attaining specified educational goals. (Fielding & 

Cavanagh, 1983) 

DISCIPLINE 

COMMUNITY 

A branch of learning or instruction with well defined 

boundaries. (Q.E.D.) 

A group of people having a set of characteristics in common - in 

this case study the common characteristic is involvement with a 

specific educational institution, namely, Our Lady's Catholic 

College. 

POLffiCAL That aspect of activity which requires a comminnent to put into 

action that which is espoused. (Orpwood, 1985) 

Within the course of the study the terms RETROSPECTIVE ANALYSIS , 

REFLECTIVE DELffiERA TION and RETROSPECTIVE DELIBERATIONS are 

interchangeable. 

1.11 SCOPE OF THIS STUDY 

There are several areas of study included within this one project. The first two 

questions posed in 1.6 deal with the problem of an appropriate methodology. The 

extent to which this has been dealt with has required an extensive research of relevant 

literature. In an effon to present to the reader a comprehensive review of related 

literature it has been necessary to use a variety of direct quotations. Readers who are 

used to minimal direct quotations may feel uncomfortable with the degree to which 
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these quotations are used. It is felt however that the nature of this study is assisted by 

having a selection of significant quotations presented in the one place so that the 

literature can be eyeballed at a glance. Secondly, the use of an engaging style with 

personal pronouns and other non-scientific prose is deliberate and imponant to the 

validity context of the method. This notion will be explored later in the 

methodological considerations. 

The remaining questions in 1.6 cover the content, contexts and process of the case 

study, curriculum design, adult education and development of School Boards. These 

are some of the areas which relate to the case study , and are dealt with in Chapter 4. 

In Chapter 3 the various reflective deliberations, both by individuals and the group 

are recorded along with primary literature, that is, minutes of meetings and the 

curriculum statement of the education program. The extent to which each of the 

above areas is to be explored and developed through related literature is in part 

indicated by the content of Chapter 3. For this reason the collection of data is 

presented prior to the literature review in Chapter 4. This departure from the 

convention is an experiment with the method which Walker (1973) claims is 

necessary if the research of curriculum is be developed. It is hoped that in doing this 

it is then apparent to the reader why various aspects of the related literature are dealt 

with in Chapter 4. There is nothing in the statements related to the nature of this 

study that suggests that consensus as a decision-making process or experiential 

learning should be significant features of the case study. These areas of study 

emer3e as being distinctly imponant once the reflective deliberations in Chapter 3 

have been read. 

To neglect to deal with literature available on these topics would be to disregard some 

of the significant features of the local scenario and findings along the lines of Symes' 

(1977) level one theory would be inconclusive. At the beginning of both Chapter 3 
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and Chapter 4 there are further explanations as to why these chapters have been 

arranged in this order. 

l.U DELIMITATIONS OF THIS STUDY 

As in all other aspects of the study there are two areas to be considered, i.e. the 

methodology that is proposed and the particular case in study. 

In the case of the methodology the parameters of the study are determined by the fact 

that it is a case study. There is no effon to determine what is possible or not possible 

outside of this particular type of case study, retrospective deliberation, as it applies to 

curriculum research. Stenhouse (1975) makes the claim that curriculum research is a 

case study. This study looks at only one possible type of case study. 

With regard to the case study it is clear that by applying Symes' three orders of 

theory that some conclusions of the study will apply only to the case study ; some 

conclusions may be applicable to other "cases" in a similar local context; some 

conclusions may be applicable to other cases at a general level regard less of the local 

context. These areas will be identified and will possibly point to other necessary 

studies. 

1.13 OUTLINE OF THE STUDY 

Chapter 1 introduces the reader to the complexities of this study project without 

dealing with each to its full extent and notes some of the assumptions underlying this 

study. It indicates the separate areas which are dealt with in this study.and deals with 

the background, need, purpose and significance of the study. Two main areas of 

study are identified within the scope of the entire project. They are methodology and 

the case study and some some key terms are defined. 
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Chapter 2 addresses the area of methodology and explores the legitimacy of reflective 

deliberation as a form of case study within the field of curriculum research. The 

structure, sequencing and validity of such a methodology is established and so 

pointing to the difficulties experienced in attempting this activity. 

Chapter 3 presents the three sources of data used in the triangulation process of 

validation. These three sources of subjective data are : 

a) the researcher's own reflections on the process used; 

b) other inclividual participants' written reflections of involvement in the process; 

c) a group cliscussion of the participants reflecting on the way in which the Education 

Program was decided upon. 

The chapter also introduces the primary sources of objective data. These sources 

include, the minutes kept of the meetings held over the period of time dealt with in 

the reflections, the actual curriculum statement or outline of the content and 

procedures to be followed in conducting the Education Program and other written 

materials produced by the Study Group and the Interim Board. Both the curriculum 

statement of the Education Program and other written materials produced by the 

Study Group and the Interim Board are included in the Appendix. Minutes of 

meetings held are not included. Content of the minutes are referred to by indicating 

the date for any particular set of minutes. The original minutes are filed in the 

administration flies of Our Lady's Catholic College. 

Chapter 4 reviews relevant literature which deals with the contexts, content and 

process at work within the particular case study. These include curriculum design. 

Catholic education, leadership within Church, consensus as decision-making 

process, school boards and experiential learning. 
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Chapter 5 provides an analysis of the data presented in chapter 3 and refers to pans 

of the literature dealt with in chapter 4. 

Chapter 6 presents the findings and conclusions of the study on two fronts: 

1) the methodology used; 

2) the case study examined. 

In the second mstance (i.e. the case study) findings are presented within the structure 

of Symes' three order levels of theory. 

1.14 TIME :FRAME FOR THIS STUDY 

Initially my interest in the problems involved in retrospective analysis as a 

methodology was aroused when preparing a paper on the curriculum process 

occurring within a disadvantaged suburban community. At the same time I had 

already been involved for over twelve months in the Study Group and the Interim 

Board of Our Lady's Catholic College. These two interests combined to provide the 

main focal points for this study. The data presented in subjective and objective forms 

in chapter three covers a period from September 1988 through to April 1990. The 

collection of the individual reflections occurred during early June 1990. 

The writing up of this srudy and the relevant literature studies have been attempted in 

the course of 1990. The methodology chapter was developed during March and 

April. Data collection was done during May and June. Chapters 1 and 3 were written 

duriP.g July. Chapter 4 was developed during July, August, September. Chapters 5 

and 6 were completed during September and October. Editing and presentation 

should be completed for submission as a first draft to the Northern Territory 

University by the end of October 1990. 
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Each chapter begins with a chapter outline and an introduction. At the conclusion of 

each chapter there is a summary of the material covered in that chapter. Within 

various chapters there is an effon to bring together the various threads of the study 

under the heading "Summary So Far". This is meant to assist the reader in perceiving 

the continuity of the study whilst avoiding an oversimplification of the complexities. 

The reader is thus encouraged to be involved in the process of this kind of case study 

method. 

1.15 INITIAL FOCUS PROBLEMS 

At the time that the individual reflections were being written the ed.ucation program 

being reflected upon was still in the process of implementation. The group reflection 

was done after the education program had been completed and voting had occurred. 

It was very difficult to keep the group's focus on what we were attempting to do. 

There was a tendency to drift into an evaluation of "how it went"' rather than "how 

we got this far and why we did it this way". This sharpening of focus however, in 

retrospect is to be expected. 

1.16 SUMMARY 

This chapter equips the reader with an understanding of the nature of this study. It 

includes an indication of the time frame for this study. It identifies the two specific 

areas of focus within the study; i.e. the methodology and the case scudy. It also 

shows the present need and appropriateness for this study. The implications of this 

study for the Australian context along with the specific local context are emphasised. 
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2.1 INTRODUCTION 

CHAPTER 2 

METHODOLOGY 

This chapter develops a rationale for the use of retrospective deliberation as a 

legitimate form of inquiry in the process of researching within the field of 

curriculum. I will also outline the actual structure and sequencing of the method as I 

have used it. The chapter will be divided into two main sections. The first main 

section will be an attempt to deal with the relevant literature penaining to, 

(i) the development of educational theory, and more specifically 

curriculum theory, 

(ii) the process of deliberation and 

(iii) deliberation in retrospect as a legitimate method of inquiry in the 

field of curriculum 

It is also intended to deal with some basic assumptions and limitations regarding the 

method. The second section of the chapter will provide an outline of the actual 

sequencing and structure of the method used in this study. lt will also contain an 

account of the way in which this study was conducted. 
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PART A 

2.2 FOUNDATIONS IN LITERATURE FOR THIS CASE STUDY 

METHOD 

(i) DEALING WITH THEORY 

In scientific research the practice is observed, the results recorded and the theory 

deduced. "Scientists describe what they see, discover regularities and formulate 

theories" (Hoy and Miskel, 1982, p. 20). The essential principle in this sequence is 

generalisability. 

In Schwab's (1969) view, theory in the social sciences is developed in the isolation 

of a perspective, i.e. personality, behaviour, learning. Each aspect has multiple 

developed theories which allow for viewing in isolation or in relationship with each 

other. It is accepted that in practice an individual will demonstrate an enmeshing of 

two or more theories in each of the perspectives. 

These various things (individuals, societies, cultures. patterns of enquiry. structures of 
knowledge or of enquiries, apperceptive masses, problem solving). though dtscnmmable 
as separate subjects of differing modes of enquiry. are nevertheless parts or affecLOrs of 
one another. Their very separation for purposes of enquiry IS what marks the outcomes 
of such enquiries as "theoretic" and consequently incomplete.) 

(Schwab. 1969. p. 9) 

These "various things" are the elements which conoibute to the development of the 

various contexts in which curriculum happens. Eisner ( 1984, p. 209) has applied 

Schwab's thinking on the development of the concepts applicable to curriculum 

research and maintains that within the field of education. contexts do not possess 

identical features. He suggests that while ever concepts and methods from other 

fields of inquiry which deal with these ··various thing ~" are applied to curriculum 

we are not answering specific curriculum questions and so we wi ll continue to move 

further away from the contexts in which curriculum can be seen to happen. 
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In an effon to state the case for developing specific curriculum questions, Walker 

(1973, p. 68) says, 
that relatively uncontrolled approaches to a phenomenon are necessary in order to learn 
the terms on which the phenomenon will admit of being srudied ... we do not yet lcnow 
these terms for curriculum phenomena. 

Similarly Cavanagh (1990, p. 6) argues for the need "to claim a boundary for the 

srudy of education within its own epistemology." He then defines curriculum theory 

as "a sub-set of the educational theory." 

Walker's notion of freedom to determine what are the essential elements of the 

particular discipline is dealt with by KD:plan (1964, pp. 3-11) in the opening chapter 

of The Conduct of I n.quiry. Kaplan (p. 3) proposes that, 

the various sciences, taken together. are not colonies subject to the governance of logic. 
methodology, philosophy of science, or any other discipline whatever. but are, and of 
right ought to be, free and independent. 

Kaplan has adopted Dewey's term, the principle of "autonomy of inquiry". He is of 

the opinion that it is this very notion of autonomy that allows the enquiry procedure 

to move across discipline boundaries and make use of whatever "techniques, 

concepts, laws, data models, theories or explanations - in short, whatever it finds 

useful in its own inquiries" (p. 4). He maintains that the autonomy of inquiry and 

"the mature dependency of the several sciences on one another" are not necessarily 

incompatible. It is important then for the researcher to be able to determine whether 

the tools borrowed from another field are going to assist in measuring or 

determining the specific feature of the study or whether they are simply defining the 

problem in the terms of the associated field. This problem is analysed in Schwab's 

(1969, pp. 3-7) discussion of "flights from the subject of the field ". 

It is this very idea of remaining within the field that Schwab (1969) explores in 

stating his case for "The Practical: A Language for Curriculum" . When Eisner 

/ 
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(1984) described contexts in education as having no identical fearures he was staring 

the case for education, and more specifically, curriculum, to be examined in the 

instance in which it is executed. This means bringing the discussion into the area of 

Symes' (1977, p. 54) first order theory and making it "site-specific". Wise (1979) 

states his case for studying 'the experience of curriculum' and has recourse to 

Aristotle's discussion of "practical sense". He quotes, 

Practical sense does deal with ... things about which it is possible to deliberate. 
Successful deliberation is the main function of the man with practical sense. The man 
who deliberates successfully is able to make a reasoned aim at the greatest good that 
man can anain through action. Practical sense is not concerned just with universals as 
the man of science is concerned; it has to know paniculars too. It is concerned with 
actions that have to do with particulars. 

Schwab (p. 11) suggests that theory is meant to formulate the regularities and as 

such "abstracts a general or ideal case." This is the nature of Symes' (1977, p. 54) 

second and third order of theory which moves out of the confines of the "site-

specific" I across boundaries, leaving behind nonuniforrnities and particulars. 

Returning to Eisner's (p. 209) definition of contexts within education we can 

perceive the extent to which Schwab emphasises the site-specific nature of 

curriculum when he says I "curriculum is brought to bear not on the ideal or abstract 

representatives but on the real thing" (p. 11) and again , "curriculum in action treats 

real things: real acts , real teachers, real children, things richer and different from 

their theoretic representations" (p. 12). 

It is this tendency for theory to take one away from the paniculars into the arena of 

generalities that is a definite problem for the researcher in curriculum. Wise (1979) 

makes use of Kaplan's (1964) distinction between logic-in-use and reconstructed 

logic in an effort to explore this problem. Logic-in-use is seen as the manner in 

which a discipline creates knowledge; the context or site-specific frame of reference. 

Reconstructed logic is the manner in which the discipline presents its knowledge. 

What appears to be at the heart of the problem is the apparent mismatch or 
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inconsistencies that are self evident when one views what curriculum theory states 

and what can be seen to happen in curriculum development and curriculum 

implementation. 

Orpwood (1985, p. 295) has examined the deliberations that occurred during the 

development of a particular curriculum project and observed that "there appeared to 

be no relationship between the intellectual processes evident in the deliberations and 

those implied by the traditional models of curriculum development. '' The particular 

models to which Orpwood refers are those proposed by Taba (1962), Mager (1962) 

and Popham and Baker (1970). Orpwood's observations are given further 

weighting by Degenhardt (1989, pp. 96-99) and Rogan and Luckowski (1990, pp. 

17-39). Rogan and Luckowski conducted a comparative study of nine curriculum 

texts which they claim to be currently representative of the writings on curriculum in 

most of its aspects. They make the following observations (p. 27), 

Very few of lhe texts provide lhe reader wilh an adequate comparative perspective from 
which to evaluate current practices. The histories presented in almost all the texts came 
from ideological perspectives. The history of what was actually taking place in schools 
or colleges is almost totally ignored. 

Wise (pp. 21-22) claims that there are possibly two reasons for this mismatch. He 

considers that in the past we may have drawn our curriculum theory from our 

practical experience but we have presented a reconstructed logic which does not 

reflect what actually happened, or that we have simply not based our theory on 

practical experience. He insists that we have lost touch with our logic-in-use in 

presenting our reconstructed logic. Orpwood (1985, p. 296) suggests that good 

reconstructed logic will "function as a lens through which to viev .. • practice critically, 

not as a model through which to synthesize practice." 

There is obviously a dilemma for researchers in the field of curriculum. The nature 

of research will generally require that the outcome of the study will provide for 
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generalisations and applications to be made in other contexts. The fact that a study 

can be replicated is one accepted way to validate its findings. However the very 

criticisms levelled at curriculum endeavours is that once the generalisations become 

too far removed from the specific milieu of the endeavour there is very little that is 

of value to be used from that context, nor in the next "real" contexL (Schwab. 1969; 

Orpwood, 1985; Rogan and Luckowski, 1990) Followed to its logical. if not 

rational conclusion, it could be argued that this approach to curriculum theory denies 

generalisability, the hallmark of theory. One step away from this position is the 

notion that curriculum would appear to be true to itself only if allowed to develop 

"sans theory". It is possibly this very srrategy that Schwab (1969, p. 4) is referring 

to in the third of his six "flights from the field. " 

In spite of its inherent heretical character such a notion could hold appeal in its 

darine: and intuitive creativitv but these things alone are not sufficient to sarisfv the -· . "" . 

enquiring minds of those who would hold such a notion to question. There is a need 

to somehow bring together, what has eluded both the practitioners and the theorists, 

i.e. a marrying of the theory and the practice, or at best enticing them to co-habit. 

How best to do this? 

(ii) THE PROCESS OF DEUBERATION 

Orpwood (1985, p. 297) suggests that curriculum should not be simply viewed as 

an artifact but rather a product of at least some deliberation. Schwab (1969, p. 20) 

deals with the complexity of deliberation and the need to consider alternatives and 

thei; respective consequences. In respect to deliberation he states. 

I t must uy to identify the desiderata in the case. It must generate ahemaove solutions. It 
must make every effort to trace the branchmg pathways of consequences wh1ch may 
flow from each altemaove and affect the des1derata. It must then we1gh alternatives and 
their costS and consequences agamst one another and choose. not the ngh1 altemJuve. 
for there is no such thing, but the best one. 
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He develops his ideas for examining curriculum in the practicalities of its operation 

on the basis of Aristotle's four categories of causation. The four categories defined 

as efficient cause, material cause, formal cause, and final cause are based on 

propositional statements. (c.f. Barnes, 1982, pp. 52-57). 

Orpwood (1988, p. 298) explores the nature of the deliberations that should 

contribute to the development of curriculum. He proposes that not only should the 

deliberations have a rational impact whereby they can be communicated but that they 

should also have a political impact whereby they stimulate a committnent to action. 

If a curriculum policy fails to communicate, its rational content is inadequate: if it fails 
to promote action. it lacks political impacL ll follows that deliberauons designed to 
fonnulat.e a curriculum policy must be regarded as having two dimensions or functions: 
developing a defensible conclusion to a piece of practical reasoning and developing a 
consensual resolution to a political problem. What makes deliberauon so diff1cult to 
comprehend is that these two processes are being undenaken simultaneously. 

Orpwood goes on to discuss how in practice these two dimensions are enmeshed in 

the total process and it is then necessary for theory to examine them separately. With 

such analysis we have moved beyond the anecdotal perspective of the deliberations 

that Schwab has been dealing with into the area that Orpwood calls "a meta-level of 

awareness of the process of deliberation". 

Cavanagh (1990, p. 21) suggests that this latter level of deliberation is somewhat 

akin to a "type of examination of conscience; a kind of reflection about personal 

events." It is Cavanagh's suggestion that Dewey invented deliberation as an exercise 

in the generation of critical knowledge. ln his work, Reconscruccion in Philosophy 

Dewey (1948) discusses the distinction made by the Greeks between knowing and 

doing (p. ix) and argues against this separation of "things as means-in-themselves·· 
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and "things as ends-in-themselves" (p. xxxviii). Dewey (p. xi) summarises his 

argument for reconstruction in philosophy with the claim, 

One of the most immediate duties of philosophical reconstruction with respect to the 
development of viable instruments for inquiry in human or moral facLS is to deal 
systematically with the human process. 

(iii) DEUBERATION IN RETROSPECT 

How best to deliberate at this level of which Orpwood speaks? lt is inconceivable 

that every time a worthwhile curriculum development process is embarked upon, 

there will be appointed a neutral person who will participate in the process not for 

the purpose of evaluating the end product but to examine the means, that is the 

process. Orpwood (1985) has described his involvement in a particular curriculum 

development project in just those terms but as a rule such a role is not provided for 

in curriculum projects. He suggests that when models of curriculum only take into 

account a "means-end" logic a view of all that is involved is denied (p. 297). 

Schwab (1969, p. 20) tells us that "deliberation treats both ends and means and 

must treat them as mutually determining one another. It must try to identify with 

respect to both, what facts may be relevant." (c.f. Dewey, 1948). 

In Orpwood's study he and a colleague participated in the process for the specific 

purpose of scrutinising the means process rather than the end product created by the 

process. In the more common occurrence of the development of curriculum the only 

sources of information for any examination of the ''process" would be the principal 

participants and minutes kept of proceedings. Both of these "artifacts" are in fact 

products of the process, but examination of them takes us a step closer to 

understanding the process as against having no records at all. The problem is that 

once the end product has been arrived at, i.e. the curriculum document or policy 

statement, the minutes and associated records of proceedings have usually been 

deemed to have served their purpose. Wise (1979, p. 17) suggests that this state of 

; 
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affairs exists because we have neglected to put a value on retrospection as a form of 

enquiry. "Because we have neglected retrospection in favour of other modes of 

enquiry, we have not accumulated practical knowledge about curriculum 

development" 

Peters and w·hite (1973, p. 100) suggest that "there are two kinds of educational 

research: basic (or fundamental) research and action (or operational) research." 

These two classifications are broad general classifications. They see fundamental 

research as aimed at the development of explanatory theory, and operational 

research being directed to ''in siru" improvements of current practices. If one accepts 

Schwab's (p. 12) argument for curriculum set in reality, i.e. "real" children, "real" 

teachers, "real" classrooms, and Eisner's educational contexts which lack identical 

features along with Schwab's idea that curriculum ''institutes change" (p. 16) the 

choice of operational research when examining curriculum would appear to be 

necessary. 

This should not be read to mean that curriculum is not in need of explanatory 

theory. On the contrary, if there is no room for explanatory theory in the field of 

curriculum we simply reduce the entire area of study to an unsystematic series of 

educational or pseudo-educational hunches whose only justification is the measure 

of success they enjoy at the time. Theory presently abounding is not necessarily 

explanatory of the current practice. [c.f. Orpwood (1985), Degenhardt (1989) and 

Rogan and Luckowski (1990) cited above, Schwab, (1969, pp. 6-7, p. 12)] 

However if operational research is conceptualised as the tool for refining the current 

practice then with sufficient refinement curriculum workers and theorists should be 
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in a position to develop a more exacting and accurate explanatory theory. Schwab 

suggests one way this could conceivably be achieved. He directs us to what is 

practice in the field of Law. 

The law has systemised the accumulation of direct experience of actual cases in itS 
machinery for the recording of cases and opinions as precedentS which continuously 
monitor, supplement, and modify the meaning and applicanon of itS formal 'knowledge," 
itS statutes. ll is this recourse to accumulated lore. to experience of acuons, and their 
consequences, to action and reaction at the level of the concrete case. which constitutes 
the ht.art of the practical. It is high rime that curriculum do likewise . 

(Schwab, 1969, p. 14.) 

Such an accumulation would be the beginnings of a response to the plea from 

Schwab (1969) for a "totally new and extensive pattern of empirical study of 

classroom action and reaction·· (pp. 15-16). A plea which has been echoed by 

Decker Walker (1973, p. 60), Wise (1973, p. 17), Orpwood (1985, p. 303), Brady 

(1988, p. 49). 

Drawing once again from the context of accumulated knowledge in the Law, 

Schwab (p. 14) proposes that the "practical of curriculum" is that which institutes 

change while maintaining and improving, preserving and altering in a piecemeal 

fashion but not dismantling and replacing. In the case of the Law it is the 

progression of p~ecedents and interpretations which effect change while the statutes 

themselves are repealed or rewritten as a last resort. Schwab holds to the fact that 

change can be instituted with "minimum tearing of the remaining fabric of 

educational effort" (p. 15). 

Having stated the case for continual addressing of the ··real " setting of curriculum 

and its other associated "realities". the feature of operational research which directs 

such research to address the improvement of current practice in the real si tuation 

makes it an appropriate process for examining curriculum at this stage. Just what 

form this operational research should take is the next question to be considered. 
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Wise (1979, p. 26) has identified four productive forms of inquiry into the 

curriculum process. He lists them as: 

(1) case study by a participant observer or an outside observer, 
(2) historical srudy through document analysis and interviews of former participants, 
(3) protocol analysis from tapes and or transcripts, 
(4) retrospective accounts by a participant in the projecL 

Rob Walker in his article, published in 1983, Three Good Reasons For Not Doing 

Case Studies In Curriculum Research, has dealt at length with what he perceives to 

be a characteristic of the case study which is inherent in the method. He claims that 

the case study is highly intrusive and often "an uncontrolled intervention in the lives 

of others" (p. 156). In this same article he deals with problems associated with 

protocol analysis which he sees as another form of intrusion which may not be the 

secure piece of classified information it has been claimed to be. Walker suggestS that 

case study will "provide a biased view, a distoned view of the way things are'' (p. 

156). One of the problems is that this <listortion comes from an outside agent, not 

from within the set of main characters. In many cases the evaluation of an 

innovative program is assigned to someone who has had nothing to do with the 

course of events that led up to its being formulated and implemented. Such a person 

will immediately change the context of the curriculum event by their added presence. 

What is now being evaluated will have a <limension to it that did not exist at the time 

of the program's development. So often this has been the preferred process for 

evaluating innovative curriculum. 

If Wise's fourth method is employed, retrospective accounts by a participant in the 

project, it is possible to adjust the bias of the personal account of events by 

measuring it against other personal accounts provided by other participants. Another 

advantage is that the historical data and relevant documents referred to by Wise in 
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his second method of inquiry would be included in retrospective analysis . Wise 

himself puts forward four arguments for retrospective analysis (pp. 25-26). 

(1) Curriculum workers should reflect on two levels by thinking (a) about what the 
curriculum should contain and (b) about the general conduct of the deliberation. 

(2) If developing good curricula is the main concern then accounts of the efforts to do 
so should be central to professional discussions. 

(3) A literature of accounts of curriculum practice provide students with access to a 
range of curriculum development experiences that could not be provided any other 
way. 

(4, Retrospective analysis is a recognised fonn of inquiry. 

These two levels of "thinking about" curriculum in Wise's first point are the same 

two levels of deliberation that are referred to earlier, i .e. Schwab's narrative of the 

deliberation and Orpwood's analysis of the deliberation. 

Wise (p. 26) has examined the essential features of retrospective analysis and 

suggest that "as a form of inquiry, retrospection is unique in including both 

introspection and observation as sources of data ; none of the other forms (of 

inquiry) use introspection." Wise further describes introspection as recalling of 

events, conversations and thoughts one has personally experienced. He describes 

observation as , "involving the study of documents produced by the project, 

curriculum anifacts in their various stages of development, interviews with 
. . 

members of staff, or the study of staff interactions." Several aspects of Wise's 

definition of observation do not appear to deal adequately with the nature of 

observation that research requires. 

Caplow (1971, pp. 47-48) discusses the nature of data collected by the interview 

process. He distinguishes between subjective data and objective data. He determines 

subjective data to be that which cannot be substantiated because it has its origins in 

the thoughts and intuitions of the interviewee. The objective data he refers to as that 

which has a documented source or can be substantiated. When Rob Walker (1983, 

pp. 155-165) discusses the highly subjective nature of the case study along with its 
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propensity for intrusion and intervention in an uncontrolled manner he is at pains to 

point out that unless one takes these aspects of the case study into account then there 

are likely to be some horrendous mistakes made, all in the name of research. He 

uses his article to describe just how he did this himself. It is Walker's discussion of 

the highly subjective nature of the case study as he describes it that leads me to 

consider Ll-tat in using retrospective deliberation it is necessary to account for both 

subjective and objective data as dealt with by Caplow. 

How do we account for both types of data within retrospective deliberation? The 

subjective data is that which is generated by the researcher as a participant and by 

other panicipants. Wise calls it introspection. Cavanagh (1990. p. 37) calls it 

"insitrospect". The idea that one can reach into the recesses of one's memory, 

plumb its depths and deliberate about it can be viewed as a valuable resource of 

experienced information. However, such a definition also allows for interviews 

between the researcher and other participants to be considered subjective data. These 

types of interviews do not allow the researcher to attain the clinical neutrality of 

observer status as suggested by Wise (p. 26), keeping in mind that Wise is 

discussing retrospective analysis and not just case study method in general. An 

interview situation which involves the researcher as a participant would deny the 

researcher the status of a neutral observer. Yin ( 1984, p. 69) discusses the intrusive 

nature of the observer in a typical case study and advises that even as a panicipant

observer there are constraints on the investigator. It would seem that in the case of 

retrospective analysis where a panicipant is one who was involved in the initial 

action there is a distinct problem in attempting to designate to a person so involved 

the role of an observer with the associated constraints as discussed by Yin, after the 

event. Rob Walker's (1983) conclusions about his own efforts at case study in 

curriculum are a strong argument for this claim whilst also weakening Wise's 

definition (p. 26) 
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Interviews between separate other participants would allow the interviewer observer 

status whilst still retaining the subjectivity of the nature of the data being collected. 

The important characteristic of the subjective data is that it represents the personal 

recollections of the various panicipants. It has its origins in the memories of 

individuals. These memories can come from participants individually or as a group. 

