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Planner as Edurntnr: A Vision 
of a New Prattitioner 

DONALD ALEXANDER and SHARILYN CALLIOU 

ABSTRACT RESUME 
ThiS paper examines and compares the visionary tradition in 
planning and community education jar their: possible rele
vance to "emergingjutures''jarplanners. It suggests the needjar 
a new practitioner who will combine the holiSm ofvisionary 
planning with the empowerment strategies of community edu
catiun, and contrasts thiS with the traditional model of the 
"expert" planner. The authors describe characteristics Dfthe 
new practitioner, as drrw;njrom the tux) traditions, and relate 
them to the challenges qfthe coming decade. 

L 'article porte sur lestraditions visionnairesde I 'urIXLn?sme et 
de "l'eduqation communautaire." 43s auteurs CO'I'hparent ces 
deux (lipproches en vue de determiner leur pertinence .paur 
t'a:venir de I 'urbaniSme. lls soulignent lebesoin d'un nouveau 
praticie'i'4 lequel saura combiner Ie principe de totalite saus

jacent d la planifo;ation visionnaife avecles strategies.pa:t 
rapport �u pau'OOir JYT'01YI'8S q, "I 'education communautaire. "lls 
ccirnparent ce praticien� modele traditionnel.de "t'urbaniSte 
expert" et decriventles 'camcteristiques du nouvel urbaniS.te 
decoulant des deux .traditions examinees. Enjin, ilsrelient ces 
caracteriStiques aux � d rel.ever durant la prochaine 
decennie. 

Introduction 
The Canadian I nstitute of Planners has 
adopted sustainability as its mission for 
the 1990s. A change to sustainability, 
honouring the birthright of future gener
ations, involves radical changes in our 
current economic, political, spiritual, edu
cational and other values and practices. 
This requires peoples' conscious partici
pation and understanding, and planning 
processfwhich invite rather than impose 
new standards or values. Understanding 
the rationale for change is needed. 

Sustainability will not be achieved 
through top-down authoritarianism, nor 
through planners adding environment to 
an already crowded agenda. It will occur 
by incorporating Donald Michael's (1973, 
3) "long-range social planning" into 
everything we do, coupled with a com
prehension that everyone must be in
volved. However, first we must become a 
life-long and long-range teaching and 
learning society. 

This paper explores the visionary tradi
tion in community and regional planning, 
and community education, in relation to 
rethinking emerging futures for Canadian 
society. The precepts of the two tradi
tions are examined and compared. In 

exploring their overlap and differences, a 
profile of a new practitioner emerges. 
This portrait combines the holism of vi
sionary planning with the problem-solving 
tactics of teaching and learning employed 
in community education. 

Context Why is a New 
Practitioner Needed? 
What is the context which is making the 
approach taken by visionary planners 
and community educators - and the 
potential interconnection between these 
two groups - especially relevant today? 
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First of all, citizens are increasingly dis
satisfied with the results of planning -
with the scale of developments, with the 
destruction of heritage architecture, with 
encroachments on green space, with an 
increasingly degraded environment -
and are forming a plethora of action 
groups to fight this or that decision and to 
gain more say for themselves in planning 
processes. Community educators need 
to become aware that much of what af
fects the health and well-being of their 
communities emanates from, or is in 
some way tied up with, the land use 
planning process. 

Secondly, professional environmental 
groups have increasingly come to the 
realization that what happens in land use 
planning, and particularly urban land use 
planning, is central to achieving sustain
ability. Hence, it is attracting an increas
ing proportion of their attention. 

Thirdly, activists of many political per
suasions are beginning to con sense on 
the importance of 'thinking globally and 
acting locally." They are recognizing that 
the local community and region is where 
people experience issues in a tangible 
way and feel they can make a difference 
(Barber, 1984; Bookchin, 1987; Boyte, 



-

1984; Kemmis, 1990). All of these factors 

. t to the importance of empowerment 
�� d h ' 

fthe community level, an t e necessity 

f
o 

citizens and activists alike to intervene 
or . 

I '  
more eff ectively In the p anmng process. 

Lastly, not everything that individuals 

and groupS within a community need to 

learn can be drawn out of local knowledge 

or expertise. Local experience needs to 

be matched against experiences of peo

ple elsewhere and against perspectives 

which are regional or even global in 

nature. The skills embodied in extending 

and maximizing the social learning proc

ess comprise what we call "social teach

ing." The new practitioner, in combining 

the holism of visionary planning with the 

empowerment of community education, 

will be a social teaching and learning 

practitioner. 

