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1. Introduction:

OPIRG (Ontario Public Interest Research Group) — Peterborough is a student-
led social justice and environmental non-governmental organization at Trent
University. The organization serves as a center for student activism, providing a
forum for learning and sharing tools and resources to enact cooperative social
change. OPIRG’s mandate recognizes the maldistribution of power within our
society, according to factors such as gender, race, ability, class, family status,
ethnic origin, place of origin, marital status, religion, colour, and sexual
orientation. This recognition of systemic discrimination also means identifying the
connections between different kinds of oppression and privilege. To achieve this,
OPIRG requires all volunteers and staff to participate in anti-oppression training.
To further address this mandate, in the summer of 2000, the organization
addressed racism specifically when funding was secured to develop a manual for
grassroots organizations. This manual provides suggestions for the creation of
anti-racist training and policy development within non-profit organizations and
student groups.

As the OPIRG network of organizations is fundamentally linked to the university
environments in which it operates, this project was conceived in the summer of
2001 to further investigate instances of systemic discrimination and resistance
within the university classroom, and more specifically, the curriculum. In
conjunction with the Trent Centre for Community-Based Education (TCCBE), this
research was carried out for academic credit from the Women'’s Studies
department. The original aim was to investigate instances of exclusion and to
propose changes to the curriculum to include more diverse viewpoints and ideas
in the classroom, particularly those consistently and m<w*m3_om__< denied full
opportunity to be expressed. This approach has been termed an commitment to
“inclusive curriculum.” In the form of an annotated bibliography, this project
suggests curriculum that better reflects the desires and needs of students to
work actively in a social justice and inclusive environment. A guide for students
has also been developed to provide a brief analysis of these issues as well as to
empower students to make concrete changes to advance an anti-oppression
agenda in the classroom.



Universities are instrumental sites in the USQ:QG: and dissemination of
knowledge. They are also sites that are reflective of the greater hierarchical
system of power that characterizes our society. by questioning the existence of
oppression and privilege of actors in the classroom, OPIRG wishes to advocate
transformation in the educational system. This desire is by no means only
expressed by communities “outside” the ivory tower of academia, namely activist
and social justice communities. The strongly felt presence of interdisciplinary
programs such as Women’s Studies, Native Studies, Environmental and
Resource Studies, Indigenous Environmental Knowledge Studies, Comparative
Development Studies, and Cultural Studies have questioned the nature of
traditional academic research and called into question the concerns and foci
represented by them. For many of these QooﬁmBm,m:a the students within them,
this concern has sprung from a fundamental concern for social justice and
equity. Accordingly, “it is important to give students an interpretation of the social
world that supports their being politically active.” This involves commitment to
research that has emancipation and equity as a goal of study and research. This
ideological premise underlies many of these programs. In addition, OPIRG'’s
interest in this project lies in how to link social justice work in the community to
academic research and writing in the university.

However, the methodology of promoting social justice takes on very different
forms within OPIRG and within the university classroom and curriculum. The
competitive and individualistic nature of post-secondary education is part of a
hierarchical approach to education that is often at odds with the collective
community approach advocated by social justice movements and communities.
For this reason, tensions exists in the ways that these communities carry out
their common goals, as each community presents certain advantages and
obstacles. As discussed in a preliminary exploration of curriculum change that |
wrote at the outset of this project, the university itself is characterized by
systemic overt and covert discriminatory practices/structure that are often

' Nona Glazer, “Reconceptualizing Introductory Sociology: Two Course Outlines,” Ideas and
Resources for Integrating Women’s Studies into the Curriculum, 85.



antithetical to social justice. These characteristics of the post-secondary
environment will be explored further in the report.

This project focuses-on curriculum issues in Comparative Development Studies
(CDS) at Trent University. As stated in the Trent University calendar 2001-2002,
this discipline “involves the comparative examination of societies and cultures
undergoing rapid change, and of the complex global relations between
industrialized countries and developing areas of Africa, Asia, the Caribbean and
Latin America.” This discipline is one of the smallest at Trent, and thus depends
largely on the support and co-operation of a number of other disciplines at Trent
University. Many of its courses are cross-listed or hosted by other departments,
with a small core of CDS courses that are required for the completion of the
Bachelor of Arts program. The complex global relations between the “developed”
and the “developing” world mentioned above, are also a primary concern of
social activists at OPIRG, as these relations are characterized by significant
economic, political, and social inequality. This discipline was chosen for study
because it is one of my majors and the project stipulated that the researcher
would have some knowledge and experience in the field under examination.

While some professors and students would question the usefulness of posing
these questions of a discipline that already presupposes inequality and
marginalization as its object of study, | would disagree. The questions raised by
this project should be continually addressed in every discipline, as discrimination
and marginalization itself has continually evolved and taken on new forms. While
some disciplines may be farther along than others in this respect, these issues
should be continually addressed in transforming education to contribute to the
end goal of social justice.

In the specific context of studying the role and phenomenon known as
“development” in this field, a commitment to social justice implies the continual
exploration of how oppression and subjugation of Third World countries and
peoples is linked to the privilege of First World classrooms to investigate
solutions based on a Eurocentric view and definition of “development.” The well
documented failure of post-war “development” programs in the Third World has



led to a paradigmatic crisis in the field. Investigating this crisis of “development”
is an integral part of CDS at Trent. However, a commitment to inclusive
curriculum per se has not been advocated as a critical tool to address the
theoretical and practical impasse of “development.” This report seeks to provide
some answers why this has not occurred, as well as to present the views of
students and faculty on the issues raised by the adoption of an "inclusive”
approach.

2. Discussion of Methodology
a. Study Methodology

The design of the research was elaborated in a report produced in December
2001.” Upon reflection, the design was beyond the scope and ability of this time
allotted for this project. Some of the specific goals became difficult to carry out
because of obstacles in the research process.

The original project proposal by OPIRG asked the researcher to assess
individual courses in the CDS department. | primarily chose core courses, since
these were generally required by the department and therefore many students
could be expected to be able to comment on their content and delivery, as well
as various courses that were cross-listed with other disciplines.

However, it proved difficult to assess individual courses, as in a few instances
the involved professors were unavailable to discuss the specific content of the
syllabi. While the professors’ interviewed were encouraged in the interviews to
discuss the specific courses, the nature of the issues of the project involved
more generalization. Also, in the case of students, despite the attempt at
specificity in the email questionnaire, many were unable to remember specific
materials and courses unless they were still current students. As a result, the
findings of the research reflect more general concerns about CDS curriculum.

* A copy of the research design is available at OPIRG — Peterborough in the Inclusive Curriculum
materials box.

* Included in the category of professors are the interviews | conducted with teaching assistants,
who were generally less powerful in the department than the professors, and accordingly, seemed
much more critical.



This deviation from the original research focus is not necessarily unfruitful —
many students in particular were anxious to discuss their experiences in CDS
from this overall critical view, which they felt was often ignored or marginalized
by the department. Since this critique was not explicitly encouraged in CDS
classrooms, it seemed a potential “exclusion” and therefore a focus of the
research.

A wide range of student opinion was obtained for the project. Students from each
year of their undergraduate studies participated (with the exception of students
currently enrolled in year abroad programs), as well as alumni of the CDS
program and year-abroad programs. Students majoring in other disciplines who
take CDS courses also participated. Expectedly, a very wide range of opinion
was expressed in their responses. The constraints of time of the project did not
allow me to therefore substantiate definitive conclusions on the overall opinions
of the CDS student body. Student response was often self-initiated, and so
generally only students who had interest or knowledge of inclusive curriculum
responded to the questionnaire. However, important exceptions should be noted
and will be discussed. The range of response was encouraging, showing the
diversity of student opinion and critical thinking. However, the findings presented
here reflect the narrow scope of the project and are intended as a catalyst to
initiate critical discussion of the contentious issue of inclusivity between students
and professors, and social activists.

As time constraints were quickly realized, only a fairly small number of
professors were interviewed as | choose instead to focus on interviewing
students and finding alternative resources. Professors from the CDS department
were interviewed, as well as a small number of professors from other
departments who teach courses cross-listed with CDS. Professors, on the whole,
were critical of the methodological assumption of systemic discrimination and
criticized its presumption at the onset of the research. The methodology report is
clear about these assumptions in an attempt to consciously recognize inevitable
bias in the research process. This is a bias consciously adopted by OPIRG — as
an organization they did not request research to determine the existence of
exclusion in the university environment, but to identify and address its existence.



However, | recognize that the presumption of inequality in education is contested
and have included student and professor comments who question this
assumption to shed light on the opposition and controversy of adopting an anti-
oppression focus.