The objective data is that which exists in some "hard" form, i.e. documents, 

records, videos, tape recordings, in fact any form or artifact that has the capacity to 

present events as they occurred. The objective data can be of two varieties. Primary 

sources of objective data provides the information in its original form, information 

generated by the project, that is, ininutes of meetings and written reports of 

proceedings. Secondary sources of objective data come in the form of literature 

written about events related to the topic or the specific issues. Literature which is 

still further removed from the actual event contributes to the general discussion as 

background materials. All of this literature contributes to the development of the 

case. 

Referring back to Wise's definition of observation it can be seen that observation 

can occur within subjective and objective data areas. ln considering the collection of 

objective data observation appears to be inherent in this level of examination. When 

Wise suggests that observation can "involve the study of documents produced by 

the project" (p. 26) he is not taking into account the need to deal with documentation 

and other forms of literature that contribute towards the development of the project 

but were not produced by the project 
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SUMMARY SO FAR 

From the literature dealt with so far it is possible to make a case for arguing that in 

the field of education there is a lack of distinctive educational theory. When we look 

at curriculum theory it is possible to find theorists and theories but there is 

consensus among a number of writers that the theories are too far removed from the 

practice to be of value in a development process at whatever stage of development. 

The stage is then set for stating the case for the practical. The process of deliberation 

is explored and seen to have positive implications for the study of curriculum. 

Deliberation in retrospect is then ex_amined with the view to defining it as a 

legitimate form of inquiry. 

2.3 METHODOLOGICAL ASSUMPTIONS 

Some of the assumptions basic to the development of this study pertain to: 

(i) the value of retrospective deliberation as a means of generating 

content 

(ii) the structure and sequencing of the method 

(iii ) the extent to which I feel free to draw on existing methods from 

other disciplines 

(iv) the validity and reliability measures 

(v) the nature of the group being studied 

(i} THE VALUE OF RETROSPECTIVE DELIBERATION 

Literature on the case study method states that there are several forms of the case 

study. Among these are the case history and the longitudinal study (Royer and 

Felman,1984, and Worsely,l970). The assumption in such case studies is that the 

study is conducted by someone with observer status (Wise.1979, p. 26: Yin 1984, 

p. 69). Walker (1983, p. 156) argues that any observer status is intrusive (c.f. 
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Southgate and Randall, 1981; Freire, 1976). If we can accept the intrusive qualiry of 

the observer as being intrinsic to the nature of observer status, this leads to the 

acceptance of the assumption that retrospective deliberation by the 

researcher/observer eliminates the intrusive nature of the researcher and the 

problems associated with heightened self perception on the pan of the subject(s). 

Similarly, retrospective deliberation can be viewed as a particular form of case study 

rather than view it as Wise (p. 26) does as a form of inquiry distinct from the case 

study. 

(ii) THE STRUCTURE AND SEQUENCING OF THE METHOD 

STRUCTIJRE 

Any study or piece of research will have recourse to structure of design or method 

that will assist in eliciting from the work pieces of significant knowledge that would 

have otherwise eluded humankind. In the case of retrospective analysis. and indeed 

in the field of curriculum, there is no simple case of lifting out a tried and true 

method. Cavanagh (1990) makes this very point that for curriculum, and especially 

the case study as applled to curriculum, the researcher is very often involved in the 

development of the method to be used. Such is the case in this study. 

Walker's Naturalistic Model for Curriculwn Developmenr ( 1971 , p. 52) consists of 

three elements. They are the curriculum's "platform, the design and the deliberation 

associated with it." Orpwood (1985, pp. 297-302) has analysed the process funher 

to take into account the rational dimension and the political dimension of the 

deliberative process. The rational dimension has been further analysed and using 

Gauthier and Toulmin 's ideas on practical reasoning he proposes the following 

elementS; data (facts), warrants (implications), conclusions (resulting actions). This 

appraisal of the rational dimension is dependent on the series of "snapshots" of the 

deliberative process. In Orpwood's case these stills were constructed from 
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transcripts of the original discussions. When this is possible there is little need to 

make use of such strategies as niangulation (c.f. Cavanagh, 1990, p. 24) to 

establish validity of what is on record. However when memory or recall is the 

primary source of the data there is an onus on the researcher to establish validity in 

the mind of the reader before proceeding to reconstruct the rational dimension using 

Orpwood's three elements. When Orpwood examines the political dimension he 

identifies three steps in the deliberation process. These he has drawn from the work 

of Vickers (1965). These three steps are: 

a) collection of relevant information 
b) evaluation of this infonnation based on pre-set norms or standards 
c) selection of and initiation of an appropriate response. 

The process of evaluation of the information gathered by means of the retrospection 

needs to be formalised. This political dimension makes provision for the identifying 

of contexts both micro and macro, and for conceptualising the processes at work 

within the various contexts. 

Cavanagh (1990) indicates that the structure of the study requires some form of 

justification. There is a need to apply a heuristic device which then provides for 

development of the study within the assigned field . Cavanagh himself makes 

mention of three such devices. They are McQualter's (1990) use of the Repenory 

Grid Technique and Personal Construct Theory, Fielding and Cavanagh's (1983) 

Five Attribute Paradigm of a Curriculum and a four stage Curriculum Development 

Model, and Novak and Gowin's (1984) V heuristic and Conceptual Mapping. 

Within the data selection it is necessary to establish some selection device or srrategy 

for eliciting the information from such sources as discussions , written versions of 

memories and other such unstructured sources of data. One such selection 

procedure is content analysis. As a form of quantitative documentary analysis, 

content analysis was developed principally by Lasswell for the purpose of studying 
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enemy propaganda during World War II (Caplo\v, 1971, p. 85). Sergiovanni 

(1967, pp. 19-22) used content analysis to determine "Factors which affect 

satisfaction and dissatisfaction of teachers". The flrst step in content analysis is to 

identify component units that can be counted. These units can be statementS. words, 

phrases or even entire works. 

In the past content analysis has always proved ro be a lengthy and protracted 

process. With the facility available via the means of computer analysis this process 

can be reduced to a less time consuming technique once data categories have been 

determined and .inputed to a data base. The primary data, once it is transcribed onto 

disk is then more easily organised. 

SEQUENCING 

Hubbard (1973, pp. 275-280) has listed six steps for developing a case study. He 

identifies these steps as: 

a) Determining value I identifying the problem 
b) Obtaining relevant data 
c) Analyzmg the data 
d) Makmg recommendations 
e) Appraising effecuveness 
f) Values and umitations 

However, Hubbard (p. 279) does not see the makings of recommendations as 

essential to the case study. Yin (1984, pp. 140-145) in considering what he 

considers to be the criteria for an exemplary case study does not include 

recommendations as one of them. He says that a case study schould be significant, 

complete. consider alternative perspectives, display sufficient evidence and be 

composed in an engaging manner. If the "determining value" has been to provide 

some insight into the organisation of facwrs associated with some unusual 

phenomenon there would be no need for such recommendations. 
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(iii) THE EXTENT TO WHICH I FEEL FREE TO DRAW ON EXISTING 

MITHODS FROM OTHER DISCIPUNES 

There is an assumption that whilst this entire study is an effort perhaps to move 

further out those discipline boundaries referred to by Cavanagh ( 1990) it is also 

legitimate to make use of a sound eclectic (Dewey 1948; Kaplan, 1964; Schwab, 

1969; Wise, 1979). It is conceivable that as the various contexts of the particular 

case under study emerge there may be a need to deal with those contexts in a manner 

appropriate to the setting, e.g. historical or organisational and to limit them 

accordingly. 

(iv) VAIJDTTY AND REIJABILTTY 

Kaplan (1964) defines validity in research as a measurement which "measures what 

it purpons to measure" (p. 198). It does what it claims to do. Kaplan suggests that 

validity can be established in two ways, "one is a matter of definition and the other 

of empirical connections". Kaplan appears here to deal with validity measures in 

terms of its appropriateness to the nature of the inquiry, i.e. quantitative or 

qualitative. In the instance of case study the measure would tend to the definitional. 

Kaplan defines reliability as "a measure of the extent to which a measurement 

remains constant'' (p. 200). He discusses the discriminating power of the 

measurement instrument or its degree of sensitivity and the notion of "the fiction of 

the true measure" (p. 202). Kaplan claims that there is a limit to the discriminations 

that a measuring instrument can make and consequently what may be 

indiscriminable, with accumulation will become detectable . When Rob Walker 

(1983, p. 165) distinguishes between the notion of a truth and the truth, he is 

dealing in the defmitional arena with the notion of the truth as the absolute measure 

in the same way that Kaplan deals with the notion of "the fiction of the true 
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measure". This is not to imply that Kaplan or Walker deny the need for validity. 

Rather, there is a need to mirumise error. 

Validity, in a word, demands that the measurement be relatively free of error. The error 
of a measurement is itself a measure of our failure to achieve what we aspired 10: 

validity is a matter of the scientific significance of our aspirauon. No human aspirations 
ever are wholly ach.ieved; no measurement is quite free from error. Yet as human beings 
we may reasonably hope - and as scientists earnestly labor - to reduce error to a 
minimum. 

(Kaplan. 1964, p. 199). 

In the course of recording case studies the aspects of validity and reliability are not 

generally dealt with as features of the methodology (c. f. Kirk, 1986, Brady, 1987. 

Hubbard, 1973 ). In this instance I intend to address flrst the validity of the process 

of retrospective deliberation and then its reliability as a case study method. 

Cavanagh (1990, pp. 24-28) explores the strategy of triangulation as a device for 

establishing validity. The principle of triangulation is that there are three 

perspectives of the data that can be drawn on as ways of isolating di fferences and/or 

drawing on commonalities. Frensham and lngvarson ( 1981 ) have attempted to use a 

paradigm for congruence/non-congruence within the triangulation strategy. In this 

particular type of case study. retrospective deliberation, it is possible to triangulate 

within three perspectives of the insirrospect that Cavanagh refers to in his paper 

(1990 pp. 36-37). It is also possible that retrospection may be only one or two of 

the perspectives in the triangulation and the remaining perspectives provided by 

documentation or other an if acts. Cohen and Manion ( 1980, pp. 260-262) discuss 

six different applications of triangulation. The last of these states. "Triangulation ca'1 

be a useful technique where a researcher is engaged in case study''. Cohen and 

Manion (1980, pp.262-263) cite Adelman et al.. 

The advamages of a particular technique for collecting w1Lnesses accounLS of an event . 
triangulation - should be stressed. This is at the heart of the tntention of the case study 
worker to respond to lhc multiplicity of perspecuves present in a social situation. All 
accounts are considered in pan to be expressive of the social position of each informant. 
Case study needs to represent. and present fairly. these diffwng and sometimes 
confl1cung v1ewpoin15. 
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With regard to determining the validity of the the study there are two claims that 

need to be addressed. The first is that retrospective deliberation is in fact a case 

study method. The second is the need to establish that these "memories" did in fact 

happen. The first of these is most effectively dealt with by applying to the completed 

task of the developed case study a series of check points as in the Nine Step Plan 

used by the Harvard Business School (Cavanagh, 1990, pp. 27-28) or Hubbard's 

(1973, pp. 275-280) six critical steps for a case study. Any such justification 

measure could be used as an application for establishing reliability in terms of the 

case study. To detemrine that in fact the memories are reliable it is necessary to have 

recourse to supponing data of the objective nature. This is the documentation, 

literature, videos, tapes and so on that have contributed to the development of the 

case in study, or have been generated by the case. This can be done by 

triangulation. 

(v) THE NATURE OF THE GROUP BEING STUDIED 

There is an underlying assumption that the nature of the participants in this study 

will have the ''reality" that Schwab (1969) discusses. The group will target a set of 

"real" students, the parent community of a panicular Catholic College. The "real" 

teachers are the members of the Interim Board. All this is happening in a ''real'' 

setting, a tropical city centre in Australia. Further, there is the assumption that thi s 

unique set of phenomena will never again be replicated. Other groups, elsewhere 

may attempt to do a similar task but nowhere again will it ever be exactly the same. 

There is an assumption that here in this set of circumstances there exists a unique 

opportunity to examine curriculum in the making. 

Some of the unique features of this particular group arise from the nature of the task 

they have set for themselves. 
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The unique features are: 

(1) The group is leading a school community to its f11st election for membership to 
the College Board. 

(2) It has included in this process an education program that is aimed to develop an 
awareness of the nature and puipOse of a CoUege Board among the voting 
members of the community. 

(3) There is also an effort to educate potential members to a realisation of the mode of 
operation espoused by the group, i.e . a model of management based on 
subsidiarity and using consensus as a decision making process. 

(4) There is an important assumption on the part of the group that because of the 
Catholic narure of the College it would be necessary for individuals intending to 
operate in this manner, within this particular context, to examine how they see 
themselves working within Church. 

2.4 LIMITATIONS 

Rob Walker (1983, pp. 155-165) has dealt withThree Good Reasons For Nor 

Doing Case Studies In Curriculwn Research. He lists them: 

a) Case study research is an intervention, and often an uncontrolled intervention. in 
the lives of others. 

b) Case study research provides a biased view, a distOrted picture of the way things 
are. 

c) Case srudy research is essentially conservative. 

Yin (1984, p. 21) discusses traditional prejudices against the case study strategy and 

draws on writers such as (Rosenthal, 1966; Guba & Lincoln, 1981) to defend his 

position on the case study, but is willing to acknowledge that there are problems 

associated with the case study. Here he refers to Hoaglin et al. , 1982. 

In retrospective deliberation the researcher is a participant in the action. This 

removes the problems associated with intrusion or intervention. The second 

problem. that of bias is inninsic to the nature of the rerrospection. It is here that we 

need to have recourse to the historical researcher. Historians concede that their 

research is a perspective on a piece of time and the events contained therein 

(Rodwell, 1990). In the course ofretrospection we are viewing an incident or series 
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of events in time from an highly subjective and individualised perspective. The 

value of that perspective is that it cannot be provided by anyone else. Viewed in 

juxtaposition with an array of other individualised perspectives there exists several 

lenses, (some may even be rose-coloured without unduly distorting the reality) 

through which we can view the course of events. And if these views differ? Then 

we need to remember that that is what is different, the view, not the event. Walker 

(1983, p. 165) is insistent that "we should constantly look for ways of underlining 

the fact that case studies tell a rruth but not the rruth." 

It is imponant at this stage to consider how the exponents of qualitative research 

would view this methodology. It could be made to appear that this method is 

designed to cut across all that is held to be sacred in the area of qualitative research. 

Adherents of the quantitative methods may be somewhat uncomfortable or 

restrained in their enthusiasm for the method. "Courses for horses'" may need to be 

the catch-cry. If we are intending to examine artificial intelligence as an area of 

research, one would tend to consider that a qualitative analysis would not assist 

greatly in defining and refining the mauer in hand. At the same time an effort to 

examine interpersonal relationships, which was intent on reducing every element to 

a statistic would surely result in a maze of numerical characters which held little or 

no resemblance to the nature of what was being described. In the case of 

curriculum we are dealing with the practical, the concrete, as Schwab (1969, p. 20) 

constantly reminds us in his work. 

As the last sampling of the practical, consider its method. It fall s under neither of the 
popular plauwdes: it is neither deductive nor mductive. It IS delibcrauve. It cannot be 
rnductive because the target of the method IS not a generalisauon or explanation but a 
decision about action in a concrete situation. It cannot be deducuve because it deals with 
the concrete case . not the abstraction of cases. and the concrete case cannot be settled bv 
mere application of a principle. · 
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SUMMARY OF PART A 

The section of this chapter headed Foundations in Literature for this Case Study 

Method has dealt with literature surrounding the development of educational theor)', 

in particular that which relates to the curriculum process. The processes of 

deliberation and retrospective deliberation are examined with a view to providing a 

framework for case study method within curriculum. The next section deals with 

Methodological Assumptions. The five areas dealt with under this heading provide 

further literature background for the development of the methodology that I intend to 

use in the course of this study. Some of the limitations of such a methodology that 

are evident at this stage are also examined. 



PART B 

2.5 RESEARCH DESIGN 

Dewey (1948) referred to the need for reconstruction to deal systematical} y with the 

human process. The effort to deal with a reconstruction of a past event by the means 

of retrospection provides for systematic deliberation on two levels. Schwab's 

(1964) description of the deliberations that occurred and Orpwood's (1985) analysis 

of the narrative. Decker Walker (1971, p. 52) gives us a framework for the 

description. His Naturalistic Model has three elements, the platform, design and 

deliberation associated with it. Orpwood has developed what he calls a lens for 

viewing the action or "logic-in-use". He suggests that there is a need to develop 

other lenses through which to view what has been recorded as the practice. 

Schwab (1969) has indicated that there is a need for the researcher who deals in 

deliberation, as distinct from inductive or deductive methods of inquiry, "to develop 

arts which devise ways of taking account of the many aspects of the real thing" (p. 

12). It is my intention in the course of this study to attempt to rake into account a 

selection of these "ans". 

Using Hubbard's six steps it is possible to outline the nature and scope of this 

study. Listed on the left are the Hubbard's six steps. Aligned on the right are the 

variO;JS sections of the study which address each step respectively. 

a) the det.enmmng value ....... • Education program for a school community leading 
up to elections for the maugural school board 
(Chapter 1 lnLroduction) 

b) obtaining relevant data ...... • My retrospecuve account of how this program was 
arrived aL (Chapter 3 Data Collection) 

• Independent retrospective accounts from four 
others involv{;l in ~~rocess. (Chapter 3 Data 
Collection) 

• Transcnpt ~ gLqu~etrospecuon of the same. 
--'Chapter 3 D • 0ollection) 

.. 
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• Primary and secondary sources in literature . 
(Chapter 4 Literature Review Chapter 3 Data 
Collection) 

c) analyzing the data. ............ • Conceptualising the processes at work. Analysis of 
the process of deliberation (Chapter 5 Data 
Analysis) 

d) making recommendations ..... ? 
e) appraising effectiveness ...... • Conclusions and Implications (Chapter 6) 
f) values and limitations ........ • Values (Chapters 1 and 6) 

• Limitations (Chapter 2) 

2.6 NATURE OF THE GROUP IN THE STUDY 

This group is essentially a volunteer group. Staff and parents have been members 

out of an interest or concern for the issues at stake. Over a period of eighteen 

months foune_en people have at various times been part of the group. No single 

meeting has had all these participants in anendance. A core of five regular members 

and three others make up what has become recognised by the Director of Catholic 

Education as the Interim College Board. Meetings have maintained an attendance of 

four or more members over this period. The problems that surface as each new 

member has joined the group have been a constant reminder of the need to put in 

place an education program that makes provision for three things. 

(i) that electors have some minimal education in what it is that they arc electing 
people to. 

(ii) that nominees should be chosen from among members oi the community who 
have undertaken more than the minimal education process. 

(iii) that those elected to !he Board wilJ have an awareness of and an appreciation for 
the mode of operation of the Board (i.e. consensus model) and have been 
encouraged to develop a model of Church which caters for such a process (i.e. 
communal). 

2.7 DATA COLLECTION AND RECORDING 

In the section of this chapter (2.3, sub-section iv ) which addresses the basic 

assumptions underlying the question of validity and reliability is some indication as 

to the data collection processes. In the section (2.5) which addresses the structure 

of the research design there is further indication of the process that is anticipated for 
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this case study. As mentioned earlier in the chapter, data will be categorised as 

subjective or objective. 

The subjective data will be gathered from three sources. From the beginning of the 

project which is under deliberation in this study I have been a principal panicipant. 

The frrst source for subjective data will be my own retrospective account of the 

course of events and considerations that led to the education program that is now 

being implemented. The second source for subjective data will be the separate 

retrospective accounts of four other participants. The third arena will be a group 

effort to deliberate in retrospect on how participants collectively saw us arriving at 

the point of being able to implement this particular curriculum. Whi lst the first two 

sources will have the data presented initially in a written form, the third \vill have its 

data gathered initially by tape and then finally transcribed from the tape recording 

into a written form. 

The objective data will in the flrst instance come from minutes kept of meetings and 

any other written materials that were produced by the efforts of the group to 

aniculate what they were doing. In the second instance there will be literature that 

the group had recourse to in the process of their own deliberations. In the third 

instance there will be use made of literature which has a bearing on the various 

issues that impinge on the nature of the task in hand. This area of literature will form 

the basis of Chapter 4, Literature Review. 

TIME LINE FOR 11-IE COLLECTION OF DATA 

15th May My personal retrospective account completed. 
1st June Other personal retrospective accounts completed. 
13th June Group retrospection recorded 
20th June Group retrospection transcribed 
30th June Coilalion of fust and second literature sources completed 
7th July Chapter 3 completed in draft form. 



43 

2.8 ESTABLISHING VALIDITY AND RELIABILITY 

Triangulation within the subjective data is intended to provide a measure of 

validation. The objective data will then be applied to the body of knowledge 

accumulated through the triangulation of the subjective data. It is not known 

whether this juxtapositioning of the soft and hard data will provide a set of 

information provided by one process and backed up by the other or not. There is a 

possibility that this could be the outcome. There is an equal possibility that this 

process could provide a set of information which is not necessarily backed up by the 

other but embellished and complemented. This latter development would have 

implications for conclusions that are distinctly different from those that could be 

anticipated in the first instance. 

The reliability factor requires using a nonn or measure that is repeatable. It is 

inaccurate to confuse this notion with generalisability which requires that the study 

itself can be duplicated and the outcomes remain the same. Remembering Kaplan's 

description of reliability as "a measure of the extent to which a measurement remains 

constant as it is repeated under conditions taken to be constant. " Cavanagh ( 1990, 

p. 39) refers to justification which is hinged on a model , a paradigm, a heuristic 

device. If such a justification measure is used its repeatabilit y is the nature of its 

existence. It can be applied to the case study to detennine that it is a case study. lt 

can assist in analysis to the extent that it determines categorically that we are in deed 

dealing with curriculwn development. 

For the purpose of this case study Hubbard's six steps will assist in establishing 

that I do have a case study. 1t is possible that the Harvard Business School checklist 

for a case study, referred to by Cavanagh, (1990) would also serve the same 

purpose. This latter device would need to be utilised at a later stage in the study 

whereas Hubbard's six steps have already been used in the initial planning of the 
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study. In determining that we do in fact have a curriculum development process as 

the object of the case study it is my intention to use Fielding and Cavanagh's (1983) 

five defining attributes of the curriculum as an analytical heuristic. 

2.9 DATA PROCESSING AND ANALYSIS 

The subjective data will be processed by means of content analysis. Earlier in the 

chapter (2.3 sub-section ii ) there is a discussion centring on the manner in which 

content analysis with the aid of the computer would be a routine operation. This 

process would be applied to the three sources for gathering subjective data. Once the 

content analysis is completed it is then possible to compare the content gleaned from 

each source. The manner in which the content areas of the subjective data is 

juxtapositioned with the objective data is as yet undetermined. This decision may 

depend on whether the content of the two types of data are .in the main similar or 

different. This juxtaposition may then have to be reviewed. 

2.10 SUMMARY 

The division of ·rhis chapter into two ·main sections was intended to delineate 

between the discussion concerning the development of the methodology and the 

application of the methodology. Pan A has dealt with the development of the 

methodology and Pan B with the application. Within Part B there has been an effort 

to relate the earlier discussion in Part A to the way in which the methodology is 

being applied. At this stage of the study the development of the rationale for the use 

of retrospective deliberation as a legitimate form of inquiry in the process of 

researching within the field of curriculum has been the task in hand. Having 

attended to this it will now be possible to demonstrate in the course of the study 

how this can happen. 
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3.1 INTRODUCTION 

CHAPTER 3 

DATA COLLECTION. 

Normal convention might have it that this chapter should be the literature review 

chapter. However, it is expected that the data presented here will indicate which areas 

need to be addressed in the literature chapter.. There are issues that arise in the data 

which would otherwise not have been considered for treaunent in the literature 

chapter but now are taken into account. This chapter is meant principally to provide 

the reader with the primary data, from subjective sources. Objective data is not 

presented in its full form but is referred to and discussed in the latter stages of the 

chapter. Subjective primary data comes in the form of the various reflections of past 

proceedings. Personal reflections were written down whilst the group discussion 

was recorded on tape and then transcribed. In recording these reflections panicipants 

were asked to consider and discuss what they remembered of the events and 

deliberations that contributed to the development of the Education Program and how 

it came to be in its final form. This reflective data is grouped into three categories: 

• The researcher's personal account 
• Individual accounts by other participants 
• Group reflection 

The researcher's personal reflections form the frrst category. These reflections are 

written down by the researcher without having recourse to minutes or discussion 

with other members of the Interim College Board. 

The individual reflections of each of the other participants form the second category. 

There are four participants in this group. They are Tom, who is the Principal of the 
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College, Maureen who is a member of the College staff. Nola and Kate, both of 

whom are parents of College students. With the exception of Kate, all of the 

participants, including the researcher have been involved in events since the very first 

meeting called by the Principal in 1987. Kate joined the gTOup in February, 1988. 

when her eldest child became a new student at the College. The reflections in this 

group are also wrinen down without the assistance of minutes or discussion with 

other members. Both of these categories are records of how various individuals 

remember the process to have taken place. 

The third category is the transcript of the group's deliberation of the same course of 

events. This discussion took place after each of the individual reflections had been 

completed. The discussion was tape recorded and then transcribed into manuscript 

form. These three categories are the elements for establishing validity within this 

particular case study method. This is the process of triangulation described in 

Chapter 2- Methodology. 

Each reflection is identified with a number in tandem with the chapter number. The 

Researcher's Personal Reflection is identified as 3.2. However, because the cross 

referencing that will be used in the data analysis process requires ready identification 

of content within th.e reflections each paragraph has been identified with bracketted 

numbers. 

Objective Primary data is in the form of minutes kept of the meetings referred to in 

the reflections and the outline of the educational program which is the focus of this 

case study. This outline is a curriculum document which is the product of the process 

dealt with in the reflections. It is intended that in this chapter the data will simply be 

collated and presented in one place. There is no effon to attempt processing or 

analysis of the data. This will be done later in Chapter 5. 
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3.2 PERSONAL RETROSPECTION - RESEARCHER'S ACCOU!'\T 

(1) In the latter half of 1988 there was a meeting called of all those interested in 

studying the process of setting up the inaugural College Board within a Catholic 

Coeducational College. The first few meetings were devoted to examining the 

various perceptions of those present concerning the nature of a Catholic School. 

In an effon to assist this process participants in the study group were given 

extracts of written material which articulated views held by various other sectors 

of the Catholic Community at large. Among these were draft copies of guidelines 

for setting up a Parish School Board. 

(2) During the course of the flrst meeting it became apparent that the very nature of 

views held and the variety of positions from which individuals approached this 

task were contributing to a set of interactive dynamics that set the stage for 

adopting consensus as a mode of operation. In a meeting held by the study group 

in December, 1988, the then Director of Catholic Education. and a member of the 

Catholic Education Council, attempted to present to the group some of the 

theology and theory of organisational processes that provided for consensus as a 

mode of operation along with the principle of subsidiarity. In the course of this 

meeting the C.E.C. member, after having discussed the theology of the whole 

concept then proceeded to outline the narure of the role of a cleric as a member of 

this board along organisational lines that immediately shifted the mode of 

operation into a hierarchical model of operation which was at variance with the 

spirit of discussions thus far. The intensity and conviction with which those 

present reacted and resisted such an outline was a spontaneous demonstration of 

the value the group now placed on the notion of consensus. Not only was it 

valued but it had become internalised to the extent that participants were now 

prepared to not only discuss the notion of members working together as equal 

but different but were prepared to do this in reality. It was significant that this 
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demonstration took place within the context of Church. This encounter became a 

hallmark for the group. Not only could we talk about the fact that consensus and 

subsidiarity were desirable but we now believed in our own capacity to do it. At 

the same time it etched in our minds the extent to which expecting the clergy to be 

able to adopt this mode of operation would be a problem. Here was a person 

who was prepared to espouse the idea in theory but could not conceive of it in 

action. How much more difficult was it going to be for someone who may not 

even understand the process of consensus let alone espouse it? The question then 

arose about the need to have a member of the clergy on the Board. In view of a) 

the catholicity of the school and its Board, and b) the need to demonstrate our 

position within Church, we decided that selection of a member of the clergy was 

something that we could not leave open to chance but would need to make 

specific provision for within the Board membership. This encounter highlighted 

in the minds of those in the study group the need to be able to inform the clergy 

of our intentions in such a way that they could be led to understand the value we 

placed on consensus. How best to do this has been a continuing problem. 

(3) In 1989, at the beginning of the school year the frrst meeting of the study group 

brought with it new membership. Thoughout this time membership has remained 

open to all those who show an interest in participating in the formation of the 

board. Invitations to those interested have appeared regularl y in school 

newsletters with relevant information about dates and times of meetings and 

mention of work being done by the group. There has been no requirement for a 

process of gaining membership other than to attend meetings. At this point in 

rime there is no claim by the group to be a representative body. 