Visionary Tradition: Definition 
The visionary tradition in Anglo-American 
community and regional planning is char
acterized by: a commitment to using 
planning to achieve goals rather than to 
simply accommodate trends; a holistic 
view of reality; and, a belief that all citizens 
need to be intimately involved in the proc
ess. This tradition is not as coherent and 
well-defined as community education.1 

Its principal figures include Patrick 
Geddes, Lewis Mumford, Benton Mac
Kaye, Paul and Percival Goodman, Ian 
McHarg, John Friedmann, Clyde Weaver 
and a host of lesser known authors and 
practitioners.2 This paper will be restricted 
to two practitioners who best typify the 
tradition: Patrick Geddes and Lewis 
Mumford. Emphasis will be given to 
holism because this is a characteristic 
most lacking in community education 
theorizing. 

Visionary Planning: Principles 
Cross-Dlsclpllnarify 
The holistic approach can be reduced to 
three key elements which emphasize: 
cross-disciplinarity; context - both in 
time and in space; and causality. 

Cross-disciplinarity involves face-to
face encounters of a community's citi
zenry, with each sharing his or her 
special knowledge or interest. The prin
cipal device for achieving this, in both 
Geddes' and Mumford's view, was the 
city and regional survey which brings "all 
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our specialized studies together" (Ged
des, 1949, p. xxvii).3 Geddes was critical 
of rigid disciplinarity, commenting that: 

[t]his or that element of the whole 
environment is isolated by the logical 
artifice of science, from the totality of 
our experience . . . Yet this science, 
this body of verifiable and working 
truths, is a vast and whole-sale sup
pression of other (and it may be more 
important) truths, until its reintegration 
with the results of other studies, into 
the geographic and social whole, the 
regional and civic unity before us 
(Geddes, 1949, p. 115). 

Thus, the various disciplines were to 
become "re-totalized" in the study of 
specific cities and regions. But, for 
Geddes, specialized knowledge was not 
enough. It was also essential that "ex
pert" knowledge be fused with "expe
riential" or "vernacular" knowledge4 As 
regards the city and regional survey, 
Geddes (1949, p. 112) wrote: 

[s]till more must we take our share in 
the life and work of the community ... 
that is, if we would discern the possi
bilities of place, of work, of people, of 
actual groupings and institutions or of 
needed ones . . . The greatest his
torians, both ancient and modern, 
have been those who took their part in 
affairs. Indeed, as with the most ideal 
quests; we must live the life if we 
would know the doctrine (Geddes, 
1949, p. 112). 

The new practitioner becomes more 
than a specialist, but an actor in his or 
her community, drawing on the expert 
and vernacular knowledge of all citizens 
involved. 

The Importance of Context 

Geddes and Mumford stressed the need 
to view things in the appropriate context, 
temporal and spatial. This is evident in 
Geddes' treatment of cities and towns. 
Just as organisms need to be understood 
in the context of their total environment, 
so do cities need to be placed in the 
context of their surrounding regions, and 
provisions made for planning for the re
gion (Miller, 1989). For Mumford, the 
balanced region was the human equi
valent of "habitat." The challenge was to 

preserve its diverse landscapes which 
served the differing needs of humans for 
physical sustenance, for community, and 
for spiritual and aesthetic fulfillment, while 
maintaining overall regional balance. By 
contrast, community educators often 
become too focused on the immediacy 
of a local problem and seldom se�k - or 
do not have time to look at - the "bigger 
picture."5 

However, Geddes was not content 
with a spatial perspective alone. He saw 
past, present and future as indissolubly 
connected. To understand a city's pre
sent, one needed to understand its past 
and the formative influences which had 
shaped it. To plan for a city's future, citi
zens had to first understand their com
munity's own distinct personality, so as 
to be able to further awaken and develop 
it (Miller, 1989). The current efforts of 
bioregional theorizing are an attempt to 
apply this understanding on a regional 
scale. Thus, planning for emerging fu
tures requires the planner to be historian 
before futurist and to encourage citizen 
acquisition of these skills. The visionary 
planning tradition reminds us that a city 
or region's evolution is not sequential so 
much as richly layered, and that each 
layer needs to be mined and understood. 