One goal of the process was to produce alternative curriculum suggestions in the
form of basic syllabi. However, the time limitations of the project were o_:_wx:\
realized as | understood the enormity of professors’ attempts to build syllabi.
Instead, the list of suggestions has taken on a thematic structure. | have not read
all of the material suggested, nor have | strictly applied the questions of
inclusivity to these materials as sufficiently as is :mommmma\. Many of the
resources were suggested by students interviewed, and must be further
questioned and debated in light of inclusivity. It is important to note here that
inclusive curriculum does not obviate the need for critical thinking on the part of
students (as was implied by some professors interviewed). In my opinion,
questioning inclusivity as a prerequisite for advocating social justice extends
critical thinking about our roles as students and educators. |

The criteria developed for assessment of inclusive curriculum are taken primarily
from the Ontario Institute for Studies in Education (OISE). As much of the work
done at the Institute is directed towards primary and secondary schools, some of
the questions may seem basic or inappropriate. However, | have included many
most of their questions in order to give evaluators of inclusive curriculum an idea
of the scope of approaches and considerations involved in the process. These
are included in Appendix B.

b. Theoretical Framework

Inclusive curriculum as defined by OPIRG’s mandate involves the adoption of an
anti-racism, anti-oppression focus. Anti-racism is a critical discourse of social
oppression through the lens of race. Its emphasis on race is not intended to
prioritize oppressions, but an attempt to recognize that “those in power
continually deny that race is an integral part of the ongoing social processes of



the university.™ The theory provokes analysis of individuals’ social and political
position in society, but it directly confronts issues of racism within society’s power
structures, mzoocﬂm@_:u oppressed people to see the source of their oppression
within structures. It goes beyond acknowledging the material conditions that
structure social inequalities to question White power and privilege and its
rationale for dominance. It acknowledges that Canada is a capitalist, racist and
patriarchal society and that universities, are structured to perpetuate those
relations. Most importantly for this project, the university

legitimizes the ideological relations that support present-day
Canadian society by defining and legitimizing Eurocentric, middle-
class and patriarchal curricula while delegitimizing/marginalizing
other forms of knowledge and pedagogy through discourse, texts,
curricula, and assessments.’ .

Anti-racism, as expressed through the case for inclusive curriculum, questions
the devaluation of the knowledge and experiences of subordinate groups as well
as the marginalization and silencing of certain voices in the university and in
society. As well, it privileges the classroom as an important site to interrupt
racism as it is one of the few contexts in which many white people deal with
issues of racism and inequality.

Why do we need to focus on racism and antiracism in the university classroom?
Until recently, allegations of racism were taboo in higher learning, which were
seemingly devoted to the pursuit and communication of knowledge and which
emphasized complete dependence on the principle of merit. The terms racism
and anti-racism are still considered ugly words, especially as blatant expressions
of racism become less common (although by no means not completely unknown)
and racism becomes much more insidious and concealed. The recent
burgeoning of academic research on race indicate that academic culture has
become a contested site because traditionally marginalized groups are now
becoming more politicized and are attending universities in increasing numbers.
The power of the term anti-racism lies in explicitly naming the issues of race and

* Agnes Calliste, “Anti-Racist Organizing and Resistance in Academia,” in Power, Knowledge
and Anti-Racism Education, George Dei and Agnes Calliste (eds) (Halifax: Fernwood, 2000)
144,

5 Calliste, 145.



social difference as issues of power and equity rather than as matters of cultural
and ethnic variety.*

It is important to remember that talking about race topics and racism is difficult
because the very object of study is contested. Questions of
racial/ethnic/religious/cultural/national identity and affiliation are raised for both
students and lecturers. Essentialist anti-racism has been criticized for its
tendencies to dichotomized the world in terms of (biological) skin pigmentation,
when other structures play into classroom dynamics. The problem lies in
determining “how can we emphasize the impact of racism and begin to make
whiteness visible, while simultaneously stressing that there is no such thing as
‘race’ except...in our collective imaginations?”” Ultimately, race and identity are
inherently contestable social and political categories, calling into question the
universality of multicultural and anti-racist paradigms. This implies a need for
critical local discussions to elaborate new intellectual and political agendas in the
struggle for social justice.

3. Findings

a. Student Response

First, it is important to note that most students did not have a clear idea of what
inclusive meant in the sense of this project. When asked “what does inclusive
curriculum mean to you?” many students provided answers that were
characteristic of liberal multicultural education, which emphasizes diversity:

“Inclusive means several perspectives to me.”

‘I haven’t REALLY thought about inclusive curriculum before, but to me it means
that things affect different groups of people differently, so they should take time
to talk separately about each group of people.”

® George Dei, Anti-Racism Education: Theory and Practice. Halifax: Fernwood, 1996.

7 Jacobs, Susie and Nadeem Hai. “Issues and dilemmas: ‘Race’ in higher education teaching
practices,” Rethinking anti-racisms: From theory to practice. Floya Anthias and Cathie Lloyd,
eds. (London: Routledge, 2001) 167.

10



“Inclusive curriculum to me is when it tries its very best to see an issue from all
perspectives without giving one more emphasis over others.”

These responses were generally devoid of recognizing the differences of power
to assert different perspectives in the curriculum. This perspective is often
associated with multiculturalism, which has been heavily analyzed in the
Canadian context as a reconceptualization of difference as tolerable, not equal:

“so multiculturalism represents not a means to an equal society,
but an alternative to one, where equality has given way to the
toleration of difference, and indeed of inequality.™

This parallels for some, the introduction of the term ‘ethnic group’ in place of
‘race,” which removes the political connotations of racial difference and permits
the study of social distinctions in a neutral, value-free fashion, devoid of power.

However, not all students described inclusive curriculum this way. Others stated:

“Probably it would mean being very intentional about including marginalized
sectors of society and the world.”

“I think that it means looking at words, looking at what essays we are allowed to

write .. .different worldviews are taken into account and no one is excluded based

on their gender, race, ethnicity, sexual orientation, gender orientation, disabilities
and abilities, etc.”

“To me, inclusive curriculum means that the course is set up in order to allow for
the greatest diversity of perspectives possible to be included in the course in a
respectful and anti-oppressive way. This includes course material, and
student/prof’s personal contributions.”

“Inclusive in this context to me means addressing issues of race even (and
especially) if you are not a member of a discriminated against group...It has
been problematic in CDS.”

There was also resistance expressed against how the questionnaire invariably
connected inclusive curriculum with social activism and anti-racism:

¥ Kenan Malik, The Meaning of Race: Race, History and Culture in Western Society (New
York: New York University Press,1996) 170.
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“| felt that [the questions] were directing me to say that CDS should be doing
more to promote direct action and focus on oppression issues...l don’t think the
program should be telling me where to put my energy and on what to focus.”

“| don’t feel CDS shouid teach people to be active advocates.”

“The CDS courses here seem to be more about emerging international politics
and economics rather than examining and questioning racism and oppression. |
have to admit that as far as I'm concerned that’s not a problem.”

And yet the most vocal and articulate students argued elogquently for the CDS
curriculum to further explore issues of privilege and oppression in the classroom.
Some students cited this omission as reason to discontinue their pursuit of a
CDS major. Despite the CDS’s premise to be concerned with the marginalized
and disenfranchised, many expressed concern that CDS curriculum did not
commit itself to analysis that delved into theory of oppression and domination:

“There is a lack of the theoretical foundations of oppression and anti-oppression.
| think there is this idea that we all understand that women, people of colour, efc,
face discrimination, and there is evidence cited that this is the case, but aside
from colonialism we don’t really talk about the social, economic, or philosophical
roots of ideologies of domination.”

For many, this translated to discomfort in the classroom, especially for students
of colour. Some students related incidents of marginalization when they
attempted to discuss race and racism in the class; as they attempted to discuss
its absence from curriculum materials, they were told to “engage with the
material.” The same students identified this weakness as characteristic of the
CDS faculty and the university as a whole — they lamented the lack of space to
discuss oppression since professors continued to be defensive about their
curriculum choices.

Although many students felt that the CDS curriculum was critical of Western
prescriptions of development, many felt that this analysis didn’t go far enough:

“CDS seems to be wrestling with the old paradigm of development, which it
seems to view as outdated, but constantly uses as a reference point for
everything. Its critique of neo-liberalism is solid, but there seems to be a fear to
really delve into the other theories of how the world could be ordered.”
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“The majority of people in most of my classes are white and middle class, this
dynamic is never addressed by professors through course material.”

“The main [19™ century European] theorists are very important in the social
sciences but are often presented as the only theorists of importance, | feel that
there are a myriad of other theorists that merit study in the field of development.”

“Another limiting factor of the [core] CDS courses, is that they continue to
perpetuate the ‘us and them’ factor of development, in the same, familiar colonial
pattern. They don'’t take into account that the third world exists all around us.”