(4) The interpersonal interaction that had become an essential criteria of the nature of 

deliberations continuously raised in our minds the problems we were faced with 

when new people attended a meeting. There was the problem that people could 
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feel excluded from the process in their first meeting and so give up interest. It 

was imponant then that the group make provision for prospective members of the 

board to be educated in this interactive process. While members elected to the 

board would possibly not be left open to act on the whim of feeling 

uncomfonable about the situation and so not turn up, it was seen to be necessary 

that prospective members be comfonable with the mode of operation from the 

beginning rather than have to wait until they had been a part of the group for 

some six months or more before finding a position from which to operate with 

some degree of comfon. 

(5) During the course of 1989 the study group was granted Interim Board status by 

the new Director of Catholic Education. The main task of the Interim Board was 

to write the Constitution for the future Board and detennine the way in which the 

election process would be conducted. Writing of the Constitution occupied the 

main pan of the Interim Board's rime and effons. However during the various 

deliberations that took place there were several instances when it was necessary 

to give some consideration to how some of the membership features could be 

ensured. 

(6) By the beginning of 1990 the fmal draft of the Constitution had been completed 

and presented to another new Director of Catholic Education. Then began the 

task of determing the election process. One point in the process that had remained 

an issue for some time was the question of whether or not those who voted 

should have been involved in the education process to the same degree as those 

who were eligible for nomination. Eventually this question resolved itself into the 

final outcome, namely that the entire school community should be eligible to vote 

whilst those eligible for nomination should have participated in full in the 

education program. 
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(7) All that remained at this stage was to determine the actual steps in the process. 

We had already indicated that there should be some effon to address the entire 

parent body by means of written materials. The next step was to provide for 

those interested in learning more about the operation of the board or those who 

were more specifically interested in nomination to the board. Meetings at this 

stage would take place in the homes of present Interim Board members. 

Discussions at this stage would address the following questions. Why a board? 

What had the interim board done so far? How would the board see itself as 

operating? Following these home meetings there were to be two inservice nights. 

These nights were to be strUctured and would address the questions concerning 

the already articulated school vision statement and the board's philosophy 

statement, the principle of subsidiarity, consensus as a decision making process. 

the board and its role in the management of finances and policy making. The 

second night would provide for an exercise in consensus surrounding the 

statement "A Catholic School is ... " The conclusion of this education process 

was to be the nomination of those whose names would be presented to the school 

community for the election process. 

(8) The education program is designed to target ·specifically, the parent body of the 

school community. The student body at this point in time do not have voting 

rights although this aspect of the election process has been given some 

consideration. Student representation is something which the board could 

address at a later date when the issue can be dealt with separately and within the 

context of its total ramifications. The staff body was an area that needed to be 

taken into account. Staff would receive the same literature as the parent body. A 

staff meeting would be given over to the discussion that is outlined for the home 

gatherings which would remove the necessity of staff having to add yet another 

meeting to their agenda. whilst allowing the staff to choose their representative 
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from the total staff. The staff would elect their representative before the 

inservices but the elected person would be required to anend those two events. 

(9) The sector of the school community still seen to not be catered for in this 

education process is the clergy. There is a strong desire on the part of the interim 

board to be able to address the whole gamut of problems inherent in educating 

the body of clergy within the town population. The one avenue of access to this 

group of people is through the regular monthly meetings of the priests with their 

Bishop. Over the last eighteen months the Interim Board has asked that the 

Principal and the Director of Catholic Education be given access to the body of 

clergy through these meetings. At this point nothing has eventuated. In December 

1988, when the C.E.C. member a1readv referred to attended the alreadv . . 
mentioned meeting with the then study group, he undenook to address this issue 

at one of these meetings. The outcome of this was that a priest was appointed to 

the College Interim Board, not as a result of any discussion among the priests as 

to whom they would like to have represent them, nor following any discussion 

as to the nature and operation of the board, but simply as a personal encounter on 

the part of the C.E.C. member with the request that he be the Bishop's 

representative. The Interim Board's response to this was that it was completely 

unacceptable. This incident has meant that the individual who was appointed in 

this manner has experienced a strong sense of rejection on the part of the board 

and consequently any steps that lead to positive interaction with the main body of 

priests may first have to take into account a reconciliation that opens the way to 

effective communication between the parties concerned. 
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OTHER PERSONAL REFLECTIONS 

3.3 CASE 1 - TOM'S REFLECTIONS 

(1) I believe that central to how we, as a group, came to settle for the education 

program we are presently implementing, is a consideration of our own 

experience in struggling to form a cohesive and collaborative Interim College 

Board group. As each person, over a period of eighteen months or more, grew in 

his/her understanding of the issues at hand - consensus mode of operation, the 

role of the board, policy making procedures, etc, the group developed a level of 

conviction and commitment to each other, to the group and to the process. As we 

saw the time of the Interim Board as a group coming to a close, having achieved 

the tasks outlined in our original task list, we were concerned to see both an 

effective handing on of the understandings developed and a smooth transition to 

the full Board status. 

(2) Several key elements emerged for the education program to achieve this 

transition phase successfully: 

• the whole college community should be involved. 
• an open invitation to nominate should be offered. 
• a personal, infonnal approach should be t.ak.en where possible. 
* ample opponunity for questions of and interaction with current Interim Board 

members should be incorporated. 
• clear. precise and specific information should be offered to those considering 

nomination. 

As a group, we deliberated at length on each person's suggestions as to how 

these goals would be achieved. Different people's suggestions were listened to 

and each contributed to the final shape, length and content of the education 

program. The Diocesan Guidelines, our own draft constitution and the 

suggestions of the Queensland Board Education Program were taken inro 

account. The process was not always smooth as, on occasions, differing views 
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on the best way to proceed were thrashed our - however, all were happy \vith the 

final program and could fully support and be involved in its implementation. 

(4) Constraints of time and the necessary limitations on the degree of effectiveness 

in being able to communicate with all in the College community also were 

recognised and effected the shape of the program offered. 

(5) Some of the original stimulus for considering the education program as such an 

imponant aspect of our work as an Interim Board came from both the then 

Director of .Catholic Education and author of the original Diocesan Guidelines for 

School Boards, and from the Queensland Guidelines we were also referring to in 

our deliberations. However, to end on the note that I began with, I feel that the 

major impetus for the program came from the group's own experiences and from 

the members' commitment to the value, not only of the process involved. but 

more imponantly of the value of their panicipation and contribution to the life of 

the College and their sons' and daughters' ultimate benefit. 

3.4 CASE 2 - NOLA'S REFLECTION 

(1) I began attending meetings in September 1988. At this rime I had no ideas on 

what I expected from a College Board. I was sure however that it should not be 

an "elitist group" which inflicted a minority viewpoint on the rest of the college 

community. Ensuring that the Board which was set up was one that rook 

account of the views of the college community in its decision making was the 

priority for me. 

(2) The first few meetings I attended were taken up in lengthy discussions on the 

role of the Catholic School, the role of a Board in Catholic Schools in general 
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and ours in panicular and the expectations of parents and teachers in relation to 

all three. 

(3) This was an imponant learning process for us all. From my point of vie\v this 

was so because my assumptions were challenged by others and I in turn 

challenged other people. Out of these meetings the group was able to come to a 

consensus on their expectations from a board. On the basis of this we wrote the 

Board mission statement. While the mission statement will not need to be 

continually rewritten the process was something that was very imponant for the 

group formation and education process. I concluded this because, when new 

members joined the group later in the year it was necessary to go through the 

entire process again in order that they could fully appreciate what the board was 

about. We concluded at the time this was something a Board education process 

would need cover. 

(4) During these early meetings an imponant aspect needing to be addressed was 

Communication. It was agreed that communication between the Board and the 

college community would need to be frank and open. All members of the college 

community must have access to the Board and must feel they own the decisions 

emanating from the Board. Special attention would need to be paid to the ethnic 

members of the community who may be shy about coming forward so the Board 

would need to ensure they son out these people. At all times the Board must 

ensure there are no hints of 'elitism', as it would mean alienating the general 

college community. 

(5) One way we used to ensure that the college community was pan of the building 

process was to provide regular information on our progress in the college 

newsletter. Another was to make sure that meetings were open and permitting 

interested members of the college community to observe at meetings. The need 
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for openness and ensuring all members of the community could feel ownership 

of the decisions were topics we kept coming back to and reassening. 

(6) Consensus was the model to be used for the operation of College Boards in our 

diocese, according to the Catholic Education Office guidelines. This was a 

controversial concept that some of us had difficulty conceptualizing as a practical 

operating process. The religious members of the study group were able to 

provide practical examples of consensus in operation during their 'meetings'. 

Our conversion to the ability of the process to provide a viable decision-making 

process was slow but we agreed it would ensure decisions made are made for the 

right reasons. It should also eliminate the risk of elitist groups taking hold of the 

board. 

(7) The value of relying on the Holy Spirit to guide the members was emphasised as 

well. Consensus as a process is something some people will always have 

trouble with and a reliance on the Holy Spirit is necessary. But there was still 

conflict within the group on how people could be educated to ensure only people 

who could work with the process were elected to the board. 

(8) The religious members of the study group pointed out that' in their use of the 

consensus model they nominate people who have a known ability to operate 

within consensus and hold elections based around these people. Lay members of 

the group felt that to adopt a similar process for the board would make the board 

'elitist' and therefore should not be followed. Everyone in the college 

community should have the right to vote while only those who attended all the 

education programs could nominate for election. Debate on this was animated 

and an agreement that everyone should have the right to vote was reached in the 

end, but the decision was not reached by consensus. It highlighted to us the 

difficulties associated with consensus and the fact that there are often failures. 
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(9) Consensus had to be a priority in the education program. We realised to rush 

the concept on people could be counterproductive as we attemped to find board 

members, on the other hand, the need to ensure people really understood it 

enough to be able to know whether they could work within the process before 

they nominate for the Board was obvious. 

(10) The group spent many months working through a Board Constitution. During 

this process we practised consensus as best we could and increased our skills 

over time. It also became obvious that communication within the group 

improved as we came to know understand and appreciate the other members as 

people. It made working together much easier and productive. This was 

another aspect of the communication process which needed to be part of our 

education program. 

(11) As we worked through the constitution we began to identify roles on the Board. 

for various groups within the college. We realised they needed to be approached 

singularly. One big education program for everyone no longer looked the best 

way of approaching the task. We identified_ the main groups as the parents, the 

staff, auxilliary bodies and the clergy. These groups relate to the board in 

different ways so we decided they should ideally be educated from different 

perspectives. 

(12) An education process that would cover all the elements, really needs to run 

continuously through the year. This we felt could be achieved by running 

segments on different aspects of board activities at various school functions 

throughout the year and by regular communications in the college newsletter. 

But there will always be a need for an intensive education program to cover the 
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more technical aspects of board functions also to provide the group from which 

nominations could be called. 

(13) For this flrst election there was the added problem that we did not have time to 

educate fully, the college community in the broad outline of our activities. For 

these reasons we decided on the following format. 

(14) Firstly, we would run a series in the college newsletters, spanning a number of 

weeks, explaining in outline form the aims and goals of the board. This would 

stimulate interest among the college community, to get them talking and 

wondering about it. This would be followed by a more intensive but still relaxed 

session or series of sessions where people could come along and ask questions. 

Hopefully at this stage deciding they would be interested enough to tackle the 

third stage. We felt this was the time to approach singularly the groups we had 

identified At these meetings we were able to answer questions from the 

perspective of the different bodies concerned. The flnal section of our program 

involved running two nights. 

3.5 CASE 3 - KATE'S REFLECTION 

(1) The impetus for the education program was the recognition that this school board 

intended to operate in a very different way to others. In a word, consensus. It 

was also acknowledged that the concept of consensus decision-making was not 

easily understood let alone practised. 

(2) The recognition that the Board would operate differently was highlighted by the 

task we set ourselves, which was putting together a constitution. This in tum 

obviated a need for an initial education program and then an ongoing one for the 

whole school community. I suppose another reason for an education program 
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was also that the concept of a school Board was new. The community needed to 

know what was a Board - what could or couldn't a Board do - how would it 

operate, etc .... 

(3) The education program was put together using the questions we ourselves had 

dealt with. The most obvious ones I have already mentioned. Questions on 

membership and relationship with other bodies came from putting the 

constitution together - we had to deal with and resolve them ourselves and so 

they seemed the son of issues that would be raised by new or intending Board 

members. In addition to this we needed to get across the consensus concept of 

decision-making. 

(4) Therefore the education program fell into two main categories. 

(1) Information - obvious questions and issues 

(2) Giving the initiated a feel for the different method under which the 

board would operate. 

3.6 CASE 4 - MAUREEN'S REFLECTION 

(1) At previous meetings relating to how the Board would be elected we experienced 

difficulty in arriving at consensus. I felt that we should insist on that all voters 

take pan in the education program. Others felt that this would reduce the sense of 

ownership of the board to a small elite. 

(2) Consensus was eventually reached along the lines that the first election would be 

different. We would attempt to educate the whole school community through the 

newsletter and we would invite anyone who wished to participate in a home 

gathering where the role of the Board, and in panicular decision by consensus 
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could be explained more fully. Those who after this wanted to know more and 

anyone who wanted to stand for election were asked to attend two education 

sessions. 

(3) Participation in this education program was compulsory for candidates for 

election to the Board. 

(4) How we actually arrived at the exact format I'm not absolutely sure but I 

recollect CASE 1 taking paper and pen in hand and moving us into a fairly quick 

decision. 

(5) We recalled our own initiation and CASE 3's and remembered what had taken 

time to grasp. We decided it was important to cover much the same ground. 

( 1) Look at what Catholic Education is about. 

(2) Grasp and believe in the consensus model of decision-making. 

(3) Present the proposed constitution as evidence that we knew what 

we were on about- a body well wonh being involved in. 

(6) We decided that there was too much for one session. People needed time for 

information to sink in. The home gatherings served to deformalise the initial 

introduction. Leading roles were given to non school members of the Interim 

Board. 

(7) We brainstormed the areas to be covered with an eye to the outline provided in 

the Queensland document. Interim Board members volunteered to present 

different parts of the program. Two different days of the week were chosen to 

allow more of the school community to anend. The homes of the gatherings were 

agreed upon - I can't quite remember why only the women's homes were 

considered. 
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3.7 GROUP REFLECTION - 13 JUNE 

(1) There are five participants in this discussion. They are the researcher, Tom (case 

1), Nola (case 2), Kate (case 3) and Maureen (case 4). These names are 

pseudonyms and are used instead of the the more formal case numbers in an 

effon to allow the reader to re enter the process without compromising 

confidentiality. All except Kate were members of the original study group that 

met in 1988. Kate joined the group as a 'new ' parent at the beginning of 1989 

and was a member of the Interim Board. At the time of this discussion the 

education program had been completed and the elections were in progress. 

Results were not known at this stage. What follows is a transcript of the 

discussion as it was recorded on magnetic tape at the time of the meeting. 

(2) RESEARCHER: As a group I think if we just take it in turns to talk about what 

you remember and if different members want to contribute at any point. feel free 

to join in at that point Which means that before we get too far round the table we 

won't be taking turns. Would you like to start, Tom? 

(3) TOM: So we are not reading from this ... (referring to written reflections.) 

(4) RESEARCHER: No, because we'll be bouncing our memories off each other 

rather than sticking hard and fast to what we were writing about. 

(5) TOM: One of the main things I talked about in what I wrote was that it seemed to 

me that the education program that we arrived at came from the group's 

experience itself, as a group. That our own experience of working through 

things, and the task that we had set ourselves, and coming to understand 

consensus, and what policy making was about, what the role of this board was 

and all that son of thing. That in that whole process we developed ourselves, 
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each of us, our own understanding of those things, but also a commitment to the 

value of what a board could contribute in a school situation and what we could 

get out of it ourselves individually and that somehow that sense of commitment. 

and conviction, we were keen that in the handing over process as we saw this 

group coming to its end, we were keen to hand over in a way that was going to 

help the new group to assimilate some of those values and some of those 

understandings that we had so painstakingly developed ourselves and that we 

wanted to see the new, the full board, get off to a good start, so the education 

program took on a pretty important part of our discussions particularly at the 

latter few months. To me I think that that was the main thing of the education 

program. 

(6) RESEARCHER: When I was writing mine (reflections) the thing that struck me 

was that the actual deliberation about what would go inU.) the education program 

didn't take an awfully long time. 

(7) KATE: No. 

(8) RESEARCHER: But the experiences we had lived through were the things that 

had already determined that for us. We had already, along the way, identified the 

things that we saw as value then, and it wasn't that difficult to draw them out and 

bring them together. 

(9) KATE: I mean there are a number of questions and issues that we resolved just 

doing that constitution that then made it obvious that anyone coming into the 

Board would want to resolve those too, or have some answers ready so it was 

quite easy to pick out just exactly what were the issues that were high lighted as 

we went through putting together a constitution and just put those together as part 

of the education program. It was sort of obvious. 
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(10) MAUREEN: I can clearly remember saying what were the difficult things that 

we took to grasp, and I can remember then saying; and when you (Kate ) came 

in, and we laughed a bit about that, it was fairly obvious that the notion of 

consensus was the sort of process that you had to spend a bit of time feeling 

comfortable with. 

(11) KATE: Yeah - that was one of the most important ones to get across and 

actually I came to the conclusion that you can't do it. You can·t get it across. 

(12) MAUREEN: You can't hurry it up. 

(13) KATE: No. 

(14) MAUREEN: fd say that too. 

(15) RESEARCHER: You've actually gor to get to a point where you work through 

it on something before you internalise it and accept it. 

(16) KATE: It takes quite a bit of time. 

(17) RESEARCHER: Those of us that were in the earlier study group: I'm quite 

convinced that that night with the C.E.C. member was the night we ... 

(18) MAUREEN: We learnt. 

(19) RESEARCHER: We learnt, not just that we knew what it was but that we were 

able to do it and that we owned it. It was definitely something we internalised by 

that stage. 
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(20) MAUREEN: We knew what it wasn't. 

(21) RESEARCHER: But after that, I think we knew what it was. 

(22) MAUREEN: Mmmm. 

(23) RESEARCHER: Until then we could say what it was we didn't want to see 

happen, but after that point in time it was easier to stan talking about what it was. 

(24) NOLA: Actually I came here- and I must admit that I've always dodged these 

son of things - and I've always - I've had nothing to do with schools. I don't 

like the way Parents and Friends operate; that sort of thing. And then I came in 

here and I listened to you (indicating one member) and I listened to you 

(indicating another member) talking about your experiences in Victoria with 

groups where they became political, where cliques were fonned, where they son 

of- ''the them" and "the us" mentality son of developed. And then as I listened I 

could see that the school Board is a good thing to have. It is a good way that the 

representative views of parents can be put across and that the way the parents can 

be involved in the Board ~d it can go either two ways. It can go into a political 

way or it can stay· as a representative thing for the parents and so listening to 

everything I thought; how? Well, how can we make this Board so that it goes the 

way of the representative group, and the solution seemed to be in consensus. It is 

harder. Listening to those people (indicating the participants in the education 

program) last week it is going to be harder. It is going to take a while I think and 

maybe some people are going to fall by the wayside but I think that if it is going 

to work we have to go with consensus and the group has to [at all times) make 

sure that their motives are right, that they are not openly espousing consensus but 

inside thinking I'm going to get my little pet project pushed through. I'm here in 
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a position of being able to do it so I'm going to do it. And so for me the 

education process is vitai because that is what it has got to get at and root out. 

(25) TOM: I think when it got down to the nitty-gritty of planning what would 

happen in the education program, that a lot of things son of hinged on the way 

that the program was set up. Like initially there was the openness to everybody 

and there was information going out to everybody in the community and that 

everybody was being invited. It was an open invitation to everybody and there 

wasn't any exclusiveness or groupishness or anything. There right from the 

start, the opporrunity for the interpersonal interaction at the horne gatherings and 

the opportunity to interact with the Interim Board members along the way was 

important so that we could hopefully communicate some of those values in a 

personal way that they'd affected us. Whether effectively or not we have 

achieved that in the short time that we had, I don't know. And I also think that 

there was also a definite solid component of the number of key things that we 

reasonably were able to identify, as I said before, from our work over those 

eighteen months as being the key things - to know that there was solid meat there 

for people to chew on at the same time. 

(26) NOLA: Everything for me hung on the avoiding of political cliques and the 

personal glory for individual groups, and gospel values. I seem to remember 

gospel values being bandied around a lot as a way of overcoming- sort of- If we 

are all conforming to gospel values then political cliques and things like that can't 

form. So that was an important pan. And son of relying on the bird (Holy 

Spirit), I remember that being fairly important 

(27) TOM: There were some times in planning the education program itself even that 

differences of opinion came as to you know like- how we would best achieve 
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those goals that we had and the consensus thing son came in there again. didn't 

it. Even working out the final shape of what we would present. 

(28) MAUREEN: I don't remember that. I remember you, Tom, sitting here. We 

were all chatting away and you suddenly got your pen together and paper. 

(29) KATE: Right, we're doing this on such and such a night. 

(30) MAUREEN: I don't think there was much resistance to it at that stage at all. I 

think we had ... 

(31) KATE: We'd already got to that. 

(32) MAUREEN: Yeah- way back when we had been looking at the constitution on 

how we would go about this, that was when we had probably one of the biggest 

differences of opinion, or differences of a feel for it in that I distinctly remember 

that I wanted to stick to the Queensland guidelines and have everybody educated 

- for the same sons of reasons that you are seeing now, that the education 

program is vital and its fairly important. I saw it as important that both the voters 

and those who were voted in had a good understanding of it. That we had to put 

aside in the end. We had to [really] reach a compromise there and say that that 

could be elitist, because there would still be a lot of people left out and if we 

wanted people to own the Board, then for this first time we had to put this aside. 

I can remember hassles back there. 

(33) NOLA: That's right. 
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(34) MAUREEN: But actually working out the education program it seemed rome 

to just fall "tap-tap-tap" (using hands). The cards just went "boom-boom-boom" 

(using hands on the table again). 

(35) KATE: Because, it sort of became obvious what was needed to be put into an 

education program and I remember we also acknowledged that the Queensland 

model, you could use that for an ongoing education program- a longer term one. 

(36) MAUREEN: Yeah. 

(37) KATE: But that the one we wanted had to be fairly short term and done fairl y 

quickly. In that model it was fairly easy to see what had to be addressed in the 

education program. 

(38) MAUREEN: Except we still wanted two sessions because we said that you did 

need absorbtion time. 

(39) TOM: I suppose I would have .considered; like, all that previous discussion 

about the level of education and so I would have seen that as part of the process 

leading to the final decision. 

(40) MAUREEN: I certainly put that in my writing. The background - heavy 

background to why it fell into place when the actual planning began. 

(41) NOLA: Because for us the education program was about those first four weeks; 

first four meetings, five ... 

(42) MAUREEN: It was ongoing. 



67 

(43) TOM: You can trace it right back to that then. 

(44) NOLA: But it was there that we really sort of nutted it out; just so. I think we 

spent the first four or five meetings; and we didn't actually , in terms of 

establishing a board we didn't actually do any of the nuts and bolts work. We 

actually just seemed to discuss. I haven't looked at the minutes but I seem to 

remember when I was writing them that 

(45) (TOM: I think our jumping off point was starting with the local Guidelines. I 

can remember the frrst meeting or two saying "we ~e looking at the first page 

and what are your comments?' 

(46) NOLA: That's right; yeah. 

(47) TOM: And maybe even the second meeting we started that way but we didn't 

stay there. 

(48) RESEARCHER: Actually, that was the thing about it, that it didn't take very 

long for it to generate'its ow·n direction and its own life course or what ever you 

want to call it The very first meeting it seemed that something needed to be done 

but after that it dictated for itSelf. 

(49) MAUREEN: I've got a question. Why then- was it just a matter of time or did 

the same sort of thing happen at that last/second education meeting? To me it 

seemed that initially there was a fair amount of resistance. I don't know, it was a 

(action with hands indicating pulling down of blinds). 

(50) KATE: A backing off. Yeah. (Repeated action of pulling down blinds/shutter.) 
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(51) NOLA: Yeah. I don't think there was an acceptance at all. I think they just 

thought; "oh well, we won't make a fuss." 

(52).K.A TE: Yeah. 

(53) RESEARCHER: Particularly the first night. 

(54) NOLA: Oh- I think it was the second night. 

(55) K.A TE: Yeah we'll listen to it but... 

(56) MAUREEN: I just wonder. Does it mean, Tom, that it was that panicular 

group of personalities that came together for the meeting - the first study group 

that made it work. 

(57) TOM: No. I think the study group took time to come to grips with a number of 

things. I don't think that we would expect that people coming into it new at thi s 

stage after just one or two meetings where a whole lot of things - I mean 

consensus certainly wasn't the only thing talked about. There were a lor of things 

talked about on the two nights. 

(58) NOLA: I was worried about what wasn't talked about actually. 

(59) TOM: Yeah. 

(60) RESEARCHER: Actually, for us ourselves, back at the very beginning, 

consensus wasn't one of the very first first things that we identified as being of 

value. It was interpersonal interaction that - That was the first thing that we 
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identified, an openness and a sharing of ideas. And we didn't talk about 

consensus until - well 'til about the third or founh meeting. 

(61) MAUREEN: Are you saying that perhaps if we hadn't named it it might have 

been more acceptable. 

(62) RESEARCHER: Yeah. I think they could see it as more threatening. 

(63) NOLA: I think they could see it as a time waster. The bloke, he just more or 

less said that. He'd been on this committee and they'd been managing quite well. 

(64) KATE: Yeah. I just saw the shutters came down. 

(65) NOLA: And consensus was just a waste of time. I don't know. 

(66) RESEARCHER: I think maybe we might be a bit anxious about 

(67) KATE: About our baby. 

(68) NOLA: Yeah. 

(69) RESEARCHER: Just thinking back maybe to what you wrote, is there 

anything that we haven't touched on in our discussion. 

(70) MAUREEN: How we dealt out who was going to do what surprised me again. 

We just son of said: 'Til do that, I'll do that, I'll do that." It seemed to me that 

everybody was free to do something and I thought that was borne out in the 

actual process. When Kate and Nola came to the staff meeting, to me that was 

extremely good. It was a very good reception. And then the home gathering that I 
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was at 1 think the thing that pleased me a whole lot about the program was how 

very much imbued each of us is with the spirit of the thing and how aniculate we 

are when we are talking about it. I didn't feel any drawing back when people 

were saying ru do that and rn do that and we felt that each person was equally 

capable of taking on the task. 

(71) NOLA: Actually I wondered if we got a little bit tired in the end. when it actually 

came to the education process. Maybe we should have put a little bit more 

thought into it 

(72) KATE: I feel the same way. I think some more thought could have gone into it. 

(73) RESEARCHER: Into what? 

(74) KATE: Into the actual education program. 

(75) NOLA: You (indicating another member) and I sat down and wrote it up and 

presented it at the meeting and I thought it would get blown out of the water and 

it didn't And it was son of just accepted. 

(76) MAUREEN: But it was fairly right 

(77) NOLA: Oh - I think it was - but I though t some more discussion would have 

gone into it I would have liked us to have discussed it more. 

(78) KATE: Yeah. 

(79) NOLA: I mean, we were running out of time, obviously. 
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(80) KATE: I think that was the thing, that we were running out of time and it had to 

be done by a cenain time and we did it. Although we covered the areas I feel it 

could have been thought out and organised a bit better. 

(81) NOLA: The other thing is it was a first, and for me anyway, it was a fairly 

daunting thing to [suddenly] have to confront three hundred sets of parents with 

something that we were so familiar with and we so support now. but in the 

beginning it had a son of 

(82) TOM: Are you saying that you would rather sit around for a month and worry 

about it? 

(83) KATE: No. 

(84) NOLA: Actually I felt that this group should have stayed together for the rest of 

this twelve months, established ourselves as the Board, run it for the first twelve 

months and then let the education process go over the year and then stan next 

year. 

(85) MAUREEN: And continue on as an Interim Board then. 

(86) NOLA: I don't think so, no. Because actually that was one of the arguments 

you and I had. lf you look at the constitution there was room there to do it. We 

decided against it and it didn't matter in the end but I just wondered whether. .. 

(87) MAUREEN: Sooner or later though we are going to have to involve other 

people. The longer we stay here 
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(88) NOLA: That's what I wondered; if we couldn't over twelve months. I think 

that what we did was right. I just worry that it was too crammed. 

(89) RESEARCHER: Instead of trying to do your broad general education at the 

base level and the home gatherings at your clustering level and then your 

inservicing at the third level all in four weeks. have the same three levels but 

spread throughout the whole twelve months? 