This perception of the “third world all around us” was echoed by many students.
Many felt that CDS perpetuated the notion that development happens “over
there” to “other people.” To combat this, many students suggested the inclusion
of “domestic development issues” such as Native Studies classes. One course
that was continually praised was CDS/NS 305 (Aboriginal Community
Development). For many this course was a potential practical answer to the
impasse of Western development theory models. This course was also praised
for its local nature, as was CD/AN 221 (Agrarian Change and Global Food
Production) for its connection of local alternative food strategies and the global
food production system.

A concern for students who didn’t participate in year abroad programs was
expressed, since they do not have as many opportunities to engage in practical
work: however, the recent attempt to integrate CDS with community projects
through the TCCBE was praised. Many students commented the strength of the
CDS curriculum as a whole rested on its interdisciplinary nature, or its cross-
listed courses as well as its attempt to include practical experience. Harsh
criticism was generally directed at the core courses for their rigid idea of
development.

Another consequence of recognizing the “third world around us” is providing
curriculum that encourages students to reflect on their own role in the
development process. This holds important consequences for year abroad
students. As students are expected to participate in a development project in

13



their sojourn abroad, many felt unable to deal with and understand their privilege
as Canadian university students in a developing country. This is related to
students’ perceptions of what kind of professional work they intend to do upon
graduation. Despite the opinions and intentions of the department, many
students are pursuing a degree in CDS as a springboard into international
development work. This is also related to the growing relation of liberal university
education to the exigencies of the job market (this trend will be discussed further
in the section discussing professor response). Many felt that the m<m2am<
problems of development in the field should be addressed with anti-oppression
in mind:

“I am especially concerned with white/privileged students going on the year
abroad program and being place on development projects without understanding
the effects of their presence and actions on the communities they are working
with, due to imbalances of privilege, unacknowledged racism, etc...l think it’s
integral that this sort of theory be worked into the required CDS curriculum.”

“I think more time needs to be made during year abroad programs for students to
dissect (together) how they are feeling interacting with the host culture.”

“Racism, class, ethnicity, gender are all things that should be covered
extensively in a context that challenges students to look at their own positions
within society and global society.”

“An issue that comes up with the year abroad program is the idea of privilege. It
never comes up in class, but a lot of people who are considering going to Ghana
or Ecuador wonder how the program understands this issue.”

But Qmmvzm. the numerous ethical questions that were asked of the year abroad
concept, many felt that it was also the best practical way to contextualize the
theory of the classroom, and therefore an indispensable and integral part of a
CDS degree. Last, many students praised CDS for incorporating some degree
of social justice in the conservative university environment. This was most often
expressed by newer students who had little experience in social justice work.

“I think when compared to other courses in the line
of social justice, it is by far the most extensive.”

“Since enrolling in the CDS 100 course, I've realized

14



that during my life time | want to make some sort of a difference.”

“I'm normally not a big social activist but | (and those who've
known me a long time) have noticed that | will speak out
more now against injustice and exclusion.”

“[CDS]J’s strength comes from shining light on the bullshit inherent in programs
that the major economic institutions come up with. If | had never taken CDS
courses, | never would have known just how deep the problem is.”

b. Professor Response
All of the professors consulted indicated that some of the questions raised by

inclusivity were a central concern of their curriculum choices. One professor
summed up the treatment of the themes of marginalization and oppression as
“second nature” to professors within the CDS department:

“In the faculty it is second nature to think about diversity, to think about
marginalization, domination, oppression, and to think about processes that
generate it, how they transform, how they manifest themselves in different
contexts, when you first approached me | thought it was funny to ask these
questions of a discipline whose very identity incorporates...some of those

aspects... so | think that by and large the discipline tends to take into account
diversity and difference.”

Many professors noted that the disciplinary background of each professor is very
important in conditioning their approach. For example, the anthropological
background of many professors in the CDS department has moved its discussion
of ‘race’ into ‘ethnicity’ to avoid association with biological essentialism. The
disciplinary background of political economy is also very heavily represented in
the department, and one professor noted that many syllabi are developed from a
particular ideological viewpoint because of this background. Professors noted
that an in-depth discussion of cultural and social theories of domination and
oppression was generally absent from the CDS departmental core curriculum
and classroom experience:

“Most of the biases seem to bubble just underneath the surface and might reflect
subtle and systematic social norms of unequal treatment based on ethnicity,
class or gender. How to overcome this is a touch question,; perhaps curriculum
could be designed to incorporate material or discrimination, domination and

15



resistance in different places at different times, to get students thinking more
seriously about these issues.”

At the same time, professors (usually teacher assistants) indicated that practical
anti-oppression experience, usually gained in the community, formed part of their
classroom practice, which often took form in the discussion of cultural, economic,
and political resistance to colonialism and neo-colonialism.

These same teaching assistants noted that universities are often very
conservative institutions, and that many professors are not interested in adopting
a critical pedagogy because of the role of the professor as “expert” and the
holder of knowledge in the classroom. An inclusive curriculum perspective
involves a fairly radical destabilization of the professor-student relationship. |
must admit that | personally felt intimidated and belittled at times when
undertaking this research when interviewing and talking to professors. | often felt
" that my questions and interviews were only entertained because of my reputation
in the department as an excellent student. Teaching assistants also expressed
concern with how weaker students were “left behind” in the focus on
academically strong students, as well as students who participated in year
abroad programs. This has to do, in part, with greater institutional constraints
that devalue teaching in favour of publishing and research in tenure and
promotion reward systems in the university environment. It remains difficult to
change power differences without confronting and challenging the structure of
academia.

At the same time, it is significant that many students emphasized how small
classes and professor availability was a deciding factor in studying CDS, as well
as choosing Trent.

There was strong professor resistance, as noted also in the student response, to
the premise of “systemic” discrimination and exclusion:

“The question automatically assumes that there is a lack of inclusivity...I am not
convinced that is the case | think it’s up to individual students to engage their
instructors if that’s an issue. | am not sure that it is important to read.. .works that
balance skin colour, or ethnicity ...I think an [inclusive] classroom should be a

16



place where everybody learns very effectively and is challenged or as best as we
can get to that. | don't think that a curriculum with [the inclusivity focus you are
suggesting] is going to resolve that problem.”

Many professors noted that guarding against Eurocentrism was a primary
concern of the department, and at the same time recognized that the majority of
the material was from that viewpoint. In terms of the CDS 200 core development
theory course, one professor noted that the European canon must be covered in
order to then explore critical perspectives of it (although many students
expressed disappointment in the extent and coherence of the critical
perspectives advanced after a thorough exploration of the canon). Many felt that
the inclusive curriculum questions assumed exclusivity in the courses discussed,
and did not feel that exclusion was deliberate on the part of (most) professors.
Some expressed the need to be more conservative in the classroom because of
the different backgrounds and abilities of the students:

“l am interested in finding books which | hope will be challenging
and useful to the students in the class and at the same time
accessible to less strong students in the class.”

“I think that when one is developing curriculum on the basis of assumption of
what the students are coming with... you can’t stand things on their head
immediately unless you want to use the shock factor. pedagogically it might not
be good, you might just scare the hell out of them. and they all drop the class
because this [prof's] nuts, because it doesn't fit with what they know as correct.”

“If you come into a classroom with a professor with guns blazing on a topic like
racism and so on you will likely just lose them right away and that's a shame
because they are good people who just haven’t given much thought to this topic.
| have always felt pretty good about getting through to some of those people. It is
something that takes a long time.”

The professors were cognizant of student reticence to discuss certain types of
oppression. For example, many recognized that the discussion of the exclusion
women was generally well-received, but discussion of sexual orientation were
much more taboo and “not relevant” to the students. Many anti-racist educators
have identified this dilemma as a tightrope walk between opening spaces for
silenced or delegitimized voices, handling inappropriate voices, and conveying
scholarly knowledge, as well as developing among students the art of critical

inquiry.

17



Professors expressed concern about declining literacy in Canadian students, and
wondered how to teach critical thinking and writing skills in the absence of a
general reading culture among Canadians. In addition, many students
increasingly have an instrumental view of liberal education and want practical
experience and skills. For me, continual funding cuts to education in Canadian
and a rapidly changing job market have changed student expectations in
university classrooms. One professor noted that

“the administration has its own agenda in terms of promoting
a certain type of education, this is the way that universities
are going in general, it is a trend, in trying to make knowledge
more marketable, to train people to go out there to use skills.”