(90) MAUREEN: I don't know if that works. It's a bit like learning how to sail. .... 

They forget in between times. I think a concentrated thing might have been 

bener. 

(91) RESEARCHER: I think that we have covered all that I need. We are dealing 

now with evaluation of the program. 

(92) Continuing discussion evaluated the process recently implemented. Several 

points emerged. 

1) The value the Interim Board placed on consensus. 

2) The need to involve people in the interpersonal dynamics involved in 

consensus before attempting to define and sell the notion of 

consensus. 

3) The need to keep the channels of communication effectively open 

between the Board and the adult sector of the school community that it 

represents. 

4) This education program operated in this particular time frame was the 

first and was subject to time restrictions that may or may not 

necessarilly be relevant to future programs. 

5) The need for an education program to reach all sectors of the 

community. 
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3.8 AN OBSERVATION 

This observation is made as a result of having written up and dwelt on the various 

individual reflections and the group's deliberations. It seemed to me that whilst the 

group reflection was something that I had requested as a requirement for my study it 

appears to have served another and equally important purpose. 

As we discussed the ways and means by which we had arrived at our various 

decisions for the education program we followed a current of thought that took us 

into an evaluation process. This evaluative exercise served two purposes. 

(1) We were able to appraise what we saw as working and why; and what we saw 

not to work and why. 

(2) It also served as a debriefing exercise for those of us who had been involved 

continuously over the past twenty months. It gave a rounding off to a course of 

events and meant that individuals didn't just drift out of the process in an 

insignificant manner. At the point where some individuals were seeing themselves as 

"signing off" it was done with a sense of being able to contribute by way of 

evaluating their various experiences. 

I would suggest that a debriefing process for retiring members at the time of elections 

be considered as of imponance. 

Orpwood (1985) discusses the significance of "deliberation on the deliberations". 

These conclusions discussed here are an anempt to give "reality" to this process. 
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3.9 SUMMARY SO FAR 

Data presented in 3.2, 3.3 and 3.4 is the body of subjective data which forms the 

triangulation process discussed in detail in Chapter 2, (2.3 ( iv ) and 2.8). This 

process will be attempted in Chapter 5. What follows is a presentation of the 

objective primary data to be found in the minutes kept of both study group meetings 

and the Interim Board meetings. 

3.10 Objective Primary Data 

The objective primary data is found in the minutes kept of both th_e Study Group 

meetings and the Interim Board meetings. It also includes the documents produ~ 

by the group itself and documents which have been used as re!>Ources dufing the ; 

process of designing the education program In case study method the confidentiality 

ethic is paramount. Minutes in their original state record dates, times, places, names 

of individuals, groups, organizations, authorities and places as well as events and 

discussions. Because of the nature of the documents it is not possible to include 

exact copies of them in this main volume of work. Reference to data contained in the 

minutes will be identified by the date of the particular recorded entry. The way in 

which the minutes have been written does prO\Iide for any manner of referencing in 

terms of item numbers or section numbers. The only consistent form of identification 

used is by date. 

The original minutes of proceedings are kept in the files of Our Lady's Catholic 

College and I have a complete copy of these same minutes in my personal files. 

Anyone who would seek to verify the data by sighting the objective data in its 

complete form could do so by approaching me personally. This request would be put 

to the College administration and the minutes then released with the appropriate 

approval. 
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Documents produced by the Study Group and the Interim Board are presented in the 

accompanying Appendix. These include the Constitution of the Board, the Education 

Program, an exposition of the Board's position on consensus and the Board's 

mission statement 

3.11 SUMMARY 

This entire chapter has been devoted to the presentation of data. The subjective data 

is presented in all its detail and includes six accounts of the same set of events. The 

objective data is not presented in its entirety within the confines of this chapter. It is 

accounted for and discussed to the extent that verification of the original data is 

available to the reader if it so desired. 



CHAPTER 4 LITERATURE REVIEW 

4.1 INTRODUCTION 
4.2 CATHOLIC EDUCATION 

SUMJvlARY 
4.3 LEADERSHIP MODELS \VITHIN THE CHURCH 

SUMMARY 
4.4 CURRICULUM DEVELOPMENT MODELS 

SUMMARY 
4.5 SCHOOL BOARDS 

SUMMARY 
4.6 CONSENSUS AS A DECISION-MAKING 

PROCESS 

SUMMARY 
4.7 EXPERIENTIAL LEARNING THEORY 

SUMMARY 
4.8 CHAPTER SU~vlJ\tlARY 



4.1 INTRODUCTION 

CHAPTER 4 

LITERATURE REVIEW 

The positioning of this chapter as the literature chapter after Chapter 3, Data 

Collection may cause some discomfort to researchers who expect to see Chapter 3 

as the literature chapter from which data will emerge relating to the problem for 

study. However as explained earlier in the thesis certain literature can only make 

sense in the light of the data gathering exercise. Wise (1979) and Orpwood ( 1985) 

propose that "stills" of the process need to be developed in order to allow the 

various elements of the process to be determined. Chapter 4 is an experiment with 

the method which is a legitimate experiment according to Stenhouse (197 5). 

From the outset it has become obvious that I would need to be se lective in 

determining the areas of literature to be included in this chapter, In chapter 1, ( 1.13) 

determinants for inclusion in this chapter are listed as contexts, content and process. 

The contexts are those elements of the study which existed before the conditions of 

the case study came into being. In Figure 1, Chapter 1, the contexts of Catholic 

Education and Leadership within Church are identified and appear on the line of 

accountability in Figure I, Chapter 1. This line of accountability proceeds 

hierarchically through the administrative bodies of the Director of Catholic 

Education, the Catholic Education Council and the Bishop and had been there for 

the already existing forms of administration in the various schools throughout the 

system. 

The content areas which relate specifically to this study can be identified as 

curriculum development and school boards. These are the elements of the study 

introduced in the course of the development of this study. The establishment of the 
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College Board was a new venture in the organisational structure of the school. It 

could have been possible to have a Board established without developing an 

education program. If the inaugural Board had been established by appointing the 

already existing Interim Board members or by extending an invitation to individuals 

to participate there would be no reason to address the need to educate the various 

sectors of the school community for the express purpose of having infom1ed voters 

and nominees. The education program and how it came to be developed for the 

specific purpose of educating the adult sector of the school community in matters 

concerning the nature and purpose of the operation of the Board are the unique 

elements of this case study. The College Board, both members and the organisation 

and the development of a curriculum are the elements of the case study which give 

it, in Hubbard's (1973, p. 277) terminology, its "determining value". 

Processes examined include the various means employed by the panicipants (in the 

case study) to achieve their desired goal, in this case the designing of an education 

program. These are identified within the data collection process as, consensus as a 

decision-making process and learning based on experience. This latter element will 

be explored under the heading of experiential learning theory. 

None of the contexts, areas of content and processes, is definitively exclusive. It is 

possible to analyse this case and identify other contexts, for example the political 

and economic contexts within Federal Government, State Government and Catholic 

Education which have contributed to the establishment of School Boards. Other 

content areas which could be legitimately explored are parent participation in the 

education process, community education or the process of curriculum evaluation. 

Other processes at work which could allow further examination are alternative 

decision-making processes, meta-learning theory, the democratic process compared 

and contrasted with the consultative and the collabrative processes. The following 

six identified intrinsic elements of the case study are now examined 
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4.2 CATHOLIC EDUCATION 

In discussing Catholic Education it is necessary to state that the school's identity is 

strongly affiliated with an established organised church, the Catholic Church. 

However it is also necessary to realise that unlike the other independent schools but 

like the government schools, Catholic Education is systemic. Canavan (1986) has 

examined the reasons for Catholic Education becoming systemic and its consequent 

bureaucratic growth under the umbrella of the National Catholic Education 

Commission. 

We read in Matthew 10:7, of Jesus comissioning his twelve followers to go out and 

teach. "And as you go, proclaim that the kingdom of God is at hand." This 

function of Church to proclaim the Word and pass it on is what Dulles ( 1974, pp. 

71-72) identifies as the model of Church in its function as herald. Dulles describes 

this heralding as a rallying to action. It is not just a passive passing on of content 

but a challenge to put the Word into action. This notion of commitment to action is 

reminiscent of Orpwood's (1985, p. 299) political dimension in his discussion of 

reflective deliberation. The herald notion of Church is one view of Church which 

allows us to examine it in its function of imparting knowledge which is meant to 

have its natural consequence in observable changes to behavior. This is Church as 

educator. 

Johnson (1980) discusses the role of Church as educator from its beginnings. He 

presents the Church's role within an educational institution such as the school, with 

concentration on the education of children, as a development that has emerged in 

more recent centuries. Prior to this development the Church saw its heralding role 

in terms of the total faith-community and invested most of its effort in the adult 

members of the community allowing the adults to educate their children in matters 
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of faith in the same traditions that general educative needs were addressed. In more 

recent times the Church has upheld the right of parents as educators. 

Since parents have conferred life on their children they have a most solemn 
obligation to educate their offspring. Hence, parents must be acknowledge--d as the 
ftrst and foremost educators of their children. 

Gravissimum Educationis 1966, p. 641 . 

The same document addresses the responsibility and right of both Church and State 

to educate. Of the State, it claims: 

In addition therefore to the rights of pareniS and of others to whom pareniS entrust a 
share in the work of education, certain rights and duties belong to civil societ} . Pan 
of iiS duty is to promote the education of the young in several ways: namely. by 
overseeing the duties and righiS of parents and of others who have a role tn 

education and by providing them with assistance: by implementing the pnnc1plc of 
subsidiarity and completing the task of education with aucnuon to parental wishes. 
whenever the efforts of pareniS and of other groups arc insufficient: and morover by 
building iiS own schools and institutes, as the common good may demand. 

Gravissimum Educationis 1966, p. 642. 

The Church's role as educator is viewed from the parental perspective rather than 

custodian. 

As a mother, the Church is bound to give these children of hers the kind of 
education through which their entire lives can be penctrated with the Spirit of 
Christ, while at the same time she offers her services to all peoples by way of 
promoting the full development of the human person, for the welfare of earthly 
society and the building of a world fashioned more. humanely. 

Gravissimum Educationis 1966, p. 642. 

The earlier statement relating to the inalienable rights of the parent as educator is 

equally true for both Church and State contexts. The document overall is explicit in 

its expectation that both State and the Church will attend to the educative role within 

a formal institutional setting such as the school. 

In Church documents since Gravissimum Educarionis such as , the Sacred 

Congregation for Catholic Education document, The Catholic School (1977 ) and 

the same Congregation's Lay Catholics in Schools: \~Vir ness ro Fairh ( 198~ ) . there 
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is an obvious equating of Catholic Education with Catholic Schooling. Bennett 

(1972, p. 653), in A Response to the Declaration on Christian Edu.carion, attempts 

to demonstrate that the Vatican ll document has sold itself shon because it has failed 

to address the issue that Catholic Education is not just that which occurs within 

Catholic Schooling. Cave ( 1972), Crudden (1972) and Gill (197::!) have both 

explored these same ideas but with particular reference to the Australian context. 

Johnson ( 1980) suggests that a greater laterality of thinking is required if the 

question of what constitutes Catholic Education is to be addressed with reference to 

the historical context and tradition of adult education. 

Once Catholic Education is viewed as something more pervasive than 

institutionalised Catholic Schooling it is then possible to conceive of the idea that an 

education program which addresses the adult sector of a Catholic community has its 

foundations in the traditions of Catholic Education in its earliest historical context. 

Similarly, the herald function within the Church context of which Dulles (1974) 

speaks, is clearly demonstrated, if the passing on of knowledge is not just the 

statement and restatement of information but rather a call to effectively respond or 

commit to action. 

The current Australian context makes it difficult for thi s distinction between 

Catholic Education and Catholic Schooling to be viewed as anything more than 

theoretical. This does not mean that one should view Catholic Education in 

Australia as occurring exclusively within the context of schools. There is ample 

evidence of efforts to address the matter of Catholic Education outside of the 

schoolsening. This is best demonstrated by the now well established Catholic Adult 

Education Centres in centres such as Melbourne and Sydney. However there is still 

a traditional view of Catholic Education which persistently surfaces in documents 

and inevitably fucusses on schools. 
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Typical of this approach to Catholic Education is the group or individual who 

claims to be examining Catholic Education in Australia and almost from the outset 

restricts the context of observations and conclusions to that of schools alone. One 

such report was published in August 1973. It was entitled The Organization of 

Australian Catholic Education, Report of a Committee and stated at the outset of the 

report (p. 3): 

In its discussions, the Committee felL the pull Lo narrow the conception of Catholic 
Education LO Catholic Schooling. Some of the administrative services envisaged are 
drawn from the same bias. and some have their meaning only in a school's context. 
The Commiuec bel ieves. however, that Catholic educational administration should 
remain sensitive and responsive Lo the religious needs of pupils enrolled beyond 
Catholic Schools. and to wider educational needs of aduhs. 

However the South American context (Freire 1970, Boff, 1986) provides the 

example which points to such distinction as a reality. Freire does not specifically 

address church in his discussion of the "banking concept" of education. Given the 

historical context of South America from which he writes and understanding the 

long tenn Church/State despotism which Smith (1971) explores in hi s Religion, 

Politics and Social Change in the Third World , it is a simple task to tran slate the 

"banking concept" in tenns of the Church context and more specifically Catholic 

Education. Boff ( 1986) deals with Church as it is attempting to shape itself in South 

America. His circular model of the functions of Church members (Fig. 1) indicating 

that all members are equal but different reflects Freire's "teacher-student wi th 

students-teachers ... becoming jointly responsible for a process in which all grow." 

( 1970, p. 53) 
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Figure 2 - Functions of Church Members 
Equal but Different - Adapted from Boffs 

Conceptualizations of Church. 

In the Australian context Catholic Education has become institutionalised. The 

history of Catholic Equcation as a system (Fogarty, 1959; Canavan, 1989) has 

contributed largely to the tendency to view Catholic Education in terms of Catholic 

Schooling. There is an historical context for claiming that such a view of Catholic 

Education is delimiting and does not portray the real nature of Catholic Education. 

In the traditions of the history of Church, education was intended to be directed to 

the entire faith-community. While the schooling feature of Australian Catholic 

Education is an enduring feature there is a need to acknowledge that within Catholic 

educational institutions, and apart from them, the educative role of the Catholic 

Church should not be restricted or selective. This is not meant to imply that 

individual institutions have no right to determine enrolment policies. Rather it is 

meant to alen the reader to the fact that Catholic Education is a more global and 

holistic concept than Catholic Schooling. While Catholic Education in Australia will 

in the current context take place within a school setting, the obvious lack of the 

more global dimension of Catholic Education will provide for existing educative 

institutions a responsibility to address the educative needs of the total school 

community and not simply those of its student body. The implication is that a 

school will define its community as something more than simply its student body. 

The greater the espousal of the institution to developing a sense of community, the 

greater the commitment to the education of all within that community. 
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4.3. LEADERSHIP MODELS WITHIN CHURCH 

In 1931 Pope Pius XI wrote in his encyclical Quadragesimo Anno: 

This supremely important principle of social philosophy, one which cannot be set 
aside or altered, remains firm and unshaken: Just as it is wrong to withdraw from 
the individual and commit to the community at large what private enterprise and 
endeavour can accomplish, so it is likewise unjust and a gravely harmful 
disturbance of right order to tum over to a greater society of higher rank functions 
and services which can be performed by lesser bodies on a lower plane. For a social 
undertaking of any sort, by its very nature, ought to aid the members of the body 
social, but never to destroy and absorb them. 

The very language in which "this supremely important principle of social 

philosophy" is couched reflects the then organisational climate of society as well the 

Church. It was an authoritarian and hierarchical climate which is still largely 

dominant in both spheres but which has, with such declarations as this and the 

passing of time, had to move aside and allow other alternative organisational 

structures to develop. This principle which Pius XI is expounding is called 

subsidiarity. In spite of the dogmatic type language in which it is presented the 

principle itself contains the rationale for these alternative structures as viable options 

both within society at large and within the Church. The principle recognises the 

right of individuals to operate within a social structure and grow and develop with 

the use of each one's own various capacities, be they physical, personal, emotional, 

intellectual or otherwise. It also rejects the notion that the group or greater body of 

individuals has the right to deny various individuals the scope for such growth and 

contribution to the whole. 

The following two canons articulate the notion of equality and participation by 

contribution. 

CANON 204: Christ's faithful, are those who, since they are incorporated imo 
Christ through Baptism, are constituted the people of God ... They are called, each 
according to his or her particular condition, to exercise the mission which God 
entrusted to the Church to fulfil in the world. 
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CANON 208: Flowing from their rebirth in Christ, there is a genuine equality of 
dignity and action among all of Christ's faithful. Because of this equality they all 
contribute, each according to his or her own condition and office, to the building up 
of the Body of ChrisL 

Code of Canon Law. 

To suggest that this equatibility is distributed in a vicarious manner is to deny the 

full intent of both the above statements. Boffs earlier (1986, p. 30) model depicts 

the Traditional Church Structure (Fig 3). He suggests this view of Church is all too 

readily recognised and obviously denies the full intent of the above canons. 

Clerical World 

Secular Sphere 

Pope 
Bishop 
Pastors 

Figure 3- Traditional Church Structure, Boff, 1986. p. 32. 

The hierarchical structure is depicted here with the laity being dramatically separated 

from the hierarchical order that exist int the ascendancy scale of authority moving 

through from pastors to Bishops and ultimately to the supreme authority invested in 

the Pope.Boffs (1986, p. 32) triangular model of Church structure, on the other 

hand presents clergy and laity as having an equitable influence within the structure. 

BlSHOP 

CLERGY 

Figure 4- A New Church Structure, Boff, 1986, p. 32. 

Here the clergy and the laity are presented on the same plane as being equal but 

different. Both groups are seen to interact upon each other and to interact with the 

leadership figure in the person of the local Bishop who is seen as the Pope's 

representative in the local church community. It is within such an organisational 
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model that one can begin to see the principle of subsidiarity taking on some form of 

real dimension within Church. 

One of the earliest proponents of subsidiarity was Pope Pius XI. Prior to World 

War II the German Church gave the first significant response to PiusXI's call for 

organisational changes. It was not all that long since Max Weber ( 1922, p. 79) had 

written his Sociology of Religion which indicated the interplay of forces at work 

that the non-priest elements of the church had, namely an enduring "influence (on) 

the work of the priests." Taking into account the extent of Weber's (1947) writings 

on organisational structure The Theory of Social and Economic Organisation. along 

with this particular work which focussed on organised religion, there appears to 

have been within Germany, a climate of thought which was receptive to the notion 

of organisational change. This, followed by the course of events during World War 

II and Germany's subsequent demise on the world stage, seem to have conrributed 

to the notion of subsidiarity being disfavoured, or at best being held suspect. It is 

proposed as an organisational process along with the concepts of collaboration and 

collegiality Vatican II and the ensuing documents, Lumen Gentium, Gaudium Spes, 

Gravissimim Educacionis and Apostolicam Accuosicacem (Abbott, 1966) are funher 

evidence of effons to once again view subsidiarity as a'n organis.iatiooal process 

appropriate to Church. 

This view is not possible if one views Church in the light of Boffs traditional 

Church Structure (Fig 3). The concepts of equatibility, individual rights, personal 

growth and development and participatory rights do not find expression for all 

involved in the hierarchical authoritarian structure. However it is possible to 

consider the concept of subsidiarity being applied in Boffs triangular organisational 

model (Fig 4) with the accompanying circular model (Fig 2) of organisational 

process and its further refinement in (Fig 5). 
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Christ/ 

Spirit 
:-..- ...,. 

Figure 5 - The Church as Community of Services, Adapted from Boff, 1986, p. 29. 

The peripheral circle in Figure 5 represents the extent of the community and its 

individual components and their interaction with each other. The middle circle 

depicts those within the community who minister to the community. The innem1ost 

circle is the leadership within the community that maintains unity. If the words 

God/Christ/Spirit in the frame below are considered to be written on a coloured 

transparency which when superimposed on the circular model permeates and 

colours the entire model, we have a view of the action of God/Christ/Spirit on all 

members as being equal but different. 
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It is possible to oversimplify the organisational complexities when considerin2 the 

changes in shifting from the entrenched hierarchical structure of the past centuries to 

the communal model which is advocated by Boff. Schillebeeckx (1981. p. I 05 ) 

writes of a synod of Bishops held in 1971 as a result of the Second Vatican 

Council: 

At this synod it became evidcm that the majority of Cmholic Bishops throughout 
the world arc open to a new practice in the ministry, while on the other hand the 
official organs of the Church arc a serious hindrance to these new desires and 
visions. 

While current developments within the South American Church may be indicative 

of the new leadership models that are possible it is ~so important to not loose sight 

of the vastness of the entire Church organization. Boff (1986, p. 6) early in his 

work Ecclesiogenesis: the base communities reinvent the church quotes from Demo 

(1975, pp. 67-110). "A large organization can be renewed by a community, but it 

cannot be transformed into a community.'' We are being warned that it is not simply 

a matter of taking the community model and enlarging it to fit the organisational 

model in the hope that because it worked at the micro level it will work at the macro 

level. 

Schillebeeckx (1981, p. 112) quotes from Bishop Damen Bellido, speaking at the 

1971 Synod of Bishops: "Any attempt at changing an infrastructure (in this case the 

priesthood) within the greater structure (the Church) without changing this greater 

structure, is utopia." 

The implication is that changes within the organisational structure which allow for a 

shift in the present line of authority and exercise of leadership are not possible while 

the celibate priesthood is viewed as something greater than the laity rather than 

something which is different. The historical context of Church development 

suggests that the elitism and hierarchical structure so embedded in the institutional 

model of Church was absent from the Church in its communal settings in the 
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earliest centuries (Dulles, 1981, pp 46-47). At this time the priesthood and its 

essential sacerdotal role was well defined. It does not appear that the sacerdotal role 

provided any basis for establishing an order of hierarchy. To the contrary, the 

priestly or ministerial role fell to the one chosen from within the communitv and 

nominated by the community. For example when Augustine (Schillebeeckx. 1981. 

pp. 42&48) was called upon by the faith-community to assume first a ministerial 

role and then the role of bishop within the faith-community of Hyppo, the concept 

of sacerdotal role was largely one of service to the community and intermediary 

with the godhead. 

There is a strong case for suggesting that the emergence of the hierarchical order 

within the Church and the institutional model of Church have their foundations in 

the course of events which resulted in celibacy being imposed as a condition of the 

priesthood in the twelfth century. With this imposition emerges the concept of 

canclidates putting themselves forward for ordination and aspiring to a higher order 

of existence. Schillebeeckx ( 1986, pp. 88-89) states: 

Historically speaking, it can therefore no longer be denied that even the relatively 
recent law of celibacy is governed by the antiquated and ancient conviction that there 
is something unclean and slightly sinful about sexual intercourse (even in the 
context of marriage). 

The early history of the Church is marked by the communal nature of its gatherings. 

Dulles (1974, p. 55) claims that it is within the community model of Church that we 

find the "warm and vital interrelationships so central to the New Testament vision 

of the Church." It is in 1139, at the Second Lateran Council that the celibacy law is 

imposed on priests. The Tridentine view of the celibate priest status, as something 

better than and more meritorious than the married state is srrongly associated with 

the general ascendancy of the organisational model and with it the present 

associated problems with attempts at restructure as mentioned by Bellido ( 1971 ). 
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However the current arguments (Boff, 1986) for the changes in leadership :1ppear 

to have been given a reality within the micro context of communities and so can be 

anticipated to have a long term effect in terms of the total organisation as indicated 

by Demo (1975) and Boff (1986). This is reminiscent of Weber's (1922. p. 59) 

arguments when he says: 

The religious problem-complex. of prophets and priests is the womb from which 
non-sacerdotal philosophy emanated, wherever it developed. Subsequently. non 
sacerdotal philosophy was bound to take issue with the antecedem thought of the 
religious functionaries; and the struggle between them provided one of the very 
important components of religious evolution. 

It is useful to remember that Weber (1922, p. 79) claims that "prophets practically 

always come out of lay groups or find their suppon in them." 

SUMMARY 

The leadership model currently most readily recognised within the Church is the 

authoritarian model which best fits the highly structured organisational model with 

which the Church is most readily associated (Owens, 1982). This is not sufficient 

reason to subscribe to the point of view that because this is how it is, this is how it 

must remain. I have argued from an historical perspective (Schillebeeckx, 1981 ), an 

organisational perspective (Weber, 1922 and 1947) and a theological 

perspective.(Dulles, 1974, and Vatican II Documents) that collegiality, subsidiarity 

and collaborative modes of leadership can reflect the nature of Church and a 

leadership model consistent with what the Church proclaims, particularly when 

given the context of Church in a communitarian model. 
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4.4 CURRICULUM DEVELOPMENT MODELS 

Chapter 2 provides discussion of curriculum research and an appropriate 

methodology. The nature of curriculum or what constitutes curriculum was not 

explored. I intend to address this aspect of curriculum here. With the emergence of 

the study of curriculum in recent decades definitions of the word curriculum are in 

prolific abundance. Stenhouse (197 5, p. 1) says, 

Definitions of the word curriculum do not solve curricular problems, but they do 
suggest perspectives from which to view them. 

He goes on to describe how for some teachers the curriculum is a book of 

instructions whilst for others it is seen as the sum total of the child's experiences 

which occur within the school setting. However, Stenhouse ( p. 2) states his own 

position unequivocally, 

The curriculum is not the intention or prescription but what happens in the real 
situations. It is not the aspiration but the achievement 

This position allows one to view curriculum as a process. A process which is ever 

evolving and contains within itself the capacity ·for evaluation and modification. 

Print (1987, p. 15) gives us a definition of curriculum development which is 

indicative of this ongoing process. 

Curriculum development is defined as the process of planning, implementing and 
evaluating learning opponunities intended to produce desired changes in learners. 

The notion of curriculum as a prescriptive statement of the insrructional intent, is the 

type of static model that Tyler proposed in 1949. In his writings Tyler discusses 

and gives credence to such elements within curriculum development as value 

judgements (p. 4), learning contexts (p. 5), varieties of learning styles and teaching 

styles, varying philosophies of education and the intluences of these various 
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elements on eventual statement of the instructional objectives. However. the Tyler 

model of curriculum tends to be rigid and prescriptive in nature. The statement of 

the objectives comes flrst and foremost in the process with all else in the process 

dependent on them being fumly in place. 

Print (1987, p. 22) gives a schematic view of the Tyler model of the curriculum 

process. 

OBJECriVES 

SELECTING 
LEARNING 
EXPERIENCES 

ORGANISING 
LEARNING 
EXPERIENCES 

EVALUATION 

What educational purpose should the school seek to 
auain? 

What educational experiences can be provided 
that are likely to auain these purposes? 

How can these educational experiences be 
effectively organised? 

How can we determine whether these purposes are being 
attained? 

Source: After Tyler, 1949. Print ( 1987. p. 22) 

Print ( 1987, p. 21 ) indicates that the various models of curricul urn can be placed 

along a continuum with the rational/objectives models at one end of the continuum 

and the dynamic/interaction models at the other end. Pan way along the continuum 

is found the cyclic models. Marsh and Stafford (1984, p. 16) describe the cyclic 

models as "partly descriptive and partly prescriptive". Print uses Wheeler and 

Nicholls as examples of the cyclic models and Marsh and Stafford use Rowntree. 

Print ( 1987, p. 39) has developed a matrix type model which indicates that "the 

various curriculum models may be related to each other in terms of two dimensions 

-the degree of prescription/ description involved and the rational/dynamic emphasis 

given to the respective models." 

Figure 6, below is a reproduction of this model with the inclusion of Rowntree 

(1974). 
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Figure 6 - Print's maLtix for showing the relationship 
that exists between curriculum models. 
(Print does not include RownLtec.) 

Walker 

The extent to which the research method being used in this study is dependent on 

deliberation, [c.f.2.2(ii)], as a valid technique is indicative of where on Prin t's 

matrix I would be more likely to draw on existing models. Walker's Naturalistic 

Model, [c.f.2.3(ii) and 2.5], provides the rationale for depending on deliberation as 

a data source both in the curriculum process and the research process. 

Fielding and Cavanagh (1983, pp. 17-19) present their five defining attributes of 

the curriculum as goals , means , plans, value preferences and deci sion-making 

prerogatives. They indicate that "goal directed ness is ... the overriding attribu te of a 

curriculum." They do not insist that the setting of goals should necessarily precede 

other aspects of the curriculum process. It is possible that in one situation, it is only 

after value preferences have been determined that goals will be articulated. However 

it is just as likely that in another context, it is in stating the goals that participants 

come to determine value preferences. The deliberation process allows for the 

enmeshing of the various attributes as identified by Fielding and Cavanagh whilst 

also allowing them to be identified separately. Print (1987. p. 39) is critical of the 

deliberation process and considers it to be time lost from effective development of 

cuniculum and conoibuting to confusion in schools. Schwab ( 1969) and Orpwood 

(1985) consider that the deliberation process is the means by which participants are 
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able to explore possibilities and take into account all significant contributing factors. 

In Orpwood's (1985, pp. 298-300) view it is the deliberation process which 

provides the all important political dimension to the rational dimension and allows 

panicipants to be committed to the outcome rather than having it imposed upon 

them. If Fielding and Cavanagh's defining attributes are used as analytical tools 

within the deliberation process to measure its relevance, Print's criticism of "time 

lost" in deliberation would have less justification. 

It is in recognising the impact of each particular curriculum context that each 

curriculum venture gains its unique characteristics. Purves (1975. p. 115) says, "no 

one can build a curriculum in quite the way that my colleagues and I did and I build 

different curricula differently." Tyler (1948, p. 5) acknowledges the diversity of 

contexts that are needed for the development of curriculum when he says, "no 

single source of information is adequate to provide a basis for wise and 

comprehensive decisions about the objectives of the school." To deal with the 

relevant contexts is to take into account the contextual setting which Walker ( 1971, 

p. 52) describes as "the platform". 

Tyler (1949, pp. 4-5) considers that "a comprehensive philosophy of education" is 

necessary when making value judgements about curriculum and content. He 

discusses what he sees as four philosophical views of education and identifies them 

as: 

(1) The progressive emphasises the importance of studying the child to find out 
what purposes he has in mind. The progressive sees this infonnation as providing 
the basic source for selecting objectives. 

(2) The essentialist, on the other hand, is impressed by the large body of knowledge 
collected over many thousands of years, the so called cultural heritage. and 
emphasises this as the primary source for deriving objectives. 

(3) Many sociologists and others concerned with the pressing problems of 
contemporary society see in an analysis of contemporary society the basic 
infonnation from which objectives can be derived. They view the school as the 
agency for helping young people to deal effectively with the critical problems for 
contemporary life. 
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(4) The educational philosophers recognise that there are baste values in life. larcclv 
r.ransmiued from one generation to another by means of education. They see~ th~ 
school as aiming essentially at the transmission of the baste v:1lues derived by 
comprehensive philosophical study and hence see in educauonal philosophy the 
basic source from which objectives can be derived. 

Cavanagh (1989 & 1990) in his Course Outline for Curriculum Theory and 

Development identifies four approaches in Curriculum Design. He identifies them 

as: 

(1) Person/Learner Centred Approach 
(2) Discipline Centred Approach 
(3) Community Centred Approach 
(4) Broad Fields or Eclectic Approach. 

These approaches mirror accurately the definitions provided by Tyler in that order. 

Cavanagh's treatment (1989, pp. 30-37) of these approaches differs from Tyler's in 

that it depends on identifying the contextual setting of the curriculum event along 

with allowing the foundational subjects of Philosophy and Psychology to act as a 

sieve or justification process for both design and content. 

Schwab's (1969, p. 1) "renaissance of the field of curriculum" and his definition of 

the "the practical" as a "complex discipline ... concerned with choice and 

action ... which leads to defensible decisions" suggests that the Curriculum 

Approach Process proposed by Cavanagh can be an effective tool in unravelling the 

complexities of the myriad of curriculum problems that can be posed. 

SUMMARY 

This discussion of curriculum has looked at the various curriculum models using 

the rational <-> discursive continuum and the prescriptive <-> descriptive 

continuum as presented by Print ( 1987). It further explores the need to account for 

the contexts on which curriculum occurs and so contribute to the identifying of 

goals, means, plans, value preferences and decision-making prerogatives at work 
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within the curriculum process. The four approaches to curriculum design are 

discussed and found to have their origins in the philosophical, sociological and 

educational psychology selection screens that are at work within the context of t!ach 

particular curriculum endeavour. 

4.5 SCHOOL BOARDS 

The Report of the Interim Committee for the Australian Schools Commission 

( 1973) entitled Schools in Australia, and which became more commonly known as 

the Karmel Repon makes mention of various notions of accountability (2.2, 2.3) 

and shared responsibility (2.4). This suggests that there was a climate of thinking 

already evolving in the early seventies which has resulted in shifts in emphasis 

when identifying decision makers within educational establishments, whether 

government or independent. 

D'Cruz (1978, pp. 126-139) discusses the notions of accountability as dealt with in 

the Karmel Repon (1973) and explores the explicit and implicit notions expressed 

in the document The explicit notion of accountability is set within the economic and 

political framework. In analysing the implicit notion of accountability, D'Cruz 

(1978, p. 138) defmes it thus: 

This enriched notion of accountability is one that demands of all the agents of 
education (e.g. teachers, pupils, parents, the state, churches, etc) that they provide 
for optimum conditions for worthwhile learning to occur and that they be 
accountable to one another for the provision of those conditions. 

~t. ifl this "enriched notion" of accountability has given nse to government 

documents which are far more explicit in discussions concerning the decision-

making process within educational administration. 
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The following statement comes from the Victorian Ministry of Education . 

... there should be: 
• genuine devolution of authority and responsibility to the school community; 
• coUaborative decision-making processes 
• effectiveness of educational outcomes; and 
• the active redress of disadvantage and discrimination. 

Decision-making in Victorian Education 
Ministerial Paper No 1. 1983, p. 4. 

In the Northern Territory the then (1983) Minister for Education stated: 

A great deal of interest has been focused on the move to formalise school councils 
through legislation which gives councils the power to become more actively 
involved in the affairs of the school they serve . 

Statement from the Minister, 1983. 
A Handbook for the E.~wb/ishment and 
Operation of Schools Councils. 
N.T. Dept ofEducation.1983. 

While it may be argued that not all states moved with alacrity to the push from 

devolution of authority and increased local input into school affairs. the direction 

being taken in both the Northern Territory and Victoria are indicative of the national 

trend referred to in chapter 1, 1.1 of this work. In the Victorian document, 

Curriculum Policy Making , An Introduction for School Councils (1984). Curry 

states in the foreword to the document : 

Under current legislation a school council has the responsibility for deciding the 
school's educational policies within Ministerial Guidelines. This includes the 
development and review of a statement of the school's aims. the general principles 
of operation and an overview of how those principles are put into pmctice. 

This latter statement gives explicit expression to ideas that were promulgated within 

the Karmel Report (1973, 2.4). 

Responsibility will be most effectively discharged where the people entruste.d with 
making decisions are also the people responsible for carrying them out. with an 
obligation to justify them. 
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It is possible to demonstrate that the various effons to move into the realms of 

shared decision-making have their earliest origins in the documents of Vatican 11. 

In the Pastoral Constitution on the Church in the Modern World we read: 

Freedom acquires new strength, by contrast , when a man consents to the 
unavoidable requirements of social life, takes on the manifold demands of human 
pamership, and commits himself to the service of the human communitv. Hence 
the will to play one's role in common endeavours should be everywhere enc.ouraged. 

Gaudium Spes, p. 229. 

Here the Church is referring specifically to participation and responsibilities of the 

individual within the social order. Predictably the same norms are invoked within 

the context of Church. 

Let sacred pastors recognise and promote the dignity as well as the responsibili ty of 
the layman in the Church. Let them will ingly make usc of his prudent advice. Let 
them confidently assign duties to him in the service of the Church. allowing him 
freedom and room for action. Further let them encourage the layman so that he may 
undertake tasks on his own initiative. Attentively in Christ. let them consider with 
fatherly love the projects, suggestions and desires proposed by the lai ty. 
Furthennore, let pastors respectfully acknowledge that j ust freedom which belongs 
to everyone in this earthly city. 

Lumen Gentium . p. 64. 

One would expect that Catholic Education, in responding to the call for change, 

voiced through the Second Vatican Council and its documents, would have paved 

the way for secular educational institutions and their governing bodies m 

establishing a structure for shared decision-making. This has not been the case. 

In Queensland, Guidelines for setting up Catholic School Boards were promulgated 

in 1984. In South Australia, Guidelines were published in 1985 and in the Nonhero 

Territory in 1988. It would appear that within Catholic Education responses to the 

call for shared decision-making, in practice, are directed more to the directives from 

government deparnnents than to anything that may have emerged from Vatican II. 

Justification for deploying the notion of shared decision-making within Boards can 

be demonstrated from the theological perspective within the context of Church. 
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Similar notions are explored earlier in this chapter under the heading of Leadership 

Within Church (c.f.4.3), where the principle of subsidiarity is examined. The fact 

that such justification exists within the "Catholic" context independently of the 

government thrust for such a concept to be put into action , is a fun her indi("ation of 

how strongly entrenched Catholic Education has become in the hierarchical 

organisational structure which has failed to implement the development of the 

shared decision-making process. 

SUMMARY 

There is within the context of Catholic Education sufficient theoretical justification. 

for establishing and putting into practice the princ iple of shared decision-making 

and with it a suitable organisational structure. There have been isolated efforts to do 

this. However the notion of shared decision-making and the practice of establishing 

School Boards was not adopted systemically by Catholic Education until after the 

Federal Government adopted these notions and made them policy. Recent 

Government documents make explicit statements about the nature and functions of 

School Boards. However it is possible to find many of the principles invoked in 

these explicit statements, cloaked in an implicit guise within a much earlier 

Government document, the Karmel Report (1973). 

4.6 CONSENSUS AS A DECISION-MAKING PROCESS 

There is a strong temptation to consider that consensus is democracy at work. It can 

be argued that is not so . Democracy assures that all may have a say. It carries no 

assurance that in the final outcome all those who have had their say will be happy 

with the result. Our democratic system of voting is a witness to the fact that in the 

final outcome there will be winners and losers. In the true democracy the losers 

learn to live with the winners - until next time. 
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Hall ( 1971, p. 86) defines consensus not as unanimity but as a condition in which 

each member accepts the group decisions because they seem most logical and 

feasible. There is an ownership by all of the final outcome. This is vastly different 

from the democratic process which requires a getting with the strength. 

Hall (1971 ), suggests that the following skills are needed for consensus to be 

effective. 
l. Clarifying positions. Each member states his or her position and listens and 

ponders the positions of others. 
2. Explore alternatives. Do not treat the situation as a win· lose proposition. 
3. Solutions are to based on sound logic. 
4. Conflict is not to be avoided but to be used creatively. 
5. Draw on the widest range of opinions and all available information. 

Conway and Alvarez (1988, p. 45) go further and suggest that members of the 

group should not only be skilled in the consensus process (Hall, 1971 ) but that it 

also requires that the climate and orientation of the group allow for the 

implementation of the process and that the group must be adequately informed on 

the topic under consideration. Conway and Alvarez discuss at great length the 

process which allows members of a group to approach a topic from positions or 

points of view that may be mutually exclusive and eventually arrive at a mutually 

acceptable decision. The underlying assumption according to Conway and Alvarez 

(p. 45) is, "whereas the positions may be mutually exclusive, the values that lead 

participants to take those positions usually are not.' ' They consider that when 

participants are locked into "absolute, mutually exclusive beliefs" consensus is not 

possible. 

Stoner et al (1985, p. 404) discuss Hall's view of consensus as a group decision 

process which has one basic aim- to resolve conflicts. While this may appear to be 

a very limiting and negative perception of the process it can also be quite accurate. 

If consensus is the process that has been embarked upon, it, of its very nature 
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provides for the airing of views that in another process may not have even surfaced. 

The value of an opinion or point of view is not on how many of the group hold that 

opinion but in the weight of the information contained therein. Within this process it 

is possible for a strongly held notion to be moderated and influenced by the 

informed position of a minority. 

The emphasis in the process is on the right that each individual has to have a 

distinctly independent point of view at the outset but with the aim of all in the group 

being able to own and live with the eventual outcome. The essential ingredients in 

this process are accurate information and a willingness to app.reciate and understand 

what is being said by others. The process of its very nature invites conflict and so 

requires that it provides for effective resolution of conflict. 

The concept of conflict management has developed within the twentieth century. 

Robbins (1986, pp. 294-295) identifies the traditional view of conflict 

management, "conflict is bad", as the prevailing view in the 1930s and 1940s. He 

suggests that the behavioural view of conflict dominated conflict theory from the 

late 1940s through to the mid 1970s. This position viewed conflict as a natural 

occurrence in all groups. Consequently one accepted conflict as being inevitable. 

Robbins proposes that the current view of effective conflict management is the 

interactionist perspective which encourages leaders of groups to maintain an 

ongoing minimum level of conflict, sufficient to keep the group viable, self critical 

and creative. It is this view of conflict that differentiates between functional and 

dysfunctional conflict. The shared decision-making process of consensus provides 

for maintaining that ongoing minimum level of conflict of which Robbins speaks. 

There is much that has been written on group processes. The feature of the group 

process that is most crucial to the effective use of consensus is the free and 

unhindered interaction between individual participants. This freedom which allows 
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for effective interaction presupposes communication. Berman (1968, p. 167) states 

that 

Communicating is closely interwoven wilh values. for it is the communication 
process Lhat causes values to be understood or misunderstood, even among well 
intentioned persons. 

SUMMARY 

There emerges a view of consensus which requires an enmeshing and integration of 

interactive skills which if they are all employed ensure effective use of the 

consensus approach to the decision-making process. The absence or ineffective use 

of any one of these interactive skills results in a process which is something other 

than consensus. 

4.7 EXPERIENTIAL LEARNING THEORY 

A discussion of what constitutes experience becomes essentially a philosophical 

discussion. When Dewey wrote under the title Experience and Education (1938) he 

makes the point that it is necessary to engage in a cenain amount of philosophical 

analysis before it is possible to develop a theory that allows education to be 

conducted on the basis of experience. In his earlier writing Democracy and 

Education (1916, p. 139) he explored the nature of experience. 

The nature of experience can be understood only by noting that it includes an active 
and a passive element peculiarly combined. On Lhe active hand, experience is trying 
- a meaning which is made explicit in the connected term experiment. On the 
passive it is undergoing. When we experience something we act upon it; we do 
something wilh it; Lhen we suffer or undergo the consequences. We do something to 
the thing and then it does something to us in return: such is the peculiar 
combination. 

This definition of experience then opens up the further discussions that Dewey 

embarks upon in his 1938 work. He maintains (p. 25) that while genuine education 



102 

can be brought about through experience, not all experiences are genuinely or 

equally educative. In discussing the "quality" of the experience Dewey claims that 

there two features that need to be determined. One feature of quality is its 

agreeableness or disagreeableness. This is usually simple to determine. The other 

feature of quality is the effect of the experience. Dewey considers that this is a far 

more difficult feature for the educator to take into account. It is not just a matter of 

providing pleasant experienes and avoiding unpleasant ones. In determing the use 

of a pleasant experience the educator must avoid the danger of allowing the pleasure 

of the experience to be the overriding feature. He claims (p. 28) " ... the centr:\1 

problem of an education based upon experience is to select the kind of present 

experiences that live fruitfully and creatively in subsequent experiences." 

Lewin (1951, p. 84) discusses the impact that the learners contribution to the 

learning situation has on the eventual outcome. He maintains that the intellectual 

processes of the individual are influenced by the learner's emotional state which is a 

highly influential factor in determining perception. Lewin claims that we cannot 

realistically predict the same learning outcome for each student who panicipates in a 

given learning experience because of the differences that exist in what each 

individual learner brings to the learning situation. 

According to Claxton and Murrell ( 1987) Dewey and Lewin along with Piaget 

(1952) and his view of the learner interacting with the environment, are the main 

influences in the development of Kolb's experiential learning theory. Kolb 

proposes that knowledge can be "grasped" either in a concrete fom1 or in an abstract 

form and that "transforming" or processing the learning experience can mean either 

reflective observation or changing the situation by active experimentation. Using 

these four dimensions as possible outcomes for learners as a result of any given 

experience Kolb developed his model of experiential learning (Figure 7). 
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KOL8'S MODEL OF EXPERIENTIAL LEARNING 
CONCRETE 

EXPERIENCE 

~ 
ACTIVE REFLECTIVE 
EXPERIMENTATION OBSERVATION 

~/ 
ABSTRACT 

CONCEPTUALIZATION 

Figure 7 - Source Kolb 1984, from ClaxLon and Murrell. 1987. 

Kolb identified the four differing types of learning styles as accommodator, 

diverger, assimilator and converger. However in order to demonstrate the critical 

link between learning and individual development Kolb developed the ··cone". It is 

in this presentation that Kolb attempts to take into account the varying learning 

styles, the modes of adapting and the changes that occur as the learner proceeds 

from simplicity to complexity in learning. Kolb suggests that from birth to about 15 

years of age the individual is immersed in the world around oneself. At this stage it 

is important that the individual be provided with opponunities to experiment with 

the various modes of grasping and processing infom1ation from the learning 

experience. From 16 until about 40 years of age the individual is seen to go through 

a period of specialisation in which the preferred mode of learning will in all 

likelihood be reflected in the type of function that the individual pursues as an 

occupation. A close correlation on these two features contribute to greater degrees 

of specialisation. The degree of mastery and specialisation acquired at this point will 

usually be indicative of the extent to which other modes of learning have been 

neglected . Kolb suggests that at age 40 or beyond the individual assesses the 

situation and will often attempt to develop the facets that have until now been 

neglected. 
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Claxton and Murrell (1987, p. 30) suggest that; 

As to the adaptive modes, the direction of the shift depends on past and preferred 
modes. The person strong in rcncctive observauon moves to an active 
experimentation to become more of a shaper instead of being shaped .... The self 
begins to be experienced less as content and more as process and transacting with 
the world 

KOLB'S EXPERIENTIAL LEARNING THEORY OF GROWTH AND 
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From the model it can be seen that the four learning modes identified by Kolb are 

the basis for four different developmental preferences as indicated on the cone. 

With age and experience the learner becomes more specialised in the field and more 

refined in the preferred learning mode. In developing an educational program for 

adults it is necessary to take into account individuals who will want to perform in a 

preferred style. It is also possible that among the learners there are those who are in 

the process of integrating their learning styles. having already refined a preferred 

style through specialisation. 
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SUMMARY 

Combe (1984, p. 6) states that "it is generally accepted in education that learning 

should begin where the child is - with its previous experiences and present 

knowledge .. . Teaching should begin with what is known to the child and introduce 

them to the unknown." While such an invocation of the use of "experiences·· as a 

learning resource is indisputable it is essential to realise that the Dewian analysis of 

what constitutes "experience" and the implications for educators makes the whole 

question of "experiential learning theory" a complex one. It is not sufficient to 

consider that "experiential learning theory" 1s simply a hands on learning 

experience. 

Hodgkin (1985, p. 169) draws on the work of Polanyi, Gazzaniga and LeDoux to 

support his claim "that we really do learn more by what we do than by what we 

passively receive through our senses." Kolb's "cone" indicates that what we do 

learn from any given experience is not necessarilly the only possible learning 

outcome for that particular experience. Our own previous experiences, our own 

preferred mode of grasping and processing information will influence the learning 

outcome and the experiences that we are then equipped with for dealing with future 

experiences. In much the same way that Blake, Mouton and Williams (1981) have 

devised the "Administrator Grid" to take into account the individuality that each 

personality brings to the adminisrrative situation, Kolb has attempted to deal with 

individuality in his model of "experiential learning" and accommodate the potential 

for growth and change in the individual Ieamer. 



106 

4.8 CHAPTER SUMMARY 

This chapter has examined literature which relates to six aspects of this particular 

study. The treatment of these six areas will reflect the position taken on these issues 

in terms of the practicalities of the case study. In the instance of Leadership within 

Church, it is possible and more than probable that other reviews of literature on this 

topic would have presented a very different perspective of Church leadership. In 

this review of the literature there is a definite bias towards exploring alternative 

styles other than the traditional established style of leadership that is associated with 

Church. This is a deliberate strategy and it allows for the rationalisation and 

justification of stands taken on the issue of leadership within the context of the case 

study. Similarly, the other topics that are examined will in their various expositions 

present what to the reader may appear to be an alternative view of the topic rather 

than a traditionally acceptable one. As in the case of Leadership within Church, 

these are the positions that best explain the particular topic under discussion in the 

evenruallight of the case study itself. 
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5.1 INTRODUCTION 

CHAPTER 5 

DATA ANALYSIS 

In this chapter the data which is presemed in chapter 3 will be analysed. This will be 

in two pans. The analysis will deal first with the method of oiangulation discussed 

in Chapter 2. Then the five defining attributes of curriculum will be identified in the 

process that has been described in this case study. The condensed data that emerges 

from the triangulation process will provide the data bas~ for this second pan of the 

analysis. 

For the purpose of triangulation each reflection will be summarised separately in 

point form. These points are cross referenced with Chapter 3 for ready 

identification. When each reflection has been condensed to point fonn it is then 

necessary to cross reference the content of each reflection so that it can be 

demonsrrated how statements made in one reflection are supported by similar 

statements in one or more than one of the other reflections. It is also possible to 

indicate, if necessary, statements that are contradictory. 

To do this I have taken each point as recorded frorp the researcher's reflection and 

then identified where the same item can be found in similar language in each of the 

other reflections. Having worked through the points from the researcher's reflection 

there then remains a number of points that have emerged from the other reflective 

accounts but were not mentioned in the researcher's account. These are dealt with in 

a similar manner. During this process the objective data will be introduced. This 

will mean indicating where this particular item is referred to in the minutes. If, at the 

conclusion of this process there are no obvious discrepancies, the triangulation 
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method referred to in Chapter 2 will allow me to claim that the data presented m 

Chapter 3 as a set of retrospective deliberations. is valid. 

5.2 SUMMARY OF REFLECTIONS 

What follows is a summary of each of the personal reflections and the £rrouo - . 

reflection as presented in Chapter 3. The aim o f this section is to condense the 

content into identifiable items. For example, 3.2 (1 ) means the data thi s sec tion 

refers to will be found in Chapter 3. The researcher's personal reflec tion is the 

second heading in Chapter 3 and as such is indicated by the numbering 3.2. The 

number in brackets, (1) indicates the number of the paragraph under this particular 

heading, and so 3.2 (1) is identified as the fi rst paragraph under the second heading 

in Chapter 3. It is then indicated that in the first paragraph under the second heading 

in Chapter 3 the topic that is discussed is the first of the Study Group Meetings. 

Items dealt with in this paragraph are presented as the time setting for these 

meetings, (late 1988), the context, (a Catholic Co-educational College), and the task 

in hand, (to establish the inaugural College Board). 

On the other hand 3.2 (5) means that in the. fifth para~aph under the second heading 

in Chapter 3, the topic dealt with is the gaining of Interim Board Status. An item 

discussed in this paragraph is the task of writing the Constitution. When there are 

more than one set of brackened figures, as in 3.2 (3)-(4), this is meant to indicate 

that paragraphs 3 and 4 deal with the same topic and the items from both paragraphs 

are listed under the one heading. In this case the topic discussed is the changing 

membership of the group and the need to educate new members as they joined the 

group. 

Terms used for the headings and listing of items can generally be identified readily 

in the original script in Chapter 3. There are often instances where fo r the sake of 



109 

economy of language it has been more expedient to condense the actual words used 

and use similar language rather than exact transcripts. For example in paragraph (4) 

of the researcher's personal reflection there is a discussion about "the interpersonal 

interaction that had become an essential criteria of the nature of deliberations". 

Funher reading of the various reflections provides the reader with evidence that 

interactional skills are considered to be a prerequisite for the successful use of 

consensus. The fact that consensus is the preferred process is well established in the 

reflections. Consequently in the item listed under the heading for 3.2 (3)-(4) the 

longer account has been condensed to the "preferred process". 

5.3 SUMMARY OF RESEARCHER'S PERSONAL 

REFLECTION 

3.2 (1) First few Study Group meetings established: 

*Time perspective · late 1988. 
*Context - Catholic Co-educational College. 
*Task- establish inaugural College Board. 

3.2 (2) Consensus as a decision-making strategy. 

*Study of theological and organisational basis for taking such a 
position 

*Problems encountered with clergy arising out of consensus. 

3.2 (3)- (4) Changes in membership, 1989. 

*How to educate new members in the preferred process. 

3.2 (5) Interim Board Status. 

*Writing of Constitution. 
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3.3 (3) Our own, (the group) process of deliberation involved: 

*lengthy interacuon of ideas 
•using Diocesan Guidelines 
•drafong lhe Constitution 
•refening to lhe Queensland Board of Education Program 
•use of Lhe consensus process. 

3.3 (4) Constraints: 

*Time 
*Effective communication with aU sectors of the College Community. 

3.3 (5) Stimulus for considering an education program: 

*the flrst of Lhe Lhree directors 
*lhe documenl. D1ocesan Guidelines for School Boards 
•Queensland Guidelines 
•our own (group} experiences. 

5.5 SUMMARY OF NOLA'S REFLECTIONS IN 3.4 

3.4 (1) My priorities. 

*Time perspective- September, 1988 
•New experience 
*Did not want an elitist' group . . 
•was looking for true representation of community in decision-making process. 

3.4 (2) Early deliberations were marked by: 

*lengthy discussions 
*defining a Catholic School 
• defining a Board 
*defining "our Board" 
*talcing into account expectations of parents and teachers wilh regard to lhe above. 

3.4 (3) Deliberation process: 

•was a learning experience 
•was consensus in practice 
*produced Board's Mission Statement 
*had to take new members into account 
*highlighted need for education program and what it should do. 
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3.4 (4) Need for effective communication: 

•with the College community 
*with sectors of the community that remain shy and withdrawn as with various ethnic 

groups. 
•to ensure that there are no signs of elitism. 

3.4 (5) Means of effective communication: 

•use of newsletter 
*having open Board meetings which anyone within the College community may attend. 

3.4 (6) Consensus model seen as a safeguard: 

*for the representation of ideas 
•against elitism. 

3.4 (7) Role of the Spirit in consensus. 

3.4 (8) Problems experienced with consensus. 

*Consensus is not suitable for every decision-making situation. 

3.4 (9) Consensus, a topic in the Education program. 

*Rushing the concept could be counterproductive 
*Essential for nominees to know if they can work with consensus. 

3.4 (10) Writing of the Constitution: 

•consensus in practice 
•interactional skills more flnely developed 
•need to include interactional skills in the education program. 

3.4 (11) Groups to be represented on the Board: 

*parents, staff, au.xilliary bodies, clergy . 
•One education program for all not the best idea.. Each group needs to be dealt wtth 

separat.el y. 
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3.4 (12) Education process would need to: 

•run throughout the yeJ.r. 
•present aspects of the Board's activities at various College functions 
•regular use of the College newsletter 
•intensive education in the more techniCJI aspects of !he Board 
•provide the group from which nomin<:n.ions ~n be c:l.lled. 

3.4 (13) Constraints of time meant using the following program. 

3.4 (14) Education Program: 

*Written material in the College newsletter outlining aims and 
goals of the board. 

*Small informal gatherings of the various targeucd groups. 
*Final tWO nights. 

5.6 SUMMARY OF KATE'S REFLECTION IN 3.5 

3.5 (1) Impetus for the Education Program 

*The group's commiunent to the consensus model. 

3.5 (2) Need for Education Program grew out of: 

*our task of working on the Constitution 
*unfarniliaricy with School Boards 
•community's need to know what a Board is and how it operates. 

3.5 (3) Education Program addressed: 

•questions we had initially faced ourselves 
•questions we grappled with in the course of working on !he constitution 
*the consensus concept of decision-making. 

3.5 (4) Education provided: 

*information 
•a feel for the process. 
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5.7 SUMMARY OF \-lAUREEN'S REFLECTIO~ I:'\ 3.6 

3.6 (1) Problems with consensus: 

"Who should have the right to vote 

3.6 (2) Education Program to address: 

•the whole community through the newslcncr 
"home gathenngs ior discussion on the Board 
"those who wanted to lcnow more 
"those who wanted to stand for election. 

3.6 (3) Panicipation in Education Program: 

•compulsory for election to t.he Board. 

3.6 (4) Format of the Education Program settled on quickly 

3.6 (5) Our own (individual) experiences taught us that the Education Program 

should let people: 

*look at what Catholic Education is about 
•grasp and believe in the consensus model of decision-making 
•see that we lcnow what we are on about. as in the proposed constitution. 

3.6 (6) The Education Program: 

*needed more than one session 
*informal initial introduction 
*was conducted mainly by non-school members. 