Administrative support is crucial to curriculum change in order to envision how
new scholarship would fulfill the university’s institutional commitment to liberal
education. The trend towards marketization has not yet had a direct impact on
curriculum choices; all professors noted their general freedom to choose
curriculum materials. However, decreasing funding has influenced the diversity
of materials, particularly the acquisition of audiovisual materials and the use of
guest speakers. Funding also has a crucial effect on the quality and number of
professors hired. As an employer, the university also produces, reproduces and
utilizes work relations and roles structured by race, class and gender.
Representative hiring was generally not discussed by CDS professors, although
from the point of anti-racism in the classroom, this remains a crucial aspect of
diversity in the classroom. Equity hiring does not mean that only minorities can
do genuine anti-racist work; instead it shows that social locations are extremely
important in knowledge production and use — that people must always engage in
active, o::om_‘ self-reflection in locating the self within discourse.

Many professors noted that student feedback and input in the form of course
evaluations was not very effective. +3m< characterized it as ambiguous,
neglected by students and difficult to change because of how the importance of
these responses is limited by the bureaucratic link to faculty collective
agreements (such evaluations affect professor promotion in the department).

18



Another professor also qmooms__Nma issues of race and gender in student
evaluations and felt she was judged by students according to her gender:

“I naively thought this is a generation that was raised on feminism, | thought even
the young men should be versed in issues of equity and racism, and then

| got the evaluations and | couldn’t believe
how there was so much commentary on me.”

Echoing the concerns of students for local issues, the teaching assistants noted
that students lacked curriculum opportunities and professor support for practical
experience and knowledge of development in the local community:

“l wished that more CDS faculty members lived in Peterborough and participated

in the larger local community.”

“I would say that CDS students would benefit from more contact with people
active in social justice issues, in Peterborough and elsewhere. Most faculty are

not active in this way.”

4. Recommendations:

Curriculum transformation would best be achieved by a working
group of students and faculty — unlike the premise of this project,
students should not have primary responsibility to enact suggestions
and change particularly in light of their comparative lack of power
vis-a-vis professors. This does not mean, however, that the role of
students should be lessened because of their inexperience. The
CDS department should work with students to develop a way for
students to have more voice in the department and in curriculum
development. The first step is creating a safe space for students
where these issues can be discussed and have influence. This
could happen through the CDS Students’ Association, greater time/
interest and weight of student course evaluations, greater student
representation on departmental committees, or better incorporation
of returned year abroad students in year abroad program planning,
curriculum development, etc.

Inclusive practice cannot be created with curriculum change alone.
It is but a small portion of change necessary to create a fair and
equal university environment. This project is but a small part of the

- commitment to creating a more open, egalitarian, and critical

classroom environment that challenges injustice. Major policy and
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program changes, within the CDS department and the university as
a whole, are going to be required for real change to occur
concerning curriculum. This includes highlighting measures such as
representative faculty hiring practices, questioning the
corporatization of university education, the rollback of public funding
to universities, and the general low level of literacy of incoming high
school students.

The year abroad program should institutionalize a mechanism for
students to talk about their role as foreigners with privileges (often
based on their ‘race’) into the year abroad curriculum and
classroom. This could take the form of readings, or workshops with
experienced foreign development workers and researchers in the
Ecuador or Ghana. More time is necessary in the curriculum for
understanding the meaning of privilege from our various subject
positions.

Postcolonial theory should be incorporated into CDS curriculum,
either as a support course or as part of the CDS 200 curriculum.

Course evaluation should automatically include a section for
student suggestions for course materials.

Films are a useful resource for students to “hear” other
international voices. Films should be used in conjunction with
assignments that ask students to critically examine whose voices
are being represented and how. One person suggested that these
could also be compared to guest speakers from the same region.
However, other students were wary about the uncritical presentation
of films for a Western audience, and encouraged more classroom
reflection on the role of the viewer/observer in understanding and
contextualizing Third World lives and experiences.

Third World students can be used as lecturers; since students are
heard differently by their peers, it gives them part ownership over
the knowledge. By sharing life stories through a critical context, this
avoids compartmentalizing students. This is a potential way of
acknowledging the Third World voice as a closer approximation of
that voice instead of translation through text. However, an
atmosphere of trust and interactive learning must exist to support
the telling of stories and their interpretation and critique.
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e CDS should examine domestic development issues, particularly
aboriginal issues, in relation to the problems of the Third World.
This could be achieved by encouraging students to enroll in Native
Studies courses, or making these courses support courses for CDS.
Another suggestion was making Native Studies 100 a required
course. :

e More books and articles from the general subject area of subaltern
studies should be incorporated into the curriculum to complement
the dominant political economy focus of the program.

5. Annotated Bibliography of Alternative Curriculum Resources
a. Gender Analysis:

Bandarage, Asoka. Women, Population and Global Crisis: A
Political-Economic Analysis. London: Zed Books, 1997.

A critique of development policies on population control, this book develops an
alternative analysis of “overpopulation” debates based in the hierarchical world
systems of capitalism, patriarchy, industrialism, and white supremacy. While the
author does provide a discussion of new global visions of interconnectedness
and how they contribute and complicate population-poverty-environment
relations, the strength of the book lies in its description of the how oppressive
social relations of power weave together to justify population control.

Bystydzienski, Jill M. and Sekhon, Joti. (Eds.) Democratization
and Women’s Grassroots Movements. Indianapolis, IL: Indiana
University Press, 1999.

By providing case studies of women’s movements in both the industrialized and
developing worlds, this collection shows how local level political and social action
by women is contributing to processes of democratization from “below.”

Cheater, Angela. (Ed.) The Anthropology of Power:
Empowerment and Disempowerment in Changing Structures.
London: Routledge, 1999.

This collection draws on ethnographic material from all over the world to explore
how traditionally disempowered groups gain influence in postcolonial and
multicultural settings. The authors question the idea of transferring power to the
powerless by suggesting the rhetoric of “empowerment” actually masks
continuing established power relations.
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Fenster, Tovi. (Ed.) Gender, Planning and Human Rights.
London: Routledge, 1999.

By considering spatialities and geographies, these wide ranging case studies
challenge the traditional treatment of human rights within a strictly legal
framework. Its discussion of urban planning focuses on countries with
multicultural societies.

Marchand, Marianne and Runyan, Anne Sisson. Gender and
Global Restructuring: Sightings, Sites and Resistance. London:
Routledge, 2000.

This collection includes an excellent article on women’s neighborhood organizing
in Ecuador that would be useful for year abroad students.

Minh-ha, Trinh T. Woman, Native, Other.

Mohanty, Chandra, Russo, Ann, and Torres, Lourdes. (Eds.) Third
World Women and the Politics of Feminism. Bloomington:
Indiana University Press, 1991.

This essay includes seminal works on women and race and development,
particularly-Mohanty’s often quoted essay “Under Western Eyes: Feminist
Scholarship and Colonial Discourses.” These essays effectively address the
interconnections of oppressions of race, class, gender, and sexuality, with a
clear understanding of the role of imperialism in the production of knowledge and
identities.

Murthy, Ranjani K. “Power, institutions and gender relations: can
gender training alter the equations?” Development with Women.
London: Oxfam, 1999.

This article explores important issues of power in providing gender training in
NGOs, primatrily in India. This article could be used to reflect on the adoption of
gender frameworks in classrooms as well as discussing both advantages and
limitations to this analysis.

Perry, Susan, and Schenck, Celeste. Eye to Eye: Women

Practising Development Across Cultures. London: Zed Books,
2001.
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This wide range of essays pays explicit attention to the different details of
development in various local cultures, expanding the notion of development
when discussing the role of the World Bank in promoting gender equity, the
relationship between gender justice and traditional religion, and the role of
literary imagination in creating women’s futures. The most interesting aspect of
the book is a collection of essays questioning female genital mutilation from a
diversity of voices.

Rai, Shirin M. Gender and the Political Economy of
Development. Cambridge, UK: Polity Press, 2002.

Based on the gendered experiences of India and China, this study examines the
shift from a state-sponsored development process to one framed by the process
of globalization, examining differing levels of “empowerment” achieved by
women in light of structures of economic and political power. It follows the
expected political-economic focus of development studies, but from a gender
standpoint.

Rowlands, Joanne. Questioning Empowerment: Working With
Women in Honduras. UK and Ireland: Oxfam,1997.

This book examines the use of the term empowerment by diverse development
actors, from the World Bank to grassroots community groups, questioning the
ways in which power can be expressed in personal relations and in wider social
interactions. It questions how far genuine empowerment is possible without
major changes in social attitudes.

Sassen, Saskia. Globalization and its Discontents: Essays on
the New Mobility of People and Money. New York: New Press,
1998. -

Taking on common misconceptions of the economic, cultural and political
implications of globalization, this collection deals with issues of gender and
migration, and transferring information technology as a manifestation of growing
inequality.

Winddance, France and Blee, Kathleen. (Eds.) Feminism and Antiracism:
International Struggles for Justice. New York: New York University Press,
2001. . :

This interdisciplinary book examines how feminists engage in antiracist practice,

particularly how women counter the notion that feminism is a “Western” ideology.
It uses original empirical studies of feminist antiracist organizing in Australia,
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Canada, India, France, Italy, Zimbabwe, South Africa, Japan, Yemen, and the
United States.