3.6 (7) We used: 

•Queensland Guidelines as a reference 
• volunteers to conduct the program 
•different days of the week for home gatherings. 
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5A.8 sl1MMARY OF THE GROUP REFLECTION IN 3.7 

Throughout this summary there can be found sets of bracketted figures which are 

not consecutive, as in 3.7 (2) - (4). This is to indic:ue that paragraphs (2 ). (31 anc 

(4) inclusive are dealt with under the one topic. Because this is a group discussion :r 

is common for more than one person to voice an opinion and then to have one or 

more others promote the same idea in different words. As the summary proceeds 

these clusterings tend to become bigger as in 3.7 (75) - (83). This clustering 

includes all nine paragraphs from paragraph (75) through to and including paragraph 

(83). 

3.7 (1) Introductory notes. 

3.7 (2)- (4) Explanatory dialogue. 

3.7 (5) From the group's own experiences we each developed an understanding of 

and a commitment to: 

•consensus 
•policy making 
*the role of the Board in !.he College community 
*handing on the values and understandings we had developed: 

and so the need for an Education Program. 

3.7 (6)- (7) Actual design of the Education Program did not take long. 

3.7 (8) Our own (the group) experiences had identified the content. 

3.7 (9) The drafting of the constitution identified questions and issues in which 

people needed to be educated. 
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3.7 (10) Recalling our own individual difficulties highlighted how :nuc:~ ::me :s 

needed to come to an understanding of consensus. 

3.7 (ll) - (23) Our own graplings with consensus and how we came to have a 

working knowledge of it. 

3.7 (24) A Board, using consensus can be representative. 
•It must avoid the political manipulation of the ''them·· and "us" mentality. 
*The education program must address consensus. 
*The present program has shown us how difficult this is. 

3.7 (25) The Education Program was designed to: 

*be open to everyone 
•provide interpersonal interaction 
•communicate values 
*be a solid component of key ideas developed over eighteen 

months 

3.7 (26) The issues were: 

•avoiding political cliques 
•avoiding personal glory 
•demonstrating gospel values 
•relying on the Spirit 

3.7 (27) The planning of the Education Program: 
. . . 

•opporrunities for the use of consensus. 

3.7 (28)- (34) Consensus concerning the actual program and the content. 

*Lack of consensus concerning who should vote. 

3.7 (35) - (37) The Queensland model. 

*Requires more time. 

3.7 (38) Need for two inservice sessions 
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3.7 (39)- (48) The significance of earlier deliberations in the final outcome. 

3.7 (49) - (59) Questioning resistance to consensus by participants in the current 

Education Pr9gram. 

3.7 (60)- (62) Our own (the group) experience of consensus. 

•we used it before we named iL 

3.7 (63) - (68) Fears that consensus has not been accepted or fully understood. 

3.7 (69) Return to original task. 

3.7 (70) People volunteered willingly for tasks within the program. 

3.7 (71)- (74) Tiredness- Need for more time- more thought. 

3.7 (75) - (83) The Education Program accepted in its initial proposal. 

3.7 (84) - (90) Other option: 

*Install the Interim Board as the Inaugural Board 
•Conduct the Education Program over twelve months. 

3.7 (91) Close of discussion as recorded. 

3.7 (92) - (97) Summary of the discussion at the time of writing Chapter 3 and prior 

to writing Chapter 5. 

3.8 (1)- (6) My own observations of the group discussion. 
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Both 3.7 (92) - (97) and 3.8 ( l) - (6) are deliberations upon the delibe:-ation. This :s 

the level of deliberation that Orpwood ( l9R5), refers to as a ··meta- ieve: o f 

awareness of the process of deliberation." 

5.9 TRIANGULATION PROCEDURE 

This procedure involves taking each of the summary points recorded from the 

researcher's personal retlecrion and then cross re ferencing that item wi th supporting 

items that occur elswhere. These supporting items can be found in both the 

subjective and objective data sources. The subjective data is in other items in the 

researcher's own account or in any of the other personal reflections as well as the 

group reflection. The objective data is to be found in the minutes of the meetings that 

were held over the period of September 1988 through to June 1990. Tnese minutes 

also include primary literature produced by the group itself when studyi ng the 

various aspects of the Board. In the minutes these are referred to as "attachments". 

Attachment 1 is included in the Appendix. Within the crossreferencing tables they 

are aiso referred to as "attachments". In most instances references to objective data 

sources is done by simply indicating the date of the appropriate set of minutes. 

There are some instances where the date is accompanied by some form of 

commentary. 

Supporting items refer to the same idea or event and generally use similar language. 

ln some instances the language may be different but the idea is the same. For 

example most of the discussion concerning "consensus" will use the word 

''consensus". However in 3.2 (4) there is reference to the "preferred process". It is 

clear from the texts that the "preferred process" is consensus. ln the actual script this 

preferred process was referred to as "interpersonal interaction" and again in 3.4 (10) 

there is reference to interactional skills. In both instances the idea that is being 
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developed is the notion of consensus. Both of these items are therefore ac~ounrej 

for in the items that deal with consensus. 

By taking the headings from the summary of the researcher's personal retle::tion :l.nd 

locating supporting items in each of the other summaries it is possible to deterrmne 

to what extent the items correspond. Correspondence across the various items 

would indicate the srrength of the item in the collective memories and the extent to 

which that item is validated. 

If an item appears in only one reflection it is a valid item but lacks the status of being 

validated through the process and may be open to challenge. Contradictory 

statements would be seen to be non-supporting items and as such would require 

further examination. In so doing it is necess:.try to recall Walker's (1983) call for 

establishing "a truth" rather than "the rruth" . Apparent conrradictions and non

supporting statements can be evidence of the differing interpretations that each 

individual can bring to the situation without having to be seen as a denial of the 

event or idea. In the reflections there are several references to the difference of 

opinion that existed concerning who w~uld be eligible to vote. There appears to 

have been a lot of discussion and time spent on th_is topic. Each time this is referred 

to the reader is left with the impression that because the participants "were happy 

with the fmal outcome", 3.3 (3), this result was gained by consensus. In reading 

Nola's reflection 3.4 (8) we find that "the decision was not reached by consensus" . 

This apparent conrradiction becomes a supponing feature of the discussion when it 

is seen that the items that refer to this aspect of the consensus issue appears in the 

cross referencing tables under the heading "Problems encountered with consensus" 

(Item 6). 

Each cross referencing table will identify each of the reflective sources and the 

minutes kept of proceedings. Under each heading there appears the reference 
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statistics that allow the reader to identify the source of the data. From these :.eference 

statistics it is possible to find this data in both the ref1ective accounts in Chapter 3 

and in the summaries of those accounts which can be found in the eariier pan of this 

chapter. An analysis of the various items identified in the Table allows the reader to 

take into account the ideas dealt with under this particular topic. By taking into 

account the supporting data it is then possible to form a more complete statement of 

the item. Restating the item in this way then makes the item representative of all the 

ideas expressed on this topic. 

These restated items will then be listed in one concise set of data to form the basis of 

the second part of this chapter where Fielding's and Cavanagh's (1983) five 

defining attributes of curriculum will be used as an heuristic device. 

Item 1 

First study meetings established rime perspective - late 1988. 
Researcher Tom Nola Kate Maureen Group Minutes 
3.2 (1) 3.4 (1) 3.7 (25) First set of 

minutes for Study Group 
meetings dated 22-9-88. 
Last set of minutes for 
Interim Board meetings 
dated x-5-90. 

Analysis 

Supporting data indicates that the time span for the proceedings recounted in the 

reflections is definitely between September 1988, and June 1990. 

Resraring !rem I 
The deliberations which contributed to the design and implementation of the 
Education Program discussed in this study took place between September 1988, and 
June 1990. 
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Item 2 

Context - A Catholic Co-educational College 
Researcher Tom Nola Kare Maureen Group 

3.2 (1) 3.4 (2) 3.6 (5) 

Analysis 

Minutes 
lener heads of 
:::orresPJndence. 
Discuss10n recorded tn 
minutes :"2-9-88. 

Supporting items indicate that this study is set within the context of Catholic 

Education. :Nlinmes and supporting documents actually identify the school and the 

system. 

Restating Item 2 
These events are set within the context of a C:nholic Co-educational College. 

Item 3 

Task - establish Inaugural Board 

Researcher 
3.2 (1) 
3.2 (5) 
3.2 (6) 

Analysis 

Tom 
3.3 (1) 
3.3 (3) 

Nola 
3.4 (2) 
3.4 (3) 

Kate 
3.5 (2) 

Maureen Group 
3.7 (84 )

(90) 

Minutes 
22-9-38 
29-9-88 
3-11-88 
16-11-88 

The above table indicates suppon for the idea that the task of the group is to 

establish the Inaugural Board. However in most instances the items indicated 

actually refer to a variety of tasks that were associated with the task of establishing 

the board. There is reference in the above items to tasks such as defining a Board, 

defining "our" Board, writing a mission statement and writing the Constitution. 

Restating Item 3 
Our taSk of establishing an Inaugural Board included establishing an Interim Board. 
writing the constitution and determining the nature and purpose of the Board. 
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Item 4 

Consensus as a decision-making strategy 

Researcher 
3.2 (2) 
3.2 (4) 

Analysis 

Tom 
3.3 (1) 
3.3 (3) 

Nola 
3.4 (1) 
3.4 (3) 
3.4(6) 

Kate 
3.5 ( 1) 
3.5 (3) 

N1.au.rccn Group Minutes 
3.6 (5) 3.7 (5) 3-11-88 

3.7 (11)- 1-12-88 & 
(23) Attachment 1 

3.7 (24) 
3.7 (60) 
3.7 (61)- (62) 

Every participant has dealt with this item. The group discussion appears to come 

back to it constantly during its deliberation: Obj~ctive data both in the fonn of 

minutes and documents produced by the Study Group indicate the height of 

importance this item appears to have held in deliberations. All panicipanrs are 

supportive in indicating that consensus became the preferred process of the group. 

Res raring I rem 4 
Consensus as a mode for decision-making became a criteria of Board proceedings. 

Item 5 

Study of the theological and organisational basis for taking such a position (on 

consensus). 

Researt:her 
3.2 (2) 

Analysis 

Tom 
3.3 (1) 

Nola 
3.4 (3) 
3.4. (7) 
3.4 (9) 
3.4 (10) 

Kate 
3.5 (1) 
3.5 (4) 

Maureen 
3.6 (3) 
3.6 (5) 

Group 
3.7 (5) 
3.7 (24) 
3.7 (25) 
3.7 (26) 

Minutes 
Attachment 1 
wi!.h minutes 
dat.ed 1-12-88. 

As on the last item which also dealt with consensus there appears to be great 

importance placed on the need to be educated in the consensus process. In the 

various deliberations there emerges a perception of consensus which challenges the 

traditional organisational process in things "Catholic" but has the capacity to take 
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into account the influence of the Spirit, 3.4 (7). 3.7 (26) and 3.t the same nme 

demonstrate those Christian principles referred to as "gospel values" 3.7 (26). 

Restating Icem 5 
Those aspiring to participate in Board matters need to be educated in the theolol!icai 
and organisational foundations of Lhe con:;ensus model. -

Item 6 

Problems encountered with clergy, arising out of consensus 

Researcher 
3.2 (2) 
3.2 (6) 

Analysis 

Tom Nola 
3.4 (8) 

Kale 
3.5 (3) 

Maureen 
3.6 ( 1) 

Group 
3.7 (10) 
3.7 (ll)-(23) 
3.7 (49)-(59) 
3. 7 (63)-(68) 

Minutes 
20-4-89 

The real issue in this item is not the clergy. but the problems arising out of the 

consensus issue. The problems referred to as being "encountered with clergy" have 

hinged on the consensus issue as the preferred process and other related 

organisational issues. Most of the other items that are cross referenced in this tabie 

of items refer to other problems that have been experienced with consensus. Four 

points emerge from this pan of the analysis. They can be identified in restating item 

6. 

Restating Item 6 
There are problems to be encountered when using consensus. It is important to 
remember. 

•c onsensus takes time and must be given time. 
•Not all decisions require the consensus process. 
*Conflict and conflict resolution are pan of Lhe consensus process. 
•There are occasions when the process may have to be abandoned. 
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Item 7 

Changes in membership (of this group). 

Researcher 
3.2 (3)-(4) 

Analysis 

Tom Nola Kate 
3.4 (3) 3.5 (3) 

Maureen Group Minutes 
3.7 (10) Each set oi 

minutes lists che names oi 
those wno have attended that 
meeting. Minutes for 
29-9-88 mention this need. 

The analysis of this item and its supporting items indicates that that there were 

definitely changes in the membership of the Study Group and the Interim Board. 

The changes in themselves are not the significant feature. What is of imponance is 

that these changes in membership have been the earliest signal to the need rhat 

existed to constantly rework ground already covered by the group. This reworking 

was an effon to educate newcomers to an awareness of the nature and purpose of 

the group's activities. It was in addressing this need that idea of developing an 

education program for prospective members was tirst born. The idea of addressing 

the entire adult community within the college came Iacer in developments. 

Restating Item 7 
The need to develop an Education Progro.m lirst arose out of problems experienced 
wich new membership. 

Item 8 

Educating new members in the preferred process. 

Researcher Tom Nola Kate Maureen Group Minutes 
3.2 (4) 3.3 (1) 3.4 (3) 3.5 (2) 3.6 (2) 3.7 (8) 29-9-88 
3.2 (7) 3.3 (2) 3.4 (10) 3.5 (3) 3.6 (5) 3.7 (9) 21-9-89 
3.2 (8) 3.3 (5) 3.4 (11) 3.5 (4) 3.6 (7) 3.7 (24) 26-10-89 
3.2 (9) 3.7 (25) 16-11-89 

8-2-90 
29-3-90 
2-5-90 
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Analysis 

This item of educating potentially new members in the preferred process has 

absorbed all the items that refer to the actual education process. These items indicate 

that, participants agree on who the targetted groups are even though the clergy is 

seen to have been ineffectively targetted. Participants also agree on the structure the 

Education Program took with its three stages. Resources used in devising the 

Education Program are identified as including Diocesan Guidelines, Queensland 

Guidelines, and of equal importance are our own experiences, both individually and 

as a group, in dealing with the tasks mentioned in !tern 3. The education program is 

deemed to be necessary for all those who participate in the election process and 

compulsory for those aspiring to Board membership. 

Restating Item 8 
The Education Program is intended to t.a.rget a range of groups within the College 
commWlity. They can be identified as: 

•staff. 
*ParentS 
"'Clergy 
• Auxilliaxy bodies attached to the College. 

The aim of the Education Program is: 
•to provide for a continuity of values 
•to provide for a continuity of what had been achieved 
•to impart infonnalion relating to nature and purpose of the Board. 

The content of the Education Program is taken from: 
"'the nature of the group's experiences so far 
*Diocesan Guidelines 
•Queensland Guidelines 

The content of the Education Program includes: 
•infonnation about the narure and purpose of the Board 
•infonnation relating to the theological and organisational foundations for 

adopting consensus as a decision-making procedure 
•practice in the use of consensus 

The design of the Education Program is in three stages: 
•Wriuen material for the whole adult sectOr of the College community. 
*Cluster meetings for those interested in learning more. 
*In-service for those interested in standing for nomination. 
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The remaining items identified in the summary of the researche:- s ?erson al 

reflection , 5.3, have already been accounted for JS supporting items in the l bove 

tables. It now remains to identify items in the other personal reflections which as vet 

have not been identified as supporting items. In Tom·s personal ref1ection the:-e are 

four items which have not yet been created. These are to be found in 3.3 (1 ), the 

issue of policy making, the lengthy nature of the deliberations in 3.3 (3) and the 

topic of constraints in 3.3 (4) under which two items occur. time lnd 

communication. 

Item 9 

The issue of policy making procedures. 

Researcher Tom Nola Kate 
3.3 (1) 

Analysis 

Maureen Group Minutes 
20-10-88 

Tom is the only participant to discuss the issue of policy making procedures but the 

objective data provides adequate suppon for this item. Both minutes of the meeting 

procedures and the content of the Constitution are proof that this issue was 

considered in detaiL 

Restatement of Item 9 
Policy making procedures was a topic dealt with by the the Study Group and the 
Interim Board. Il was not dealt with as an issue in the Education Program. 

Item 10 

Our own process of deliberation involved lengthy interaction of ideas. 

Researcher Tom 
3.3 (3) 

Nola 
3.4 (2) 

Maureen Group Mjnutes 
3.7 (39)-(48) 18 months 

of meetings 
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Analysis 

The foc~s of thought in these items is the rime devoted to the deliberanons. Th1s 

feature in itself is significant. Print ( 1987) argues that it is the very fact that 

deliberation is time consuming that makes it an ineffective method for working 

towards a curriculum design. While there are only the two participants who have 

mentioned the fact specifically the dates of the minutes and the number of meetings 

held is funher support for the claim that the whole procedure has been a lengthy 

one. 

Restating Item 10 

Item 11 

This Education Program has been arrived at as a result of much deliberation on !.he 
part of both the Study Group and the Interim Board. Deliberauon is a procedure 
wttich requires much time. 

Constraints of time 

Researcher Tom Nola 
3J (4) 

Analysis 

Maureen Group Minutes 
3.7 (35)-(37) 29-3-90 
3.7 (71)-(74) 2-5-90 

Time in this item refers to the time available at the time of conducting the actual 

Education Program. It does not refer to the planning time. It is worth noting that 

Tom is the only individual who has dealt with this aspect of the program in the 

personal reflections. However there is obvious support from the group as a whole 

for dealing with the constraints of time as having been a significant factor in 

determining the shape of this particular Education Program. The constraints that 

were operative in this particular instance will not necessarily apply in the course of 

future Education Programs. It is to be expected, however that the Board's use and 

allocation of time in the course of each subsequent program in the future will be a 
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determining factor in the decisions that are made concerning how the prog::!.m ;s 

operated. 

Restating Item 11. 

Item 12 

Time available is a significant factor in dctcrmmmg the eventual shape oi the 
Education Program. 

Effective communication with all secters of the College community. 

Researcher 

Analysis 

Tom 
3.3 (4) 

Nola 
3.4 (4) 
3.4 (5) 

Kate Maureen Group 
3.7 (25) 

Minutes 
15-6-89 
29-9-88 

Communication is seen to be crucial to the nature of the Board. There is an emphasis 

on effective communication which allows the passing of information both to and 

from the Board. The openness and representative characteristics which the group 

aspires to is seen to depend on this factor. Tom's comments indicate that within the 

Education Program effons at effective communication have importance for the 

Board as a whole. The means of communication, 3.3 (2), used in the Education 

Program could be seen to be indicators of how the Board could communicate 

effectively with the total College community, 3.4 (5), in the normal course of 

events. 

Restating !cern 12 
There is a need to establish effective means of communication with the College 
community. 

A funher examination of the remaining personal reflections shows that all the items 

listed in the summaries of the reflections have been identified in the above tables. 

The group discussion has not been entirely accounted for in the analysis . There is 
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one topic which has been discussed in several places ~h roughout :he group 

discussion which needs attention. This topic deals with the rime involved in actuaily 

writing up the Education Program. 

Item 13 

Actual design of the Education Program did not take long. 

Researcher Tom 

Analysis 

Nola Maureen Group 
3.7 (6)-(7) 
3.7 (23)-(34) 
3.7 (75)-(83) 

Minutes 
29-3-90 
2-5-90 

This item appears only in the group discussion but there is agreement among the 

participants that this is case. There is supporting evidence to be found in the 

objective data. By conrrast to the amoum of time spent in the deliberation stages of 

the development of the program this stage is much shoner. 

Restating !rem 13 
The taSk of writing up the Education Program was done quickly and with agreement 
on the content 

5.10 SUMMARY 

The process of triangulating data provides for the identifying of supponing and 

contradictory data. As a result of using this process there is no indication of data that 

is contradictory. Items that appear as single items from the personal reflections have 

suppon in the recorded information of minutes and supporting documents. The 

triangulation analysis indicates that the data presented in the various individual 

reflections and in the group reflection is valid data. 
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It is appropriate at this point to look at what has been done so flr ::1 the :o~.:rse of 

this study. Apan from the fact that the data has been validated there are questions 

posed in Chapter 1, 1.6, which have now been addressed in pan or in full. 

The first of these questions reads: 

Is retrospective deliberation a legitimate form of inquiry w1thtn the iield of 
cumculwn? 

This question is in the process of being addressed. So far it has been shown that 

through the process of reflective or retrospective deliberation the data so gathered 

can be shown to be valid data. By applying the five deflni.ng attributes of cuniculum 

described by Fielding and Cavanagh (1983) as goals, means, plans, value 

preferences and decision-making prerogatives it is anticipated that the question will 

be answered in full. The second pan of this chapter will be devoted to this task. 

The second question posed in Chapter 1, 1.6, reads: 

As a methodology what will be the soucrure, sequencing and validity of retrospective 
deliberation? 

These three aspects of strucrure, sequencing and validity have been addressed 

through the examination of relevant literature in Chapter 2. The triangulation 

analysis which occupies the first pan of this chapter is an application i.n practice of 

what has been discussed in Chapter 2. This question has been addressed i.n full. 

5.11 VALIDATED DATA 

The restated items resulting from the triangulation analysis are listed here as one 

complete set of data. This set of data is the accumulated data extracted from the 

reflections, both personal and that of the group. This accumulated data is not to be 
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source of data through the use of aiangularion analysis. It is this set of data :o ·;..·hie:: 

Fielding's and Cavanagh's ( 1983) five defining attributes will be applied. 

Accwnulared Data /terns 

1. The deliberations which contributed to the design and impiementarion of the 

Education Program discussed in this study took place between Septembe:- ~ 98S 

and June 1990. 

2. These eventS are set within the context of a Cathoiic Co-educational College. 

3. Our task of establishing an Inaugural Board included establishing an Intenm 

Board, writing the constitution and determining the nature and purpose of ~he 

Board. 

4. Consensus as a mode for decision-making became a criteria of Board 

proceedings. 

5. Those aspiring to panicipate in Board matters need to be educated in the 

theological and organisational foundations of the consensus model. 

6. There are problems to be encountered when using consensus. It is imponant to 

remember. 
•consensus takes time and must be given time. 
•Not all decisions require the consensus process. 
•Conflict and conflict resolution are pan of the consensus process. 
--There are occasions when the process may have to be abandoned. 

7. The need to develop an Education Program fl.rst arose out of problems 

experienced with new membership. 
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8. The Education Program is intended to target a range of groups wHhm ~he College 

community. They can be identified as: 
'"Staff. 
•Par ems 
•clergy 
• Auxilliary bodies attached to the College. 

The aim of the Education Program is: 
•to provide for a continuity of values 
•to proVIde for a continuity of what had been ~chieved 
•to impan information relating to nature and purpose of the Board. 

The conre:1t of the Education Program is taken from: 
'"the narure of the group's expenences so far 
•Diocesan Guidelines 
"Queensland Guidelines 

The content of the Education Program includes: 
•iniormation about the nature and purpose of the Board 
"infonnanon relaung to the theological and organtsanonal foundations for adopting 

consensus as a decision-making procedure 
•pracuce in the use of consensus 

The design of the Education Program is in three stages: 
"Wriuen material for the whole adult sector of the College community. 
·cluster meetings for those interested in lcam1ng more. 
*In-service for those interested in standing for nommation. 

9. Policy making procedures was a topic dealt with by the the Study Group and the 

Interim Board. It was not dealt with as an issue in the Education Program. 

10, This Education Program has been arrived at as a result of much deliberation on 

the part of both the Study Group and the Interim Board. Deliberation is a 

procedure which requires much time. 

11. Time available is a significant factor in determining the evemual shape of the 

Education Program. 

12. There is a need to establish effective means of communication with the total 

College community. 
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13 The task of writing up the Education Program was done quickly and with total 

agreement on the content 

5.12 INTRODUCTION TO CURRICULUM ANALYSIS 

In this part of the discussion, as in other pans of this study, the usual clinical 

detachment of the researcher analysing a situation is absent. The reader needs to 

keep in mind that the researcher has at all times been involved as a participant in the 

proceedings now being analysed. This level of.involvernent will reveal itself in the 

way in which I discuss the analysis. Because of this level of involvement one 

experiences the type of problems that Stenhouse (197 5) discusses when he 

examines the roles of teacher as researcher and also the researcher/evaluator 

combination in curriculum study. Rob Walker (1983) in examining similar issues 

proposed that when conducting a case study the researcher of curriculum cannot 

remain detached. One could expect that when discussing a feature of curriculum 

such as value preferences it will become evident that I am dealing with not just stated 

or expressed values but known and experienced values. I suspect that it is this very 

aspect of curriculum that Walker and Stenhouse are grappling with when they 

discuss the situation in terms of "problems" one can experience. However, Decker 

Walker (1973) in discussing the narure of curriculum research claims that "relatively 

uncontrolled approaches to a phenomenon are necessary in order to learn the terms 

on which the phenomenon will admit of being studied." This analysis is one such 

uncontrolled approach the phenomenon. 

Fielding and Cavanagh (1983, p 18) state that selection of content "must be made 

from a set of epistemological constraints, moral and perhaps legal codes, political 

pressures and societal norms". They are here indicating the the nature of changing 

influences that can be identified in any curriculum ventire. These influences when 

identified define for the curriculum operator the context in which the venture is to 
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occur. When Purves (1975, pll5) claims that "I build different curricula differently'' 

he is indicating the extent to which these varying contexts will determine the how 

and the what of curriculum. 

In this case srudy the contexts have already been identified and mapped out in Figure 

1 (Chapter 1 ). In the early discussions of the Study Group (Minutes. 29-9-88; 20-

10-88) there was discussion centring on the goals and purpose of the Catholic 

School. It is in these discussions that values were explored. It is also in these same 

discussions that the group identified the development of interactional skills [3.7 

(60)-(62)] as an important criteria for their mode of operation. These values are 

established before their is any real commitment to an Education Program, even 

though the need for one is mentioned early in the process. 

5.13 VALUES 

The discernible values which emerge from the already identified contexts and which 

influence the shape of the Education Program as the evenrual outcome, reflect how 

the participants see the Board operating within the context of the Catholic Church. 

There is evidence that the participants [3.2 (2); 3.2 (9); 3.7 (11)-(23)] consciously 

developed within the group a model of operation which challenges the traditional 

hierarchical strucrure within the Catholic Church. The values being espoused here 

have foundation in the two Canons, 204 and 208 (c.f. Chapter 4). These concepts 

are dealt with under the heading Leadership Models within Church. The efforts to 

adopt a consensus model for decision-making (Item 4 and all the tabled items 

supporting Item 4) are indicative of the values underlying a commitment to a fair and 

equitable representation of the total community (3.4 (1 ), (4), (6); 3.7 (24), (25), 

(26)) and their ideas. In Item 7 the need for the Education Program is established. 

Identifying this need was largely a response to the fact that newcomers to the group 

[3.7 (10)] were disadvantaged when operating in the consensus mode and required 
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someway of being put in a more equitable position so as to enable them to panicipate 

effectively in the process. The value preference expressed by this group has been to 

recognise the unique contribution that each individual has to offer to the Board. The 

uniqueness of the individual and the idea of equality of persons is articulated in the 

notion of each being equal but different ( 4.3). 

Another value that is evident in the summary of the group reflection (5.8) is the 

extent to which the group based their decisions concerning the Education Program 

on their own individual and collective experiences. This value is not readily 

identified in the form that the accumulated data takes but a closer examination of the 

triangulation process reveals how significant this has been in decision-making. 

Claxton and Murrell (1987) have examined Kolb's experiential learning theory of 

growth and development (c.f. 4.8) and indicate its potential for application in the 

field of adult education. Being prepared to take i.nto account the way in which they 

learnt and experienced the various aspects of the process has allowed the group to 

make some accommodation for the learning needs of adults even though this may 

not have been a deliberate strategy at the time. 

Gospel values are mentioned [3.7. (26)) and are discussed in terms of being an 

underlying principle in all proceedings. The claim is made that a consensus model 

will ensure that these values are adhered to in the course of the Boards proceedings. 

The assumption is that these same values have been a significant factor in the 

developmentS that have taken place and are recorded in these reflections. 

5.14 GOALS 

In Item 8 the aims of the Education Program are stated as being: 

•to provide for a continuity of values 
•to provide for a continuity of what has been achieved 
•to impan information relating to the nmurc and purpose of the Board. 
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These aims are a funher indication of the extent to which the members of the group 

were conscious of already established values which they espoused. The 

triangulation analysis of this item [3.3 (2); 3.5 (4): 3.6 (5); 3.7 (25)) also suppom 

the extent to these aims have their foundation in the group's own experiences. 

5.15 MEANS 

The means by which this Education Program came to be produced are identified in 

Item 10 and Item 13. We are told in Item 10 that: 

This Education Program has been arrived at as a result of much deliberation on the 
pan of both the Study Group and the Interim Board. Deliberation IS a procedure 
which requires much time. 