B. Third World Accounts of Development:

Anderson, Sarah. (Ed.) Views from the South: The Effects of
Globalization and the WTO on Third World Countries. Chicago,
IL: Food First Books, 2000.

This is very introductory text on development issues. It has a coherence relevant
to a first year development course, and the introduction deals with why
resistance occurs to presenting/adopting Southern perspectives on development.

de Jesus, Carolina Maria. Child of the Dark. Penguin USA.

Carolina Maria de Jesus was a destitute black Brazilian woman born (1914) in the rural interior who
migrated to Sio Paulo, the largest industrial city in South America, seeking to find work and a better
life. The great-grandchild of slaves, she became literate on her own, having attended school for less than
two years. As a young girl, she developed a passion for reading. Later, this fed her desire to write down
her feelings and to tell her story. This story, Child of the Dark became the best-selling book in Brazilian
history, and made its author world famous. Carolina wrote four other books, which were published
without success, and many poems, short stories, and memoir fragments. Only a few years after her
mercurial success, however, she was forced back into poverty. She died in 1977 ignored.

Garcia, Christina. Dreaming in Cuban. 1992.
This vividly written first novel chronicles the lives of four women in a Cuban
family: In Cuba remain matriarch Celia del Piro, devoted to El Lider, and her mad
and perhaps murderous daughter Felicia. In Brooklyn live Celia's other daughter
Lourdes, fiercely capitalistic, and her daughter, an artistic punk committed to
returning to Cuba to revive her fading memories.

Dangarembga, Tsitsi. Nervous Conditions. Seal Press, 1988.

This novel is set in Rhodesia in the 1960s. It is the story of a young girl’s coming
of age amidst the human devastation wrought by colonialism.

Galeano, Eduardo. The Book of Embraces.
Kassindja, Fauziya and Layli Miller Bashir. Do They Hear You When You Cry?
This non-fictional account of one woman’s escape from the cultural practice of

female genital mutilation in Togo, West Africa questions cultural relativism and
American immigration policies. After seeking asylum in the United States,
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Kassindja was incarcerated for 16 months before she was granted asylum in her
landmark immigration case in 1996.

Kincaid, Jamaica. A Small Place.

This is "a short but powerful book, that can best be described as an antitravel
narrative" (Dictionary of Literary Biography, 135). Kincaid examines the brutal
effects of Antiguan colonial oppression and relentlessly indicts its white
perpetrators. She writes accusatorily and directly to her white readers: "Have you
ever wondered to yourself why it is that all people like me seem to have learned
from you is how to imprison and murder each other, how to govern badly, and
how to take the wealth of our country and place it in Swiss bank accounts? Have
you ever wondered why it is that all we seem to have learned from you is how to
corrupt our societies and how to be tyrants? You will have to accept that this is
mostly your fault”. (34-35)

Laduke, Winona. All Our Relations: Native Struggles for Land
and Life. Cambridge, MA: South End Press, 1999.

A collection of testimonies by North American Native activists, this book was
highly recommended by Native students concerned with positive and inspiring
examples of resistance that are close to home.

Ponce de Leon, Juana. (Ed.) our word is our weapon: selected
writings by subcomandante marcos. New York: Seven Stories
Press, 2001.

Spokesperson and strategist for the Zapatista indigenous insurgency movement
in Mexico, this collection contains Marcos’s essential political essays and shows
the evolution of Zapatista thinking without and outside Mexico. Manifestos,
myths, short stories, folk tales all show the varied voice of indigenous peoples
living in resistance.

Roy, Arundhati. Power Politics. Cambridge, Massachusetts: South
End Press, 2001.

This book challenges the idea that only experts can speak on globalization
issues such as the privatization of India’s water supply by US energy companies
and the construction of dam projects in India. This is an enlightening read
because of the author’s skill as a novelist shines through in her narrative style.

Shiva, Vandana. Water Wars: Privatization, Pollution, and
Profit. Toronto: Between the Lines Press, 2002.

25



Shiva’s newest book shows the historical erosion of communal water rights by
showing the environmental damage of the international water trade, dam
projects, and aquafarming. Her controversial thesis that ethnic and religious
conflicts of our time are actually conflicts over scarce natural resources should
be considered. She also discusses the spiritual and traditional role of water in
community throughout history.

“*Many students have recommended reading any of Shiva’s work, especially
Stolen Harvest, or Biopiracy: The Plunder of Nature and Knowledge.

Sittirak, Sinith. The Daughters of Development: Women in a
Changing Environment. London: Zed Books, 1998.

This book, written by a woman from a “developing country,” critically demolishes
the paradigm of development from the perspective of her mother and her
country, Thailand. By using a portrait of her own experience, Sittirak
acknowledges the politics of identity and difference, recognizing how
development is part of a universalizing process that speaks for and names the
Other. It also attempts to rehabilitate traditional indigenous knowledge as an
important basis for empowering women and establishing reciprocity in North-
South relations.

C. Alternative Views on Development:

Bennholdt-Thomsen, Veronika et al. (Eds.) There is an
Alternative: Subsistence and Worldwide Resistance to
Corporate Globalization. Victoria, BC: Spinifew Press, 2001.

Building on Maria Mies’ subsistence perspective, these essays seek to prove
that thousands of everyday, living alternatives to corporate sponsored
globalization already exist and that these experiences (many from the Third
World) can lead us in elaborating a strategy of resistance.

Chomsky, Noam. Necessary lllusions: Thought Control in
Democratic Society. South End Press.
More than a few students advocated the inclusion of Chomskian theory, but this
is the only title suggested (which | have not looked at).

Crush, Jonathan (Ed.) Power of Development. London: Routledge, 1995.
The primary focus of this collection is on the texts and words of development —

“on the ways that development is written, narrated and spoken; on the
vocabularies deployed in development texts to construct the world as an unruly
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terrain requiring management and intervention; on their stylized and repetitive
form and content, their spatial imagery and symbolism, their use (and abuse) of
history, their modes of establishing expertise and authority and silencing
alternative voices; on the forms of knowledge that development produces and
assumes; and on the power relations it underwrites and reproduces.” (3) Albeit a
very academic text, this collection moves away from the political economy focus
of much development writing, by encouraging a broader historical and imperial
context. Notable chapters include “Black Consciousness and the Quest for a
Counter-Modemist Development,” by Kate Manzo, and “Post-Modernism,
Gender and Development” by Jane Parpart, as well as a personal narrative of
the seduction of development called “Becoming a Development Category” by
Nanda Shrestha. She calls it a “post-mortem of the body of development by a
colonized mind, designed to serve as a research method.” (266) Many essays in
the collection are interested in the recovering of unheard voices and subjugated
knowledges in order to undermine the power of development, representing ‘a
point of resistance and a starting point for an opposing strategy.” (22)

Escobar, Arturo. Encountering Development: The Making and
Unmaking of the Third World. Princeton, NJ: Princeton University
Press, 1995.

This important book should be required reading for any CDS student. It provides
not only a critical analysis of economic development, but also understands
development as an imperialistic Western intervention in other cultures, by
“mapping out” the invention of development. The book also concludes with a
chapter dedicated to how to investigate and pursue alternative practices in the
context of today’s social movements in the Third World.

Esteva, Gustavo, and Madhu Suri Prakash. Grassroots Post-
Modernism: Beyond the Individual Self, Human Rights, and
Development. London: Zed Books, 1998.

These authors give the name of “grassroots post-modernism” to “a wide
collection of culturally diverse initiatives and struggles of the so-called illiterate

and uneducated non-modern “masses,” pioneering radical post-modern paths
out of the morass of modern life.” (3)

Galeano, Eduardo. Open Veins of Latin America.

Hayden, Tom. (Ed.) The Zapatista Reader. New York: Thunder’s
Mouth Press. 2002.
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This collection includes writings by Zapatistas as well as international celebrants
and critics of the movement, such as Jose Saramago, Naomi Klein, John Berger,
Eduardo Galeano, Octavio Paz.

Moore, David and Schmitz, Gerald. (Eds.) Debating Development
Discourse: Institutional and Popular Perspectives. London:
MacMillan, 1995.

The most useful contribution of this work to critical thinking on development is its
consideration of developmental “buzzwords” such as “equity,” “democracy,” and
“sustainability.” The authors content that these words hold a vast array of
meanings that mean both the possibility of preserving what we know as
development through its current crisis, and the potential of reforming,
transforming the current orthodoxy of development. This book discusses a case
study of local “development” in Northern Alberta, Canada.

Sachs, Wolfgang. The Development Dictionary: A Guide to
Knowledge as Power. London: Zed Books, 1999.

This book treats key development concepts as archeaology; needs, market,
resources, state, equality, helping, poverty and population are all unearthed to
provide a great introduction to the varied meanings and uses of words in the
development context.

Walton, Neva, and Linda Wolf. (Eds.) Global Uprising:
Confronting the Tyrannies of the 21° Century: Stories from a
New Generation of Activists. Gabriola Island, BC: New Society
Publishers, 2001.

This visually and emotionally powerful compilation of more than 60 youth
activists and global justice groups captures the spirit of youth activism as well as
the scope of interrelated social movements. Although the essays are generally
short (2-6 pages, with photos), this collection provides vignettes of different
issues such as fair trade coffee, water access struggles, human rights in Tibet,
youth anarchism, the prison industrial complex, creating a stimulating collage of
global solidarity and resistance.

Waridel, Laure. Coffee with Pleasure: Just Java and World
Trade. Montreal: Black Rose Books, 2002.

This author of this book is the founder of Equiterre, a fair trade coffee company
seeking to break the cycle of exploitation and environmental destruction of the
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coffee industry. Using coffee as a central example, she shows how the current
trading system perpetuates poverty and injustice.

Wilson, Maureen G., and Elizabeth Whitmore. Seeds of Fire:
Social Development in an Era of Globalism. Halifax, NS:
Fernwood, 2000. o

This book describes the seeds of transnational popular organizing against global
neoliberalism, emphasizing the role of “partnership” or “accompaniment”
elaborated through a “gender and development” approach, while also critiquing
the failure of development organizations to appropriately incorporate gender
analysis. Importantly, they emphasize the analytical and practical skills
necessary to undertake international development collaboration, and highlight
the similarities of these skills as used in social work in the Western world to
international development workers.

D. Working as a Development Reseacher/Worker:
Kingsolver, Barbara. The Poisonwood Bible.

This a novel, told in the fictional voices of the wife and four daughters of Nathan
Price, a fierce, evangelical Baptist who takes his family and mission to the
Belgian Congo in 1959. They carry with them everything they believe they will
need from home, but soon find that all of it--from garden seeds to Scripture--is
calamitously transformed on African soil. The novel is set against one of the
most dramatic political chronicles of the twentieth century: the Congo's fight for
independence from Belgium, the murder of its first elected prime minister, the
CIA coup to install his replacement, and the insidious progress of a world
economic order that robs the fledgling African nation of its autonomy. Against
this backdrop, Orleanna Price reconstructs the story of her evangelist husband's
part in the Western assault on Africa, a tale indelibly darkened by her own losses
and unanswerable questions about her own culpability. Also narrating the story,
by turns, are her four daughters--the self-centered, teenaged Rachel; shrewd
adolescent twins Leah and Adah; and Ruth May, a prescient five-year-old. These
sharply observant girls, who arrive in the Congo with racial preconceptions
forged in 1950s Georgia, will be marked in surprisingly different ways by their
father's intractable mission, and by Africa itself. Ultimately each must strike her
own separate path to salvation.

Razack, Narda. “North-South Collaborations: A Critical Examination
of International Student Exchanges,” in Transforming the Field:
Critical Antiracist and Anti-Oppressive Perspectives for the
Human Services Practicum. Halifax: Fernwood, 2002.
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Although this chapter is directed towards international field placements in social
work, it raises issues that are similar for development field workers. It questions
that adventurous spirit, a willingness to endure discomfort, and good intentions
are sufficient for an excursion abroad into a very culturally different experience.

Smith, Linda Tuhiwai. Decolonizing Methodologies: Research
.and Indigenous Peoples. London: Zed Books, 1999.

Critically examining the historical and philosophical basis of Western research,
the author of this book considers the intersections of imperialism, knowledge,
and research using Foucauldian theory. She sets an agenda for planning and
implementing indigenous research that validates the decolonization of methods
and understands the frustrations of dealing with various Western paradigms.

Winddance Twine, France and W. Warren, Jonathan. (Eds.)
Racing Research, Researching Race: Methodological
Dilemmas in Critical Race Studies. New York: New York
University Press, 2000.

This book makes a clear case for bringing the racial identity of the researcher
into consideration in ethnographic fieldwork. It challenges how scholars own
racial backgrounds shape their analytical research lens. This would be a useful
book for year abroad students for their field placements.

Wolf, Margery. A Thrice Told Tale: Feminism, Postmodernism
and Ethnographic Responsibility. Stanford, CA: Stanford
University Press, 1992.

This book is a powerful response to the ethical and methodological issues raised
by feminist critiques of traditional ethnography. The author presents three texts —
a piece of fiction, anthropological fieldnotes, and a social science article - to
explore these criticisms in a self-reflexive and theoretically rigorous way. It
provides a useful starting point for development studies to analyze their role as
development workers and the research process in the year abroad experience.

Wolf, Diane L. (Ed.) Feminist Dilemmas in Fieldwork. Boulder,
CO: Westview Press, 1996.

This collection of essays employs a multidisciplinary approach to the
fundamental question of dealing with power relations inherent in the process of
gathering data and implicit in the process of representation, primarily through
experientially based writings. Although the collection begins with a feminist

30



framework, it also questions the inequalities produced through race, and class as
well as less obvious aspects of identity in fieldwork, including marital status,
national identity, ethnic/religious background, etc. The possible “deception”
practiced by hiding certain identity markers is discussed, with concern for the
researcher-researched relationship. Researcher positionality is central here, as
contributors confront contradictions stemming from their multiplicity of roles as
“insiders,” “outsiders,” or both, or neither.

E. Race and Racism:

Allen, Theodore. The Invention of the White Race, Racial
Oppression and Social Control. London: Verso, 1994.

Blaut, J.M. The Colonizer’s Model of the World, Geographic
Diffusionism and Eurocentric History. New York: The Guildford
Press, 1993.

Levine-Rasky, Cynthia. (Ed.) Working through whiteness:
international perspectives. Albany, NY: State University of New
York Press, 2002.

A very new book, this collection considers “whiteness” as a critical perspective in
anti-racism work without moving into “heavy” cultural theory. It contains an
interesting essay on developing pedagogical practices that deal effectively with
white defensiveness on the issue of race. Another essay of interest to
development students (and workers) is a piece on white teachers working in
Canada’s North.

Lewis, Laura A. “Spanish Ideology and the Practice of Inequality in the New
World,” in Racism and Anti-racism in World Perspective. Benjamin P. Bowser
(Ed.) London: SAGE Publications, 1995.

This article discusses Spanish colonial ideology as grounded in the superiority of
“things Spanish,” including whiteness, Christian “reason,” purity of blood, and
Hispanization — it argues for a different reading of this system of colonial
hierarchy that is different from racism in a modern sense. v

Malik, Kenan. The Meaning of Race: Race, History and Culture
in Western Society. New York: New York University Press, 1996.

This book explores one of the central issues explored in this project — the

reluctance of many to discuss discrimination based on race, and yet, the
continual categorization of people according to their “race” (since the concept
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takes on many different terms). The author follows the development of racial
ideology over the past two hundred years in its different forms, from biological
theories of race to the relationship between race and culture. He focuses on the
impact of the break up of the postwar order and the rise of the notion of racial
difference. He critiques postmodern theories of difference as the contemporary
framework of antiracist discourse.

Memmi, Albert. Racism. _.,\_m::mmvo__m_ IN: University of Minnesota Press, 2000.

“We risk behaving in a racist manner each time we believe ourselves threatened
in our privileges, in our own well-being, or in our society,” says Albert Memmi.
This controversial essay links each of our anxieties to potential racist behaviour,
naming racism as a cultural pathology. At times historical, sociological and
autobiographical, this essay nonetheless moves beyond individual prejudice to
ask larger questions about collective behaviour and social responsibility for
racism.

Said, Edward. Orientalism. New York: Vintage Books, 1974.
Sassen, Saskia. Guests and Aliens. New York: New Press, 1999.

Establishing the “crisis” of worldwide immigration in an American historical
context, this collection analyses the causes of immigration that have resulted in
nations’ treatment of immigrants as guests and/or aliens. It pays particular
attention to how international dislocations post WW2 have resulted in the
modern concept of “refugee.” The author also offers a chapter of suggestions for
improving American and European immigration policies. This book contributes to
an understanding of race and ethnic relations in North America.

Watts, Julie. Immigration Policy and the Challenge of
Globalization: Unions and Employers in Unlikely Alliance.
Ithaca, NY: ILR Press, 2002.
Describing globalization as the catalyst for changing opinions of labour leaders
and employers, this book compares the specific political and economic and
institutional circumstances that shape immigration preferences.

F. Fostering Anti-Oppression Practices in the Classroom:

---. Combating Violence, Disruption and Harrassment in the University
Community.