Once agam we are reminded of Print's (1987. p39) criticism that Walker's 

Naturalistic Model (1971) "wastes a significant amount of time". In this particular 

venture, aniving at the final outcome has certainly been time consuming. There is 

nothing in the various reflections to suggest that people thought they were wasting 

time. On the other hand there is ample evidence that the deliberative nature of the 

proceedings has enabled the participants to take into account the salient features of 

such a curriculum venrure. 

The second Item which deals the means by which this Education Program was 

devised is Item 13. It states: 

The La.Sk of writing up the Education Program was done quickly and with total 
agreement on the content. 

This items indicates that while the deliberation process was lengthy and involved the 

actual putting together of the program was a relatively simple task. The inference is 

that the task was simplified because of the deliberations. The number of references 

already mentioned which take into account the nature of the group' s own 
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experiences and way in which the program was developed from these is supporting 

data for such a claim. 

5.16 PLANS 

Item 8 identifies the content of the program, the source of the content, design of the 

program and the recipients of the content. These are only some of the elements that 

have contributed to the planning of the program. Items 5 and 6 both deal in greater 

detail with the topic of consensus and related issues. ln Item 11 the time element 

which determined when the Education Program would be implemented is identified. 

With the exception of Item 11, each of the remaining items that contribute to the 

planning stage of the program have been developed throughout the deliberations 

over the eighteen months of meetings. Item 11 was dealt with in the context of Item 

10 in which the program was actually put into a written documented form 

(Appendix.). 

At this point of the analysis it is worth noting that Item 9 has not been included in 

any of the discussions so far. Policy making is a significant feature of Board 

activities. As such it is mentioned as one of the functions of the Board in the content 

of the Education Program. A specific treatment of policy-making procedures is not 

included. At the rime of the election of the Inaugural Board it was recognised that 

policy-making procedures would be a significant feature of Board activities. 

However it was not likely to be a task attempted by the Board in the course of its 

flrst year. Such tasks would more likely develop out of the natural cause of events 

within the College day-to-day life. It is likely that the Board will include policy

making procedures as a topic to be dealt with in furure implementation of the 

Education Program. There is no explicit statement that this will be so. However the 



138 

fact that it does feature in the deliberations conoibuting to the developme:H of the 

program indicates that it is not likely to be ignored in the future. 

5.17 DECISION-MAKING PREROGATIVES 

The decision makers in this curriculum venture are the participants in the case srudy 

and any body from the College community who attended a meeting ove: the period 

of time of the recorded proceedings. The prerogative of decision maker for this 

Education Program was dependent on a willingness to attend meetings and 

panicipate. This aspect of openness to all is not expressed as a distinct item of its 

own in the accumulated data. However it can be established by taking into account 

the oiangulation analysis that conoibuted to the development of Item 7. Reflec tive 

items [3.2 (3)-(4); 3.4 (3); 3.5 (3); 3.7 (10)) conoibute to the statement of Item 7 in 

its present form include the issues that constantly arose with changing membership 

of the group. The minutes of each meeting name those present at that meeting. The 

names that appear once or for a few rimes or even sporadically over the eighteen 

months are evidence of this openness to all. 

5.18 REVIEW OF THE CURRICULUM ANALYSIS 

In the above analysis I h'ave taken eacn of Fielding's and Cavanagh's (1983) five 

defining attributes of curriculum and applied each one separately to the accumulated 

data. The accumulated data was the product of the triangulation analysis which 

formed the first pan of this chapter. I have shown that each of these atoibutes can be 

identified in the process that has been recorded in this case study. This allows me to 

make the claim that the effons of the Study Group and the Interim Board to produce 

an Education Program can in fact be described in terms of curriculum development. 

It is now possible to re-examine the question posed in 1.6: 

Is retrospective deliberation a legitim&~te form of enquiry within the field of 
curriculwn? 
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In 5.10 it is established that in this case study the method of retrospe::tive 

deliberation has produced data that is valid. The curriculum analysis that has been 

applied to the valid data gathered by means of retrospective deliberation legirimises 

that data as a procees used in developing curriculum. At this point it can be daimed 

that this question is now answered in full and answered in the affmnarive. 

Retrospective deliberation is a legitimate form of enquiry in the field of curriculum. 

5.19 CHAPTER SUMMARY 

In the course of this chapter I have attempted two main tasks . The fi rst of these was 

to validate the subjective data gathered by means of retrospective delibe: arions. The 

second task was to analyse the data and determine if it was in fact an exercise in 

curriculum development 

The first task involved several steps. First, each of the reflections was summarised 

in point form. the summarised data was then cross referenced. This procedure then 

made it possible to condense items of information into a refined statement which 

took into account the ideas on that topic as expressed ·by all the participants. It also 

made provisiof\ for identifying discrepancies in accounts. in this exercise there were 

no identifiable discrepancies. It is this feature of the process which allowed me to 

claim that the information I have gathered is valid. This validation process is the 

triangulation method referred to in Chapter 2. The second pan of the chapter is the 

curriculum analysis. I have used Fielding's and Cavanagh's five defining amibutes 

of curriculum as an heuristic device. The data that was validated by means of the 

triangulation analysis has been determined to be an exercise in curriculum 

development. It is also shown that the model adhered to is Walker's Naturalistic 

Model. In the course of this chapter I have also been able to demonstrate that the two 

questions raised in 1.6 relating to methodology have been resolved. 
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CHAPTER 6 

CONCLUSIONS AND RECOMMENDATIONS 

6.1 INTRODUCTION 

In Chapter 1 it is stated that Chapter 6 will present the findings. conclusions, 

implications and recommendations of the study. In presenting this section of this 

study there are three things which need to be addressed. Each of these have been 

raised in earlier sections of the thesis but have not been completely addressed. 

The first of these is The Nine Step Approach to case study from the Harvard 

Business School as modified by Cavanagh (1990. pp.27-29). referred to in 2.8. 

According to Cavanagh The Nine Step Approach can be "used to fJ.nd any gaps in 

the data and to retrospectively reconstruct any gap that becomes apparent so that the 

case makes sense and the problem or issue becomes available for study and archival 

use in the field." The second of these involves examining Symes' (1977) three 

orders of theory referred to in 1.5. The third is the set of questions raised in Chapter 

1 (1.6). In presenting the conclusions of the study the hypothesis posed in 1.8 is 

examined "in the light of the findings. . 

The questions raised in Chapter 1 (1.6) will also be examined. Following this 

procedure it is then possible to determine what recommendations can be made. 

Throughout the study I have referred frequently to the two areas of this study, 

namely the methodology and the case study itself. For the greater pan of this chapter 

there will be an enmeshing of the two areas. However it will be possible to indicate 

to what extent each has been addressed. 
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6.2 FINDINGS 

The Nine Step Approach which Cavanagh has modified is reduced here to the 

following schema: 
1. Can l sift out and list the facts relating to the problem under invesugation from 

the assembled data? 
2. Can I analyse the facts and develop interactional concept maps? 
3. Can l defme the problem(s) that are specific to the facts collected? 
4. Can I list the information that is missing? 
5. Can I identify the valid assumptions that are made within the data? 
6. Can I list plausible alternative possibilities that can be answered from the data? 
7. Can 1 analyse the courses of action available to me in organising the dlta in 

relation to a series of <Aitegories or contexts? 
8. Can l select the best practical/beneficial strategies in developing conclusions to the 

Study. 
9. Can 1 set up feed feed back and control mechanisms for monitoring the case study 

outcomes. if it is to be an on going development? 

I propose to take each of these questions and dea l with them in the light of the 

accumulated data found in 5.11, which resulted from the triangulation analysis. I 

will also refer to other parts of the study where this is required.This process is 

applied to the case srudy content but in so far as the assumptions relating to the 

methodology (Chapter 2) have a bearing on the treatment of the case sruliy content I 

have included that pan of the srudy in this analysis. In responding to each of the 

questions in The Nine Step Approach I will identify the number of the question and 

the salient points being elicited by the question as posed above. I will then discuss 

those points in relation to the srudy. 

Question 1. Faces from the data relating to the problem. 

The initial problem facing the group was to establish an Inaugural Board, (5.11). It 

is this fact that has significant bearing on the decision to develop an Education 

Program. The development of the Education Program is the focus of this study, [ 1.4 

(b)] Other facts relevant to the development of the Education Program concern the 

narure of the College itself. It was the only educational institution in the area that 

could be classified as being a Catholic systemic regional high school (1.2). It was a 

new school and this was a new venture within the school (1.2).The setting up of 

Boards was a new venture in the diocese (1.2).Guidelines existed for attempting 
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both the task of setting up the Inaugural Board and the development of the Educauon 

Program.3.3 (5). Facts relating to the problem place it within the Catholic Education 

System [5.11 (1),(2),(3)]. 

Question 2. Analyse the facts and develop concept maps. 

The facts listed in response to Question 1 are sufficient to determine that the context 

of this study is placed within that of Catholic Education and, being a systemic rather 

than independent school, decisions made concerning the establishment of the College 

were made within the context of the hierarchy of the Catholic Church. These fearures 

of the context in ~v~ich the College and the Board have come into being are outlined 

in a concept map earlier in the thesis (1.7 Figure 1 ). Within this concept map 

elements of Church, namely bishop and clergy are identified. The Catholic Education 

System is identified in the person of the Director of Catholic Education and the 

administrative body, the Catholic Education Council as the determining group 

handing down directives which created the need for this Education program This 

concept map depicts an ascending line of accountability. This hierarchical setting 

reflects the traditional Church structure (4.3 Figure 3) of which Boff (1986. p.32) 

speaks. However the targetted groups identified on the concept map as parents, staff 

and clergy are indicative of effons to work within a new Church structure (4.3 

Figure 4) such as that proposed by Boff (1986, p.32). It would seem that the 

Communitarian concepts of Church depicted in 4.2 Figure 2 and 4.3 Figure 5 are not 

the reality within the depicted context but could very well be the aspiration. 

Question 3. Defining the problems that are specific to the faces. 

There are several problems which can be identified. Looking first at the relationship 

between the Board, the Church and the local hierarchy the obvious problem of 

ineffectively targetting the clergy as a section of the College community to be 

involved in the Education Program ((3.2 (2), 3.2 (9) and 3.7 (11 ) - (23)] is 

significant. It touches on the facts relating to the initial task in an intrinsic manner. 
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While ever the College is a systemic institution the nature of relationships ~itl': ~h! 

local clergy will have an impact on many of the activities of the College. not oniy 

those of the Board. Resistarice by the clergy to being educated in matters perta1ning 

to the Board suggests that there is an apparent resistance to shift from the tradi tional 

hierarchical model of Church (4.3 Figure 3) to the new structure of Church (4 .3 

Figure 4). Given the fact that relationships with the clergy are an intrinsic pan of the 

College arid its operations it should be expected that this difference wouid become a 

source of conflict [5.11 (6)) for those concerned. 

The extent to which these two differing positions remain mutually exclusive may 

have an effec t on one of rwo things. The College can remain true to it~ corr.rritment 

to operate in the currently espoused manner as a demonstration of the \'alue it places 

on the notion of subsidiarity where all are equal but different and the clergy remain 

outside the administrative body of the College. The alternative is that either the clergy 

be prepared to make a shift in their commiunem to the traditional hierarchical model 

or the College Board be prepared to modify its commitment to the notion of all being 

equal but different. These considerations will have a long term effect on the nature of 

the Board and its operations and the nature of the school and its relationship with the 

local Church. 

Question 4. lnfonnacion char is missing. 

There are details of this area of coru1ict that have not been included in the various 

reflective accounts. The main reason for this is that much of the negotiation took 

place outside of Board proceedings with the Principal and the Board's Chairperson 

acting as deputised delegates on behalf of the Board. Crucial to all these proceedings 

was the notion that the clergy saw themselves as being on the Board in the capacity 

of the Bishop's representative and therefore the line of communication between the 

Board and the Bishop [3.2 (9)). The Board saw the presence of the clergy on the 

Board as being representative of the body of priests. The relationship of the clergy 
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with the Board is defined in the Constitution in the following manner. "The priest as 

a leader of the faith-community, is a member of the College Board"[Anicle VI, 

Section 1 (b)). 

In spite of the absence of details that to some readers may seem crucial to the 

recounting of this issue it has been possible to determine the essence of the conflic: 

and arrive at a truth, in the manner that Rob Walker (1983) describes when he 

differentiates between establishing a truth in the matter and rhe truth of the matter. 

The element of this study which is possibly most pertinent to these events dealt wit.'l 

here is that of time. The time, benveen September 1988 and June 1989, has seen a 

coming together of minds in the form of those who participated in the Study group 

and the Interim Board. These participants have examined their own perceptions and 

the perceptions of others.[3.7 (5)] in regard to the matters dealt with over this period 

of time. The random nature in which these individuals were drawn together (1.2) 

with the common desire to do something for this College that would assist in putting 

in place a Board that was truly representative [3.4 (1) and 3.7 (25)) has resulted in a 

unique combination of participants. Both the time and the participants are features of 

the case study that cannot be replicated. 

Question 5 . Identify the valid assumpcions. 

There are several assumptions made in the course of this study. Many of them are 

identified and dealt with under the respective headings 1.5 Assumptions and 2.3 

Methodological Assumptions. There are five assumptions relating to the nature of the 

case srudy which are dealt with in Chapter 1. With the exception of the last of these 

all of them have been treated in the literature chapter and can be found to be valid. 

The first of these assumptions deals with the educative rights and responsibilities of 

parents, Church and State. This is dealt with in 4.2 under the heading Catholic 
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Education. The second assumption concerns the question of curriculum develo!)menr 

and who has the right to determine what should be included as curriculum content. 

Curriculum development models are discussed in 4.4. The third assumption ref1e:ts 

upon the parent participation discussion but has its origins in the already rreated 

assumption which deals with the rights of the parent as educator. The parent 

participation question has not been dealt with as a specific question. This would be 

an area of discussion that would have much of value that could be considered in this 

case study. However the question of equatibility within the context of Church has 

been the overriding consideration in detennning the rationale for an organisational 

model that ensures that all sectors of the community are represented and heard on the 

Board. With this in mind it can then be argued that this assumption has been 

validated not through examining the question of parent participation in the education 

process but rather through the less obvious avenues of Leadership Models within 

Church (4.3), Catholic Education (4.2) and School Boards (4.5). The last of these 

assumptions will be dealt with later in this chapter when the findings of the case 

srudy are examined in the light of Symes' (1977) three orders of theory. 

The methodological assumptions on which this srudy is based relate to five aspects 

of the study. By the use of literature each of these assumptions has been given 

foundation and substance through the course of the study. The first assumption 

raises the question of the value of retrospective deliberation as a means of generating 

content. The discussion in Chapter 5 on the analysis of the data addresses this 

question thoroughly. This question is crucial to the nature of this study as it is the 

principal means of primary data collection. In examining the second assumption the 

question of strUcture and sequencing is raised. The course of the study is such that 

Walker's Naturalistic Model (1971) can be seen to give basis to the development of 

the srudy. Hubbard's (1973) six steps for a case study provide the sequencing. The 

third and founh areas on which assumptions concerning the developmentof the 

method relate to the extent to which I feel free to draw on existing methods from 
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other disciplines and validity and reliability. Each of these areas are examined in the 

light of the literature It is from these discussions that both the justification procedure 

which is being developed here and the triangulation method used for establishing 

validity were detennined. The last of these methodological assumptions examines the 

realities of the case study with reference to Schwab's (1969) discussion of the 

practical. 

Question 6. Plausible alrernative possibilities 

In the course of the introduction to Chapter 4, (4.1 ), the alternatives to having an 

education program are examined. The two alternatives that are examined are to 

establish the Inaugural Board as the Inaugural Board or to examine the roles and 

functions that the Board neede to fill and then appoint from the College community 

individuals who demonstrated that they had the necessary skills for these various 

roles and functions. One such role could be that of an accountant to address 

budgetti.ng matters, another might be managerial skills to address the organisational 

issues that arise. However both these alternatives would, as already stated in 4.1, 

result in no case study. 

Considering alternatives that would entail designing an Education Program that was 

different from the one settled upon by the Interim Board poses a problem for this 

researcher. The product here, the agreed upon Education Program, is something that 

I have ownership of and from which I cannot become readily detatched. While I may 

argue against other alternatives I will not be able to disassociate myself from the 

established program. This is the problem that Stenhouse (1975) refers to and to 

which I make reference in Chapter 5 (5.12). Whilst such a problem exists it is 

necessary to acknowledge it and then to deal with it effectively. 

The first alternative that was ever examined in discussions, was to have one 

instruction night. In other words a meeting where information concerning the Board 
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and how it operated could be presented to those present. Here I call on the righ; to 

"fill in the gaps in the data" as Cavanagh (1990) suggests by reconstructi ng 

retrospectively. The suggestion was considered briefly and decided a~ainst 

unanimously. The most imponant issue here was that it did not allow people to 

interact in the way that was crucial to the way in which L1is Board operated. [3.4 

(10), 3.7 (25)]. Another alternative would have been to have conduc ted the entire 

program by means of written information. Apan from the already mentioned 

preference for interactional skills to be developed there was a strong feeling among 

the group that our own experiences (5.8) have taught us that we cannot assume tha: 

all that goes into the horne in written fonn will be read. As our own experiences 

became the stronger criteria in the process of determing the deign of the program so 

the task of deciding the what and how of the design become simpler . Any 

alt~nl~tJ,.ves by way of a design for the Education Program that did not take our own 

~xpeJ!,lex,~;~,es into account would be deficient. 

Quesrion 7. Analyse courses of acrion in organising daca in categories or concexcs. 

·One of 1\]~ge outcomes of the treatment of the data relevant to this case srudy has been 

to expose some of the elements that have contributed to creating the culture that is 

unique to this educational institution and in particular itS Board. This is what Schwab 

(1969) would consider to be an examination of the milieu. Such an analysis requires 

two dimensions. The issues that are relevant to the case scudy are within the macro 

context and the micro context. 

The analysis of the micro context requires an examination of the data presented in 

Chapter 3, Data Collection. While Chapter 5 is the Data Analysis chapter, the 

analysis contained therein may not always, of itS nature, determine the contexts that 

are to be found in the material contained in Chapter 3. However, the data analysis 

process may in fact verify what is identified as contributing to the micro context from 

the data content. The macro context is determined from the treatment of the wide: 
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issues that impinge on the data. These are the issues that are dealt with in Chapter 4. 

Literature Review. 

The unconventional placement of the literature chapter after the data collection chapter 

and immediately before the data analysis chapter is funher justified through this 

process of analysing the organisation of the data. The elements that contribute to 

either of these contexts can be issues, individuals or groups. What they have in 

common is that they impact on the milieu in such a way as to have a determining 

effect on the way things are. 

Response to 
Directives to 

establish Boards 

Commiunems to 
*Consensus 
* Interpersonal 
• Openness 

Local Church 
*Clergy 
'"Bishop 

Local 
Administration 
*Board 
* C.E.O. 
* C.E.C 
*Bishop 

Education Program 
"'Design 
,. Aims 

• Content 
* Implementation 
• Evaluation 

Figure 9 - Identifying the elements that contribute to creating the micro 
contexts that impinge in the case 

In Figure 9 above, there are five contextual areas that are identified. Each of these 

has one or more conuibuting elements. These are the elements that have been 

identified through the process of organising the data for analysis in Chapter 5. 
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MACRO CONTEXTS 

Political 
• School Boards 

\ 

~ucationaJ 
• Goals 
• Means 

Philosophical 
* Mission StaLement 

Organisational • Plans 
• Consensus • Values 
• Leadership • D.ecision-

Religious 
Models Makers 

* Catholic Church 
• Catholic Education 

Figure 10- Identifying the elements thal contribme lO creating the macro contexts that 
impinge on the case 

In Figure 10 five contextual areas and their connibuting elements are identified. The 

five contexts, namely political, philosophical, religious organisational and 

educational reflect in the wider arena of an educational setting the f1ve micro contexts 

of Figure 9. 

Each of the elements that conuibuted to each of the above contexts can be identified 

within Chapter 3 and Chapter 4. The Tables below identify the reference points 

within Chapter3, Data Collection and Chapter 4, Literature Review which support 

the above information. In constructing these two tables I have substituted the macro 

context headings for the headings used in Figure 9. This simplifies the assembly of 

the tables md demonstrates to what extent the macro contexts are en extension of the 

elements at work in the micro context. 

TABLE 1 - MICRO CONTEXTS THAT IMPINGE ON THE CASE 

POLITICAL 
3.2 (2),(5-<5) 

3.3 (5) 

PHILOSOPIDCAL 
3.2 (2),(4) 

3.3 (1 ).(3) 

3.4 (1),(3) 

(6),(10) 
3.5 {1),{3) 

3.6 (5) 

3.7 (5), (11-23) 
(24 ),(27) ,( 60-62) 

RELIGIOUS 
3.2 (9) 

ORGAN1SA TIONAL 
3.2 (2).(4) 
3.3 (1 ).(3) 

3.4 (6).(10) 

3.5 (1).(3) 

EDUCATIONAL 
3.2 (4 ),(7 ·9) 
3.3 1 ),(2).(5) 

3.4 (3).(10).( 11 ) 

3.6 (2),(5).(i) 
3.7 (8).(9),(24) 

(25).(49-92) 
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In Table 1 the reader is referred to the source of the data which is the basis for 

claiming the various elements to be conaibuting factors in determining the micro 

contexts that impinge on this case. 

TABLE 2 • MACRO CONTEXTS THAT IMPINGE ON THE CASE 

PO LID CAL 
4.5 

PHll..OSOPHICAL RELIGIOUS ORGAN1SA TIONAL EDUCA 1101'\AL 
4.2 
4.3 
4.6 

4.2 
4.3 

4.3 
4.5 

4.! 

4.6 
A -... / 

In Table 2 the reader is referred to the literature that deals with the broader issues in 

the macro contexts that impinge on this case. In the course of dealing with this 

question I have demonstrated by the use of Figures 9 and 10 followed by Tables 1 

and 2 that is possible to analyse the courses of action open to in organising the data 

in relation to a series of categories or contexts. 

Question 8. Selecting strategies in developing conclusions 

In the introduction to this chapter, 6.1, I have stated that I will examine the findings 

of the srudy in the light of the hypothesis (1.8). This will allow me to determine 

whether or not the hypothesis stated in Chapter 1 ~s sustained by this study. The 

findings will be summarised at the conclusion of this procedure. It remains for me to 

consider those findings in the light of Symes' (1977) three orders of theory in order 

to draw conclusions that will reflect on the hypothesis. 

Question 9. Feedback and control mechanisms for monitoring case study ouccomes. 

The Education Program which has been the focus of this case srudy was designed 

for use at a specific point in time. While it is anticipated that all future elections will 

be preceded by an Education Program it has never been expected that the content and 

implementation of it will of necessity be the same as the one described here. Tom's 

reference to policy making procedures as one of the Board's functions [3.3 (1 )) is an 
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indication of the possible need to consider changes in content with the passing of 

time. In the group discussion the point is made that the time factor has determined 

that this program would be different from future programs(3.7 (37), (80-81 )) . The 

decision-makers and participants involved in the implementation of future progra.:ns 

will also be different 

As mentioned in the obsetvation (3.8) made on the reflections as recorded in chapter 

1, there is a need to monitor the results of the Education Program. While the group 

discussion met this need to some extent, future Educ;ation Programs cannot be 

expected to be the sub-ject of intensive study as this one has been. There does appear 

to be a need for some sort of evaluation process to be put in place fo r future 

Education Programs. It is intended that there will be future Education Programs but it 

is also expected that each new election will have its own Education Program. This is 

consistent with all that has been said concerning the contextual differences that 

impinge on each new curriculum venture. Putves (1975, p115) reminds us, "1 build 

different curricula differently." 

SUMMARY SO FAR 

Applying the Nine Step Approach has been a means to an end. The end sought was 

to determine whether or not the data and its treatment has the hallmark of a case 

study. In so doing there are findings which emerge and need to be collated in one 

place. This listing is provided here. 
1. Facts relating to the problem being studied place the case scudy w1thin Catholic 

Education. 
2.The concept map (1.7) has identified the adminstrative bodies that have brought 

about the need to create the Edu~tion Program and the other bodies involved as 
decision-makers or t.argeued groups. ln this concept map only identifiable persons 
or groups are examined. Further treatment of the contexts in the seventh step oi 
this approach identifies issues and refines the contexts in terms of micro and macro 
contexts. 

3. It is possible 10 show from the concept map (1.7) that there are differeing concepts 
of leadership demonstrated in the concept map. This raises questions that relate to 
the nature of the board in the long term. 

4. Missing information does nOt appear 10 change the fmdings. 
5. Assumptions expressed at the out.set of the srudy are validated in !.he course of !.he 

study with the exception of 1.5 (e). This will be examined in the next section of 
this chapter. 
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6. Alternatives are examined and found to be unacceptable. 
7. Analysing the course of action used to organise data reveals that the:e are poiittcal. 

philosophical. religious. organisational and educauonal contextS that imoinl!e vn 
the the study both in the micro and the macro. · -

8. Saategies are in place to develop conclusions. 
9. There is no plan for feedback or continued monitoring. 

6.3 CONCLUSIONS 

In dealing with the conclusions that can be drawn I will frrst examine the three orders 

of theory that can be gleaned from the process that has been worked through in the 

course of this study. Then the questions from Chapter 6 will be examined J.nd 

answered. 

SYMES' THREE ORDERS OF THEORY 

In determining whether it is possible to validate the assumption that there are three 

levels of application for these fmdings Symes' three orders of educational theory 

(1977, pp.54-55) need to be applied here. Symes states that the flrst order of theory 

deals with the "nuts and bolts" of the situation. These are the various elements which 

are site-specific and relate to Our Lady's Catholic College only. The expectation that 

content will change with each new curriculum venture is one such site-speciflc 

observation. Examination of the micro contexts in Figure 9 which indicates the 

commitment of the Board to consensus, interpersonal interaction and openness 

suggests that these are flndings that relate to this context and cannot be assumed to 

hold true for other Catholic Colleges. 

In the second order of educational theory Symes refers to Piaget's theories of 

cognitive growth. Stated in general terms they have implications for the educational 

situation but do not contain the details for their application. By identifying the macro 

contexts it is possible to predict that if there was to be another Catholic College 

established in this region it could expect to have the same macro contexts impinging 
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on a similar venture. These are identified in this study as being political. 

philosophical, religious, organisational and educational. 

In the third order of educational theory Symmes suggests that we will encounter 

those disputes which cannot be settled empirically. Within this study there has 

emerged one such issue, the findings which indicate that this study is placed within 

the Catholic Education System suggests that in examining the third order of 

educational theory the setting will still be Catholic Education. The third of the Nine 

Steps raises the issue of the differing concepts of leadership within the Church. 

These issues are not restricted to this particular College, nor to this particular region. 

One can claim that in Catholic Education through out Australia it is likely that this 

problem of leadership models within Church will arise unless it can be demonstrated 

that all members of the faith-community profess and operate within the same 

leadership model. 

QUESTIONS TO BE ANSWERED 

In Chapter 1 the following questions were raised. 

a) Is retrospective deliberation a legitimate form of inquiry within the field of 
curriculum? 

b) As a methodology what will be the structure, sequencing and validity of 
retrospective deliberation? 

c) Does the case study stand up to scrutiny in the light of specific curriculum 
questions? 

d) What significant information aboul community education does the case swdy 
provide? 

e) What significant infonnation about School Boards does the case study provide? 

The flrst question has been addressed in Chapter 5 (5.10 and 5.18). The discussion 

there indicates that retrospective deliberation is a legitimate form of inquiry within the 

field of curriculum. The second question has been examined in Chapter 5 (5.10) also 

and earlier in this chapter (6.2 Question 5). The discussion centring on this question 

shows that the structure of the method is consistent with a deliberation model along 
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the lines of Walker's Naturalistic Model (1971 ). The sequencing is adapted from that 

proposed by Hubbard (1973) with his six steps for a case study. 

The remaining questions have not been addressed explicitly as yet. However the 

third question relates to the second part of Chapter 5 which deals with curriculum 

analysis. Sections of Chapter 5, (5.13 , 5.14, 5.15, 5.16, 5.17 ) analvse the . . 

accumulated data in terms of the Five Defining Attributes of Curriculum. This 

analysis clearly shows that the case study does stand up to scrutiny in the light of 

specific curriculum questions. 

The next question refers to significant information about community education that 

can be obtained from the study. From the data [3.2 (7-8)] it is clear that not all the 

targetted groups were effectively educated. The concept map in Chapter 1 (1.7) 

provides the clues as to why this is. The ascendancy line of accountability which 

reflects the hierarchical srructure of the clerical body of the Catholic Church is at 

variance with the Board's commitment to consensus (5.9 Item 4) as its mode of 

operation and consistent with that process was the notion of Church as acting in 

community (4.3). The question arises as to the extent that targetted groups need to 

have an appreciation of the values that are being proposed in the Education Program. 