Available from the Canadian Association of University Teachers.
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This handbook is a concrete guide for educators on legal measures to deal with
overt discrimination in the university environment from students, administrators,
and colleagues.

Armstrong, Jeannette. “Racism: Racial Exclusivity and Cultural
Supremacy,” Give Back: First Nations Perspectives on Cultural
Practice. Gallerie: Women Artists’ Monographs, North Vancouver,
BC, 73-85.

This short piece by an Okanagan First Nations women, gives a clear perspective
on racism using different perspectives on ‘trees.”

Dua, Enakshi and Robertson, Angela. Scratching the Surface:
Canadian Anti-Racist Feminist Thought. Toronto: Women'’s
Press, 1999.

While this book does not address development or international work per se, it
does provides important Canadian theoretical perspectives on integrating

feminist and anti-racist analysis, with important chapters on colonialism and First .
Nations women in Canada.

Fanon, Frantz. Black Skin, White Masks.
Friere, Paulo. Pedagogy of the Oppressed.

Fung, Richard. “Working Through Cultural Appropriation,” Fuse, Summer 1993:
16-24.

Graveline, Fyre Jean. Circle Works: Transforming Eurocentric
Consciousness. Halifax: Fernwood Press, 1998.

hooks, bell. Teaching to Transgress. London: Routledge, 1994.
Faced with the sometimes unimaginable task of curriculum and classroom
transformation, this book provides some inspirational stories from an educator

who has instigated and witnessed change in the classroom.

Katz, Judith H. White Awareness: Handbook for Anti-Racism
Training. London: University of Oklahoma Press. 1989.

This handbook was written to instruct white people how to deal with racism with

other white people, in the framework of a multi-step human relations training
process. The author’s main premise in undertaking this work is to understand
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racism as a white problem, in that White people have the most work to do to
confront racism, and that they too are negatively affected by the existence of
racism. The author offers a program of activities designed to go beyond rhetoric
by presenting a systematic means of facilitating change in White people’s racist
attitudes and behaviours. Although the book is American, it offers insight info
racism as expressed in Canada. It offers a number of exercises that can be used
in ant-racism workshops in a variety of settings.

Kivel, Paul. Uprooting Racism: How White People Can Work for
Racial Justice. New Society Publishers, 2001.

This book explores the manifestations of racism in politics, work, community, and
family life. It moves beyond the definition and unlearning of racism to address the
many areas of privilege for white people and suggests ways for individuals and
‘groups to challenge the structures of racism. Uprooting Racism's welcoming
style helps readers look at how we learn racism, what effects it has on our lives,
its costs and benefits to white people, and what we can do about it. The most
recent edition explores how entrenched racism has been revealed in the new
economy, the 2000 electoral debacle, rising anti-Arab prejudice, and health care
policy. This book serves as a guide for white readers to understanding less
academic interpretations of racism as a socially real and experienced
phenomenon.

marino, dian. Wild Garden: Art, Education, and the Culture of
Resistance. Toronto: Between the Lines, 1997.

This book is based on author and artist dian marino's lifelong experiences in
education. It is about the roots of teaching, the nurturing and production of
knowledge, and challenges to "basic assumptions” and "common sense." It is
about opening up new spaces for resistance and disrupting the habits of
oppression, about how writing and art can spark subversive thoughts and
creative action. Wild Garden combines dian marino's writings and personal
reflections, art and graphic images, and teaching tools to convey a dynamic -
approach to participatory learning.

‘Mclntosh, Peggy. “White _uzs_m@mwcgmox_:@ the Invisible
Knapsack,” Peace and Freedom Magazine 1989.

" This is the most common piece used by anti-racism educators to bring issues of
privilege in the university environment to light.
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OPIRG - Peterborough. Anti-Racism Workbook: structural
change for grassroots organizations. Peterborough: OPIRG,
2001.

This workbook may be useful for bringing anti-oppression workshop techniques
to the classroom. It also contains a good working bibliography of other materials.
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7. Appendix A: Student Questionnaire

Hello there, my name is Cheri Wright and | am a fourth-year student in Women'’s
Studies and Comparative Development Studies at Trent University.

You have been chosen (or have volunteered yourself) as an ideal candidate for a
research project | am conducting for one Women'’s Studies credit at Trent this
year. This research is being carried out in conjunction with the Trent Centre for
Community-Based Education (TCCBE) project and the Ontario Public Interest
Research Group (OPIRG). The project is entitled “Creating Inclusive Curriculum
in Comparative Development Studies at Trent University.” This project
specifically focuses on determining criteria and guidelines for inclusive
curriculum that address and include groups who face systemic exclusion and
oppression.in the university classroom, for example people of colour, women,
and queer people. It is also intended to stimulate discussion of what is involved
in creating inclusive curriculum, not to create a definitive conclusion on these
issues.

If you choose to participate in this project, you can anticipate spending
approximately 45 minutes to 1.5 hours completing the questionnaire. | am hoping
to have all the questionnaires emailed back to me by March 12, 2002.

What is inclusive curriculum? Many diverse opinions exist. In my estimation,
inclusive curriculum seeks to respond to the increased awareness of the diversity
of students and learners by including the experiences of all in curriculum content.
Cultural awareness is one aspect of this project as is awareness of racism,
sexism, ageism, homophobia, and related attitudes that divide communities and
result in the exclusion of some people from equal treatment and fair
representation.

In Comparative Development Studies, | feel that the necessity of asking
questions about inclusive curriculum is magnified. Since many students do not
have the opportunity to actually visit and learn from Third World peoples and
countries firsthand, it is primarily through curriculum content that Third World
peoples are understood and contextualized. Since many other CDS students
also complete a year abroad as a part of their studies, it is equally important for
them to develop tools to understand their roles as foreigners and development
volunteers in other societies. For year abroad students, this includes reflection
on their role in a different reality, challenging their understanding of the world.
The year abroad experience should also question the changing context of
“inclusive” curriculum across cultural, political, economic and social borders.

As we learn about the lives and experiences of people in contexts very different
from the Trent reality in which we study, particularly in the context of
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development, the responsibility of professors and curriculum to represent and
discuss Third World peoples fairly is crucial. The tendency to discuss issues
such as “underdevelopment” and poverty without understanding the greater
richness of societies and people is great. It is easy to portray people as
“problems” to be solved with Eurocentric expertise. It is also easy to denounce
this practice and feel unable, even paralyzed, to move forward towards the
distant goal of social justice. In my view, a clear commitment to anti-racism, and
anti-oppression;, which is a goal of inclusive curriculum, can work against these
tendencies.

Inclusive curriculum informed by an anti-oppression framework cannot be
determined in its entirety by one person. For this reason, the definition of what
constitutes inclusive curriculum is an ongoing process undertaken not only by
me, the researcher, but also by students, professors and community educators
consulted in this project. This research project involves interviewing these
various actors affected by and interested in the curriculum development process.

| am interested in your response to this email questionnaire if you are willing to
lend your voice and experience to inform this project. | can assure you that this
information will remain confidential and | will require your informed consent to
conform to Women'’s Studies Research guidelines. Your name will not be linked.
to your email response except by number in a separate file; this information will
be only be accessible to me, the researcher, and will be destroyed upon
completion of the project (May 2002). If you choose to participate in the following
survey, by responding you agree to the terms in the consent section that follows
this text. Please read it carefully — upon responding to the email with your -
answers within the body of the questionnaire, you are consenting to the use
described of the information you provide in your response.

The final results of this project will take the form of 1) a set of annotated
bibliographies for selected CDS courses; and 2) an anti-oppression-focused
student guide to curriculum choices and issues in the university classroom (to be
published by OPIRG).

Many of the questions may seem open-ended and ambiguous. For this reason, it
may seem tedious and lengthy to answer this questionnaire in full. | encourage
you to read over the entire questionnaire first, and answer the questions you feel
are most important and relevant to your experience of CDS courses. Very
specific examples are strongly encouraged. While | am looking for some quite
specific information about your CDS courses and curriculum, | also encourage
you to consider your education in “development” more broadly and to
contextualize it within any experiences you have had in working towards social
justice. :
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Last, if you would like more information on this project, feel free to email me
before you consent to taking part in the research questionnaire, or call the
OPIRG office at 705-748-1767. | thank you sincerely for your participation in this
project.

Cheri Wright, researcher
Consent:

Title of Research Project: Developing an Inclusive Curriculum in
Comparative Development Studies at Trent University

Name of Researcher: Cheri Wright (on behalf of OPIRG — Peterborough)
Name of Community Supervisor: Marnie Eves

Name of Academic Supervisor: Colleen O’Manique

| agree that in responding in text to the following email questionnaire:

| have been fully informed about the purpose of this study. | am aware of the
nature of my participation in this research project, the means of data recording

used by the research, and the use to which this research will be put.