Where such a value is lacking there appears to be distinct problems in accessing that 

group. To what extent a community education program can aspire to change existing 

values is another question which is not within the scope of this study. 

The last of these questions asks if this study provides significant information about 

School Boards. This question is best dealt with in the context of Symes' three orde::-s 

of theory which is dealt with in the earlier part of this section on the conclusions to 

drawn from this study. It is shown there that there is information which can be 

applied to Our Lady's Catholic College and that this information will be within the 

micro contexts of the study The content of the Education Program is one context 
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which will need to be addressed with each new election procedure. The second 

significant piece of information relates to the fact that another Catholic College in the 

region could expect to have take into account the contextual influences that occur 

within the political, philosophical religious, organisational and educational spheres if 

they were to attempt to establish a Board and even more so if they wish to develop 

and implement and education program. The third pan of this infonnation is relevant 

for Catholic Education generally and relates to the organisational structures that are 

already in place and those that the Board might aspire to implement. Where there are 

differences in the leadership models being dealt with on these two fronts there arises 

questions concerning how. best to educat~ for changing values. 

It is possible now to look at the hypothesis that was posed in Chapter 1 ( 1.8). The 

analysis and treatment of data that has been the main consideration of the latter pan of 

this case study suppons the hypothesis in full. It is possible, in the light of this case 

srudy to claim that 

1. It is legitimate to use reflective deliberation as a fonn of case study in the 
examination of curriculum design. 

2. The examination of this particular case study will reveal th.ree types of 
infonnation. They are: 

i) That which relates specifically to Ol...C.C. 
ii) That which can be generalised for this particular city 

iii) That which can be articulated for Catholic School Boards generally 

6.4 IMPLICATIONS AND RECOMMENDATIONS 

In the course of this chapter the implications and recommendations that are to be 

made have to a large extent already been developed. Underlying all recommendations 

to be made here is the implication that the findings of this study are contained to 

Catholic Education but can be viewed at the three levels of the College itself, similar 

institutions in the same region and Catholic Education in Australia. What needs to be 

realised is that what applies at the broad general level can be applied at the regional or 
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site specific level. However what applies at the narrower level of site-specific or 

regional cannot be readily assumed to be transferable to the wider level. 

Recommendations that emerge from the srudy are: 

1. The long term nature of the Board needs to be examined The inclusion or 

exclusion of the clergy on theBoard will be a detennining factor in this consideration. 

2. Examination of the micro and macro contexts of schools should provide 

information which is transferable from school to school. 

3 The problems arising out of the differing notions of leadership \vithin Church 

suggest the need for the issue of conflict resolution tO be addressed with a view to 

putting place effective procedures. 

4. There is a need to examine the question of how best to educate for changing 

values within the context of commWlity. 

6.5 SUMMARY 

In the course of this chapter I have examined the findings of this study by means of 

the Harvard Business School's Nine Step Approach to the study of cases. Symes' 

three orders of theory have been identified within the fmdings of this study and the 

questions posed in Chapter 1 have been answered. The hypothesis is shown to hold 

true in both aspects of the study, namely that of the methodology and the case srudy 

itself. Finally, there are implications concerning the findings and recommendations 

are made in the light of the developments within this study. 
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COLLEGE BOARD PHILOSOPHY 

(Mission Statement) 

Our Lady's Catholic College Board actively recognises that 

all have a part to play in the development of the College 

community. By its openness the Board fosters a sense of 

involvement by the College community in the decision

making process. Through the method of consensus the 

College Board assists the Principal by helping to develop 

policies fulfilling the College Mission Statement. 
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ATTACHMENT 1 

MATERIAL TO BE PRESENTED TO FIRST INTERIM COLLEGE BOARD 

MEETING. 

During the course of the Study Group meetings during 1988 the group explored 

three distinct facets of Catholic Education which we have agreed upon as being 

important areas for members of a Catholic School Board, or an Interim Board. to be 

able to develop well informed ideas. These were: 

(a) Goals of Catholic Schools 

(b) Role of the School in the Church community 

(c) Role of the Study Group. 

(a) GOALS OF CATHOLIC SCHOOLS 

Points for discussion were taken from the South Australian Guidelines and extracts 

from the Queensland Guidelines for Boards as well as Interim Guidelines for 

Boards, Diocese of Darwin. 

The group felt that goals of Catholic Schools should clearly emphasise Catholic 

beliefs in Christ and the gospels. The whole School Curriculum should be 

approached from a Christian, Catholic perspective. 



159 

(b) ROLE OF TilE SCHOOL IN TilE CHURCH COMMUNITY 

"Profiles of the Catholic School" (pp.20-21) from Our Heartwood. outlines much of 

what needs to be discussed on this topic. 

A view was put forward that the role of the Catholic School was a supportive rok in 

assisting parents and families to ensure that the children obtain a solid Catholic 

Education. Others felt that the role was stronger. The school should enunciate 

Catholic goals for/to Catholic families. Concern was expressed that it was not the 

role of the school to take the primary responsibility for Catholic Education. That 

belongs to the family. 

The group saw the role of the Catholic School in this area as backing up parents and 

reinforcing Catholic values for the children in their care. Finally the school is pan of 

the diocese and therefore has a role contributing to the Catholic environment of 

Darwin. 

(c) ROLE OF THE STUDY GROUP 

I. Determine a time line. 

2. Arrange an induction program. 

3. Aniculate the areas of concentration within the parameters outlined. 

The Study Group has come to view the way in which the College board will operate 

as one of assisting in the administration of the College. This is not viewed as a 

Board of Management, nor is it seen as an Advisory Board. In our discussions with 

the Director of Catholic Education concerning the functions of the College Board we 
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accepted the notion of a process of consensus. This has required a rethinking of 

traditional processes, panicularly within the organisational framework of Church. 

We may all be familiar with the srructure depicted by Leonardo Boff as a traditional 

model of Church srructure. 

Canons 204 and 208, from Canon Law provide the inspiration for what we are now 

striving. In these two canons we are told: 

#204 Christ's faithful are those who, since they are incorporated into Christ through 

Baptism, are constituted the people of God ... They are called each to according to 

his or her particular condition, to exercise the mission which God ebntrusted to the 

Church to fulfill in the world. 

#208 Flowing from their rebirth with Christ , there is a genuine equality of dignity 

and action among all of Christ's faithful. Because of this equali ty they all contribute. 

each according to his own condition and office, to the building up of the Body of 

Christ. 

These notions of equality and participation allow for a model of Church which Boff 

represents in the form of the super imposed circles. 

The democratic process as we have become accustomed to conjures up the images of 

lobbying for support, getting with the strength, settling for someone else's idea 

rather than the other idea. There is little room for the process of working through 

each idea and each being of equal weight. The democratic process has inbuilt 

hazards which tend to develop the factions that later cause divisions and power 

struggles. 
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The consensus model has its hazards also. We see the capacity of members to 'stick 

with the process' as possibly the most imponant prerequisite of a person who claims 

to work to this model. 
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DRAFT 

CONSTITUTION 

OF 

COLLEGE BOARD 
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ARTICLE I NAME OF THE BOARD 

The name of the Board shall be "N .......................... College Board" 

ARTICLE II AIMS 

SECTION 1 

The aim of the Board is to ensure that N .................. College fulfill s it. Christian 

educational responsibility within the general pastoral goals of the diocese and that it 

operates within the pastoral and educational goals and policies of the 

N ........... ..... Catholic Education System. 

ARTICLE III RESPONS IBILITIES 

SECTION 1 

The College Board shall co-operate with the College staff in the realization of the 

MISSION STATEMENT which identifies what the wider Colle2e communitv ... . 

expects its Catholic College to be and to do. 

SECTION 2 

The College Board shall have specific decision-making responsibilities in the areas 

of: 

(a) Policy-making 

(b) Provision and Maintainance of School Buildings and Plant 

(c) Finance 

(d) Communication 
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It has an advisory responsibility reqiring information sharing and discussion in the 

areas of: 

(e) Curriculum 

(f) Staffing 

(a) POLICY -MAKING 

The Board shall ensure that Diocesan policies are implemented and that local policies 

are developed, publicized and evaluated in the areas of: 

Enrolment 

Facilities (Building, Maintenance, Planning) 

Management/Organization 

Finance 

Curriculum, NN.B. (e) (iii) 

The Board shall prepare a POLICY MANUAL. 

(b) Provision and Maintenance of School Buildings and Plant 

The Board has the duty of planning for the provision of of necessary and suitable 

facilities, namely buildings, grounds , furniture and equipment. This planning is 

done on behalf of the College community with the College staff (through the 

principal) and with the Diocesan Catholic Education Council in order to meet present 

and future needs of the students. The College Board shall prepare for the Diocesan 

Catholic Education Centre an estimate of the capital developments required to meet 

the changing needs of the College. 

(c) Budgening 

The Board shall assist as required in reviewing the development and preparation of 

the annual financial budget. 
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It shall assist as required m the collection of school money or fees and generally 

seek ways of providing the necessary financial assistance for the College. alway~ 

taking into account Diocesan Policy. 

The Board shall from time to time review procedures for efficient financial 

management of the College and receive from the accountant statements as to the 

financial position of the College. 

The Board shall assist in ensuring that the completion of annual financial 

documents, including an annual audit, takes place. 

(d) Communication 

A formal and informal communication network shall be established between the 

Board and the wider College Community, the Parents and Friends Association and 

all other groups and individuals interested in the College. Good communication is 

basic to reaching sound policy decisions and putting decisions into practice. 

(e) Curriculum 

(i) The Board is responsible for encouraging real community involvement in the 

educational life' of the College. · 

(ii) It is the responsibility of the College Board to ensure that the wider College 

community has an understanding of the MISSION ST A TE~1ENT. This statement of 

vision and values (philosophy) is an initial step in Curriculum development. 

(iii) The Board itself will not formulate curriculum policies. but will request the full

time professionals, principal and staff to present curriculum policies for information 

and consultation. 

(f) Staffing 
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Appointment of all College staff shall be made in accordance with the accepted 

practice and regulations of the Catholic Education Centre. 

SECTION3 

The Board is responsible for making BY -LAWS that are necessary for its good 

management. These by-laws should be consistent with this Constitution. 

ARTICLE IV MEMBERSHIP 

Membership of the College Board shall comprise: 

(a) Ex-Officio Members 

(i) Priest or his representative, appointed by the Bishop of the Diocese 

(ii) Principal 

(iii) President of the Parents and Friends Association or his/her representative. 

(b) Elected Members 

(i) One staff member elected by the whole college staff. 

(b) Four parent representatives e1ected·by the parent body .. 

(c) Co-opted Members - a maximum of two 

(i) If an accountant/financial advisor has not been elected to the Board, then a person 

with the necessary skills must be one of the co-opted members. 

(ii) One representative of auxilliary bodies 

SECTION 2 

The membership of the Board shall be no less than seven and no more than nine. 
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SECilON 3 

(a) The term of office for elected and co-opted members shall be two years. Rotanon 

of members shall be affected by the retirement of half the elected and co-opted 

members each year. Replacement of retiring members \viii be followed by election 

and co-option each year. 

(b) An elected or co-opted member shall not be elligible for re-election or co-option 

for more than four consecutive years. 

(c) Where it is difficult to find a replacement in regard to the accountarH/financial 

advisor, the term of office shall be lengthened. 

SECilON 4 

Members of a new Board will participate in a preservice program. A preparatory 

program will be available to subsequent new members. All members must be 

prepared to panicipate in on-going inservice programs. 

ARTICLE V AUTHORITY/S ERVICE 

SECfiON l 

(a) The College Board shall exist by virtue of the Church. represented within the 

Diocese by the Bishop, (in accordance with the principle of subsidiarity). Subject to 

this authority and also therefore through Diocesan Director of Catholic Education. 

the Board is given authority to carry out the responsibilities authorized in this 

Constitution. 

(b) The College Board is one of the major consequences of the College community's 

co-responsibility for the participation in the decision-making process of the College. 

The College Board acts under the authority of the Bishop. either directly or through 

the Diocesan Director of Catholic Education. 
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(c) While the Board receives its authority from the Bishop of the Diocese. its 

members must clearly understand their role of service at both the corporate and 

individual level. 
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ARTICLE VI RELATIONSHIPS 

SECTION 1 

Good relationships are more likely to be experienced when Board members 

understand the roles of principal and priest. 

(a) Principal 

(i) It is the essential function of the principal to provide educational leadership to the 

whole College community, not only to staff and students bu t also to parents and to 

the College Board. 

(ii) The principal has a dual role on the Board - a leader in tem1s of policy 

development, an executive in terms of policy execution. The principal provides the 

Board with repons, recommendations and information, while serving the Board by 

administering the College. 

(b) Priest 

(i) The priest as a leader of the faith community. is a member of the College Board. 

SECTION2 

The College Board as the policy-making body works with the auxilliary bodies 

which provide functional suppon within the College. 

SECTION 3 

(a) The College Board is accountable to the Direc tor of the Catholic Education 

Centre. The Director is invited to participate in all Board processes. mindful always 

of the consensus model within which the Board operates. Minutes of meetings and 

copies of financial records are to be made available to the Director. Catholic 

Education Centre. 
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(b) The role of a Catholic education Centre/Board liason Officer would be to assist 

the Board to function effectively and efficiently according to this Consntution. 

(c) From time to time other Catholic Education Centre personnel may be 1m·ited to 

meetings to assist the Board. 

ARTICLE VII OFFICE-BEARERS AND DUTIES 

SECTION 1 

(i) The Chairperson of the Board shall be elected every year by the Board members. 

A retiring Chairperson may offer for re-appointment, but in no circumstances shall a 

continuous term of office exceed three years. Ex-officio members and employees of 

the College will not be the Chairperson. (See Anicle VII I, Section 2) 

(ii ) The agenda for the Board meeting should be prepared by the Chairperson in 

consultation with the Principal. The Chairperson presides at all regular and all 

special meetings of the Board. 

SECTION 2 

The Secretary 

The secretary shall be elected annually by the Board. 

(ii) The minutes of all Board meetings shall be taken by the Secretary of the Board. 

All written communications to and from the Board shall be effected through the 

Secretary. Minutes of the previous meeting and the agenda for the next meeting shall 

be forwarded to members by the Secretary a week prior to the fonhcoming meeting. 

SECTION 3 

Accountant/Financial Advisor 
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The major responsibility of the Board Accountant/Financial Advisor is the 

preparation and supervision of the budget which shall be prepared in consulta tion 

with the Principal, Catholic Education Council Accountant and Chairperson. and 

presented to the Board for approval. Financial reports related to the year's budget 

will be presented on a quarterly basis. 

ARTICLE VIII MEETINGS 

SECTION 1 

The Board shall meet twice per term during the College year with a minimum of 

eight (8) meetings per year. Special meetings may be called as per the by-laws. A 

quorum for meetings to be a majority of the members. 

SECTION 2 

In the absence of the Chairperson, members sha ll elect an acting Chairperson to 

preside over the meeting. Any member may take the Chair. 

SECTION 3 

Major decisions should be reached by consensus. 

SECTION 4 

The Board may allow non-members to address the Board if a petition has been 

approved for the agenda in advance of the meeting. 

SECTION 5 

The ordinary order of business is set out in the local by-laws of the Board. 
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SECfiON 6 

In the event that an elected or a co-opted member of the Board has been absent from 

three consecutive regular meetings, that membership may be declared vacant. l.ipon 

such a declaration, the member is deemed to have resigned. 

SECfiON 7 

(i) An annual general meeting of_ the College Board shall be held during the second 

meeting of the First Tenn. This meeting shall report on the Board's operation and be 

a hand over meeting to the Board membership for the year. 

(ii) The fmancial report shall be presented in the last term. 

ARTICLE IX ELECTIONS 

SECfiONl 

Before the first elections for a new College Board, electors must participate in a 

prep:tratory educative program. Prior to e lections, the local group shall define its 

model of membership based on its Constitution. 

SECfiON 2 

Elections shall be held annually , prior to the second meeting of the first tern1. Before 

the annual elections, electors and candidates must have attended a preparatory 

educative program. 

SECfiON 3 

Local by-laws shall clearly state election procedures and related issues. 

SECfiON 4 
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In the event of a vacancy/resignation, the Board may appoint a replacement to hold 

the position until the next election. 

ARTICLE X COMMITTEES/TASK FORCES 

SECfiON 1 

The Board may appoint standing committees who will assist in carrying out its 

responsibilities. 
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SECTION2 

The Board may also appoint temporary task forces, for the handling of problems. or 

projects. The duties of a task force shall be clearly defined by the Board and a 

specific date shall be set for the completion of the tasks assigned. The task force i~ 

dissolved when the task is completed. 

ARTICLE XI GENERAL 

SECTION 1 

This Constitution shall be ammended after the following procedure: 

(a) circulation of the ammendment throughout the College communi ty. 

(b) Education of the community on the proposed ammendment 

(c) Vote by referendum 

(d) Presentation of the ammendment to the Director of Catholic Education. 

SECTION 2 

Ammendment to local by-laws 

By-laws may be ammended by a simple majority of the members at any regular 

meeting where there is a quorum. providing the ammendments have been presented 

at the previous meeting of the Board. 

SECTION 3 

Dissolution 

If for any reason the Board does not function satisfactoril y, the advice and 

assistance of the cathol ic education Centre Liason Officer shall be requested. If after 

receiving special assistance, the Board is still unable to operate effectively, it may be 

dissolved by the Bishop. 
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~S~OT! ?R~?A1AT!O N - :iree ~~~or~a::~n ~u::e::~s 
sene io ~e i~ ~~~~ ~ee~s 

•Javt 

~~l 
HOME GAT:·ERI :iGS 

INSERVICE NIGHTS -

N. 3.-

. ... - - "'' .. . ana .) o;: .e~~ _ ~u:_: ~: ~.;: :.-. e . . . . ... . ""\ .. ' 

~ntenaea :~~~ J: :~e : oa ~: a~~ 

:tow it ·,..ill. 
development .. . ...... . 

J: ::to: : ..... ~--~ ~2 . 

~i:h ~eta~~ ~or~s ~or =~ ose 

inte~ested ~n :i~di~g ou : ~o r e . 

a choice of one i~= o r~a~ 
neeti~g a~ tae iome o : Jne 
of the I3teri~ 3card ~e~~e~s 
to ~i3d out io~ : ie 3cari 
~ill o pe~at:e and as k any 
questions you ~ay ia?e a bou : 
the 3oard. 

Wed. 23 ~ay 3-~.30p~ a: Col : eg e ;e e ~ s 
Wed . 30 ~ay 3 -~ .3 0p m at Col :e6e 
~ore d ecai~ed 5 ha =~~ g Jn : ~~ 

operation o f :ie 3oarci, 
nomi nating and ?Oti~g 

?r ocedu :- es, -=t~ . 
only :hose ~ ho attend one 
Home Gather~ng and the :~• o 
Inser vice Nights ~ill ie 
eligible :or 30minati on . 
Fri . 8 Jun~: backgroun d 
infor~ation on ~ominees a~d 
voting sheets ~il l be iist ~i~ute d 
to everyone in tie College 
community . 

' ' 

ELECTION / CELEBRATION - Sat. eve ning 16 June: :he : o ur ·.iee':< 

t\aS t:een. 
THANI<S! 
io oll cnac 
will t:e. 
YES! 

elected ~arenc representatives 
co the 3oard ~i ll ie ?resented 
to ~he College commun~~7 ~J cie 
presence of the 3isnop a3ci o t~e~ 

invited guests at :he Co l: ege . 
a concert / social even i3g ~ ill 
follow in the Col:ege g r o u~ds. 

.~ 
,--:---:7 . . .... 

~ 
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~o share ~espccsi biif :y 
~o have effec:ive, shared dec; sion ~a<: ~g 
To belp the College respond =~ ~ang; ~g ~eecs 
To belp the College ac.1ieve i ts zoa 1s .a.'ld ~~ : :· ·.·e 
its values 

• flHAT IS A COI..L.EGE BOARJJ? 

,4 Cacho/ ic ool fc•/ .11ak1·ng and .11anage"e.'1t g~cup :-~r :.::;e 
College. 
A Vatican 11 structure for effective, shared :iecis:·.;n 
.'Daking. 
A policy making team helping gi·/e directi on t .J :.'le 
College and proaJotU1g its distinctive fcfe.!lc: : y =asec 
on cbe GOSPEL 'IAL!JES of i cs .lfi s s ion Sea t e!l1et: c. 
A team guided by a coastit:Jt !' on appro ved :,y :-Je 3fs.::tc p 
and endorsed by the Director . 
A team jegun only after =areiu l preparat ion a nd ~av;~g 
ongoing inservice. 

• :.·HAT !JOES THE 30AR.IJ DO? 

Cooperates ~ith the Coll ege sta ff i n =~e ~se ~i :je 
:•fissi on State!Deac :.-h i c.b ic!enr: i fl e s :.-hac :.'le :;: cfer 
Coll ege community expects ! :s Cat .'JoUc C:Jliege :,:, :::e 
and to do. 
Has specific decision ~aking responsibilities ~~ :je 
areas of: -

a) Pol icy ~aking 
b) Provision and naincenance of 'Col l ege 

buildings and plant. 
c) Finance 
d) CoaJmuni ca cion 

Has advisory responsibility requlrlng infor~ar:ioa 
sharing and discussion in the areas of:-

e) Curriculum 
· f) Staffing 

,~ 
~ . . . 

JLr:'TURN FORH: CDUZGE 30ARD 

D I AH INTERESTE:IJ LV 3ELVG A ?OSSIBLZ 30ARD :!EHEE.R. 

D I AH ::NTE:U:STEil IN FINDING OUT HOKE A30 UT ECAR!J 
.'ofcMBERSHIP AND ;.;our.D APP.rt.ECIATE A ?HCNZ CAL:. ~0 
KNOW ."!ORE .ABOu7 IT. 

I 
I 

or-- I 
NAHE: ?HONE: 

• Thank you. Please return chis form to the College o f!:ce 
as s oon as possible. 

..· . 



I 7 

Ca ! r;;ersoa !s elec:::ed ever? :'ear jy ::care :::e:::e.-s. 
A8e.:JCa f or ::1eet!JUSS ( ::lJc.e ;er :er:::) ;;re:;ared ;,y 
C~alr;;ersca and ?"i~c!;;ai. 
Secretary elec:ed an.Dua l ! ·'· 
?!nanc~· al adviser ;Jre.senc; ;,udget :o 3oar:i :··-:Jr app:- :;,vai .Jnc 
:-e::or~ quar:er!y. 
All :::a Jor dec!sica.s reacled :,y c;-:Ja.se.!lsuc . 
.Voa-=u~mbers Jray address :..'le ':Icard. 
A. G ;.!J. is tlle .secoad :aeet .i!lg o{ '::e..-::: l eacl year . 
Sl;aad.ing CODU!li c:ees a.rJd =~par.s.ry :ask forces .:~ay :e '.lSeC 
11ile.re appropr 1 a e. e. . 
AmeDdme..ac.s :o e.J:e coa.st.i ruc;Oll .are only appr-:Jved a.f :er 
:-e.f e.re::d tu:1 • 

:£, after appropriate !Jelp !:-om :be · C.Z.O., :..'le 3o.ar:i : s 
:.uJabie co operate e£!ec:1ve1y, !t .:~ay ~ dissol ved :,y :..::e 
3!.silop. 

• ~AT ."fAPP£.VS .vorn 

1. !! you .'lave retur.Jed a .=leC".Jr.J ?or.z ( .see be l ow) 
1.odlC3tlng interest you ~!11 ::e coacac:ed ':iy ;;bone and 
tnvJ'ted to:-

All tn.for::al .lleeciag ·at :1Je acme o { 3ll 

I=Jteriaz 3~rd ::!e:~ber. 
:"wo .:.n.serv! c.e :11 gil c.s C:led.a esd a y :=.:-5- :;o and 
Wed.oesday J0-5-90) 

.'1.3. :Vominee.s 11ill come f.-oaz :.!lis group. 

2 . ?:-tdav 3 June - !:;acXzrOund !.:JJ:or:zaCJCO O ll :JO;;z i ::Jees a::Jd 
..,oc.!.ng sbeec.s d1.strtbuted :o ~bole C::lllege co;::lllun l :y. 

.!. narsdav !1st :une celeb~tioa of elec:loa of ~ ~eoc 
:-epre:se.!ltactves. 
coacer~social evening v! ll fol low . 

. '1.3. Tbls 1.s tbe la.sc !afor.zacion 3ulleC1a o a :!le Callese 

.3o4rd .for now.· For furtber !tU·or::usClO.ll oa progress ;;lease 
lr.lt:cl t:.be ~<'eek.ly FaJilj}y .Ver7Slec:er-. 

'FORH: 

0! 

NAHE: 

I AH IYI'!:RESTZ!J IN ITNDDIC our HQRE ABOUT 30ARD 
11EH13.E.P..SHI? AHD iiOr.rr.:J APPR.EC:xr::: A ?SONE o.LL :0 LZr .'!Z 
.'C.VOW .'!ORE AEOUT IT. 

?SONE: ----------------

• Tban.k you. Please recur:: t:1J1s for.z to t:lle Cal lese of!'!ce I 
as soon as possible. 
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. EX-offi cio ~e=bers 

. ~lecced ~e=bers : -

?:-:e.s : . . ':O~Dl:Ja: ec .;y P:! :-: s .~ 
?:-:es:s . 
• :::- ; .1c; ~a 1 
? .i .=- .?e~~seD c a c: '/e . 

s::at: 1le:60er elec :ed .:y ··r:oi ~ 

: o ur par e a c .-e~resen c a c: ·.·es 
eiec:ed ;y pareoc ;oay . 

. Co-opced ~embers (Jf ~eeded ): -
:'lnancial advisor 

. Aux!Jiary ;odJes ;~presenC3C ;'le 

fLL ' Cer.ll' of offJca is 2 years . . 'lalf r ectrJ.og eac.J ;-ear 
' ~aximum ter~ !s ~ years ~onsec~ctve1y. 
• pre-service and i aser·.t f ce . educa c: on 

A detai led p rogram o f preparac:oa !or :!e ::.-sc e i ec : : ons 
11a.s seJlt bo&De ;., f c..l =~e ~a.sc .=-d :H !y .'lews Je c:er ::~ i -:er;:, .: . 
:'h ree : nfo.,actoa 3u l !e c::~s "'I ! i .:1e :'o f :o"e-:1 -'Y ~ .':c::Je 
C<Jc.!:J.er i:Jg a:Jd :;;.,o iiednesaay :llgh c .=.::ser-.nce sess: ccs :'o r 
chose Jcr ceresced !n .:e l:Jg coasicer ed for ~OQ J~a :: oas .;efore 
e l ec::ons Lacer i~ :-er: 2. 
Al l paren ts. are :nvi:ed :o : al<e par: ; ;, ~oc.'l :1:e eauc.ac:cn 
pr ogra= and :b e e l eccioas . 
3ackground 1nfor::Jac ton dDd voting s heecs ~1 11 .:e seat ~ome 
oa :'r!day, June 8. 

' !JOt;; DOES l:IE BOARD iUI.A TE7 

3y virtue of the auchorJ:y of :be ~urc.J, 31shop, C3cho l!c 
Educacioo Council, and DJ:-ec:or of Ca tho lic Educactoa as 
descr!bed i n the Board Coascltutl oo. 
in a splr! t of Gospel ser.tf ce :lO C po11er . 
The i'riactpal provides educat ional / esdersb1p !Jut: also ac :s 
as executive in ter:3 of pol icy :=plemenC3Clon. 
The priest ~ a leader of che fai tll C..Otiiiiii.Llll ty, l s a ~e!Dber 
of :be .Board. 
The P & F provide func:Joa~l supporc "'l t~ l n cbe Co/lese. 
Catholic Educacion Office personnel are ~epc infor~ed of 
a 11 3card proceedings. 

·· •· ........_.. CJC.UCG 30ARD 'REnll?H FORK: 

b . I AH INTI:R£STED IN BEING A ?OSSIB.LZ 30AR.!) :!E.'!B£.~. 
I r AJf IJ/1':::"~ IN :rlfDINC ' OIT HORE ,~osocrr BOARD 

."!L"!&...~iiT? AND ;JQUL!J AP.0.CU:C:..tt=-z A ?!!ONE CAL.: :"'0 :....:..--:- ."!.!: 

.'CNOrl .'!ORE AJJOUT IT. 

NAHE: ?.'fOHE: 

• :-bank you. Please :-eCur:J :llJ .s !ont t o clle Collese o f! {ce 1 
a~ soon as possible. 
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