The researcher guarantees my privacy / confidentiality by not linking my name or
identity to the information | provide.

The researcher may use any information | provide in this interview and/or
questionnaire, including direct quotes.

Other conditions: (please inform researcher at Error! Bookmark not defined. in
advance if you would like to state additional conditions)

Name: (type your name here)
Date: (type today’s date here)

QUESTIONNAIRE:
l. Identity:

1.Are <o.c a CDS maijor? If not, list the specifics of your degree. What year of
post-secondary study are you in? If graduated, note what degree was obtained
(or specifics of program if not completed) and year of graduation.

2. Do you identify yourself as a member of a disadvantaged and/or marginalized
group(s)? Which group(s)? Examples could include: women, visible minority
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groups, disabled mﬁcamlm. Aboriginal peoples, international students, students of
colour, lesbian, gay, bisexual, transgendered, transsexual students.

3. Do you feel that your experiences as a member of one of these groups, or
your non-membership, have shaped your experiences in the CDS classroom?
Does this include instances of overt or covert discrimination? Please provide
both general conclusions and specific examples if possible.

4. Do you have any experience in anti-oppression or anti-racist work? Please
detail the specific of this work, for example, if it occurred within the university
classroom, community, or volunteer work. How have you applied, or not applied,
this work to your experiences in CDS?

Il. General:

5. Why did you choose, or not choose, to study CDS? And why did you choose
Trent's program in this discipline over other universities and colleges?

6. What class(es) have you taken that are designated as CDS (including
cross-listed courses)? List all you can remember.

7. In what way has the knowledge and perspective you have gained in your CDS
course(s) informed (either in a limiting way or an extending way) your
experiences in other course(s), particularly in the context of social justice and
inclusion of diverse perspectives? If the course(s) are cross-listed, how do you
feel this has influenced the composition of the course(s)?

8. In what way has the knowledge and perspective you have gained in your CDS
course(s) informed (either in a limiting way or an extending way) your other life
experiences (eg: work experience, volunteer experience, community work, and
travel), particularly in the context of social justice and inclusion of diverse
perspectives?

9. In general, what do you believe are the major strengths of the CDS course(s)
and the program as a whole in your experience? In answering this question,
please keep in mind this research’s focus on anti-oppression and anti-racism
initiatives in the classroom.

10. In general, what do you believe are the major weaknesses of the CDS
course(s) and the program as a whole in your experience? In answering this
question, please keep in mind this research’s focus on anti-oppression and anti-
racism initiatives in the classroom.

42



11. Were there instances of what you would identify as covert or overt racism,
sexism, and homophobia in the courses?

lIl. Curriculum: .

12. Have you ever considered the issue of inclusive curriculum before this
questionnaire? What does “inclusive” curriculum mean to you?:

13a. Generally, how have you found the resources (including readings, books,
and films), both assigned and suggested by CDS professors? Consider
questions of relative difficulty, theoretical perspective, balance of perspectives,
degree of interdisciplinarity, etc. If possible, specify the course and the material
by name. .

13b. How do these course materials relate, for you, to concrete action directed
towards social justice?

14. If you participated in the CDS 100 course, how did it influence your future
direction as a CDS student? How would you compare this course to other first-
year university courses, in a context of social justice issues?

15a. What problems/issues do you identify in the curriculum that is used by CDS
professors? Be specific (noting professor, materials, etc.) and/or more general
(noting issues or your experiences that characterize the department as a whole).

15b. One of the major outcomes of this project will be a listing of alternative
bibliographies for selected CDS courses. | am therefore interested in your
suggestions for important materials, tests, films, etc that should be included in
CDS courses. You can provide here specific titles, or even general topic areas
that you feel merit more attention in a specific course r more generally in the
CDS program. (Also feel free to email me suggestions that you may think of later
on outside the context of this questionnaire.)

16. Do you feel adequately prepared with your knowledge of development to
work in the development field? Do you think this is the goal of the program? If
you are currently working in development, indicate how your experience in CDS
at Trent both limited and enriched your understanding of “development,” taking
into consideration a context of social justice initiatives.

IV. Year-Abroad Program: (skip this section if you have not participated in a
year abroad program)

Of particular interest to this project are the experiences of year-abroad students,
since during their time away from Trent they are most directly confronted with
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some of the issues that | feel are vital to consider when thinking about an
inclusive curriculum. At this time, students are most directly confronted with the
experience of studying and living in a very different social, cultural, economic and
political world. The physical “classroom” once experienced at Trent widens
considerably to include everyday life experiences in development issues, and the
focus and concerns of “inclusive” curriculum can change considerably. Please
consider the following questions with attention to cultural sensitivity and social
justice.

17. What year abroad program did you participate in? What academic year?

18. What do you think about the role of a year-abroad experience within
the context of a CDS degree / education? (or other degrees, if you are
pursuing/have pursued a different major)

19. What, do you think, characterizes the CDS curriculum and classroom of the
year-abroad program as different from that at Trent? How do you think this
challenges a definition of “inclusive” curriculum characteristic of the Trent
classroom?

20. Did your courses and curricula in the year abroad program reflect a
commitment to anti-oppression principles or policies? Was there a commitment
to social justice in general?

21. How do the specific social, political, cultural and social environment of the
year-abroad classroom influence a commitment to social justice and “inclusive”
curriculum? What issues of cultural sensitivity do you think must be considered
in making year-abroad curriculum “inclusive™?

22 Were there instances of what you would identify as covert or overt racism,
sexism, and homophobia in the courses? Do you think these instances would be
dealt with differently if they took place at Trent University in Canada?

V. Additional Comments/Concerns:

23. If you feel that there has not been sufficient space for your response toa
particular issue or concern within the framework of the above questions, | wish to
encourage you to do so here. In addition, since asking questions about inclusive
curriculum itself is a difficult and sensitive endeavor, | also encourage you to
provide constructive criticism on this questionnaire here. Thank you again for
your participation!
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8. Appendix B: Guidelines for Inclusive Curriculum
WHAT QUESTIONS DO WE ASK OF THE CURRICULUM?
WHO: the curriculum development process

l. Who is developing this curriculum? And for whom?

Il. What points of view do the developers represent? What
biases do they bring? . :

Il. Who is not included/ what points of view are not being
heard?

V. Is there representation from all genders, from persons of
diverse cultural backgrounds and countries?

<<_.,_>._.” content

V. Do the objectives of the instruction reflect the knowledge,
wisdom, and accomplishments of all genders? Of persons with diverse
cultures?

VI. Do the objectives of the instruction reflect a valuing of all
genders? Of diverse cultures? ,

Vil Does the curriculum and instruction reflect recognition of the
power differentials between genders, races, and classes? Are the
concepts of “oppression” and “privilege” given equal weight?

Vil Are all inclusions valued or are some represented as token
examples?

IX. Is the perspective of inclusion itself valued?

X. Is there a conscious attempt to guard against certain biases
in the selection of content — for example male, Eurocentric, or
heterosexual bias?

Xl Are the voices “authentic” — for example, do Native people
speak to their own issues/culture? Is there an appropriation of voice?
X If sexist or racist material is included in the curriculum, has it
been used as an opportunity to stimulate discussion about racism
and/or sexism?

XIl. Have issues important to women, Third World peoples,
people of colour, and other disadvantaged groups been treated as part
of the mainstream curriculum?

XIV. How is the practice of “development” defined in the
curriculum? .
XV. Have novels/articles/readings/films been included that

provide “different” perspectives to examine and analyze for biases?
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HOW:

XVI. What bias is evident? Why might this be? How could it be
changed to reflect equality and inclusion?

XVII. Is equal weight given to the work of women and minority
writers/scholars? ,
XVIII. Would the content be different if another point of view was

“adopted”? For example, if a woman’s perspective was adopted, would
anything change when the question “What is important to women
about this subject matter?” was posed?

XIX. Is the work that women do represented as equal in value to
that of men? Are women and men reflected in their full diversity in the
workplaces/productive work situations described?

XX. Does the course content include Third World peoples only
as “problem populations” and are the contributions that people from
the South have made in diverse fields, including “development”
actively acknowledged?

XXI. Are role models provided for visible minority people, women,
Aboriginal people, especially in non-traditional areas of work?

instructional methods and procedures in the classroom

XXII. Are the themes of diversity, openness, and cultural relativity
actively promoted by the curriculum? By the professor?

XX Are opportunities present for the experiences, voices, work,
and learning of students to be shared, honoured, and evaluated?
XXIV. Does the professor encourage the expressions of diverse
perspectives and interpretations?

XXV. Does the professor actively acknowledge the concept of a

“hidden curriculum” including his/her personal values, assumptions,
and expectations, and the physical and social environment of the
classroom?
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