Taking a causal View 

The final element in the holism of Geddes 
and Mumford was an emphasis on look
ing for the causes, and not simply the 
symptoms, of various phenomena. Cau
sality was not viewed in terms of cause
effect linearity, but as complex and 
reciprocal, much like the interconnec
tions existing in an ecosystem. 

Geddes was convinced of the insuffi
ciency of mere "modest tackings-on, 
patching and cobbling" (Geddes, 1949, 
p. 25). For him, the source of the urban 
disorder of his day, and the decline of 
agricultural regions, lay in the influence 
and growth of "Paleotechnic" civilization 
- a complex of technologies which re
lied upon non-renewable resources, re
sulted in economic and political centrali
zation, was wasteful of human and natural 
resources and produced ugliness and 
ill-health in abundance. Not until this 
technological complex - and the ideas 
of ecological, economic, and military 
competiton which accompanied it -
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was replaced, would it be possible to 
make durable progress in rebuilding cities 
and their attendant regions (Geddes, 
1949). Not that this change need occur 
in a revolutionary fashion - for Geddes 
was an evolutionist - but occur it 
must. In fact, an emerging role for the 
planner may be one of rebuilding the 
degraded and wounded environments 
which now damage and scar their citi
zens, even as they seek the evolution of 
new institutions. 

For Mumford, getting to the roots meant 
emphasizing how a lack of public owner
ship of land resources left planners in the 
situation of always reacting to the initia
tives of private owners. Rather than posi
tively developing a region's health, they 
were forced to ride herd on a "chaos" of 
utility-maximizing individual decisions 
which had the net effect of undermining 
the public interest and regional stability 
(Mumford, 1970) . • 

Community Education: 
Definition6 
Community education is like "taking the 
whole town to school" (Mathews, 1989, 
p. 22). Definitions stress these key ele
ments. First, problems must be identified 
at a local (neighbourhood, community of 
interest), regional or global level, although 
the latter levels tend to be forgotten in the 
immediacy of practice. Second, all citi
zens are capable of problem-solving 
through dialogic teaching and learning. 
Community educators assume citizens 
are committed when invited to act. Third, 
citizens must share knowledge to resolve 
problems. Fourth, all available resources 
- human, financial, cultural, spiritual, 
material, etc. - can be networked to 
create solutions which create commu
nity betterment and self-actualization. 
Fifth, community educators recognize 
that self-determination is a priority for 
lasting change.? Lastly, community edu
cators believe that citizens must come to 
see their community as a learning lab, 
and its issues as a daily curriculum. All 
sites in a community are potentially edu
cational (McClelland, 1987), a perspec
tive that planners perhaps need to adopt. 

Community educators believe that 
"the seeds of solutions are contained 
within the community" (Rennie, 1990, p. 
4). Innovations developed elsewhere are 

not always applicable. A community can 
and should become a communal learning 
environment, working and planning for 
comprehensive change. All citizens have 
a contribution to make as teacher, learn
er, practitioner, visionary, critic, or com
mentator (Rennie, 1990). Community 
educators promote active citizenship 
(Rennie, 1990), a theme shared with 
visionary planners. 

Community Education: 
Background 
In the past twenty-five years "[c]ommu
nity education worldwide has grown ex
ponentially ... and is practiced widely 
across the developed countries and in 
the Third World" (Rennie, 1990, p. 4). 
Eighty countries - including Australia, 
Yugoslavia, Fiji, Canada, Germany and 
Brazil - are currently members of the 
International Community Education As
sociation. 

In North America, community educa
tion has developed in community schools. 
Such schools flourish through special 
government funding in Prince Edward 
Island, Nova Scotia, Quebec, Ontario, 
New Brunswick, Saskatchewan, Alberta 
and British Columbia. A community 
school should "serve a direct community 
function through helping solve the prob
lems of the community within the social 
group" (Muntyan, 1953, p. 9). He has 
stressed that problem-solving is more 
than the temporary amelioration of a spe
cific solution, and that "the school must 
also help the group develop the skills of 
community process" (Muntyan, 1953, p. 
47). Elsie Clapp summarized the role of 
such a school as a place where "living 
and learning converge" (Clapp, 1939, p. 
89), thereby making "each one of our 
schools an embryonic community life" 
(Dewey, 1943, p. 29). 

Baron von Fellenberg's school at Hof
wyl, Switzerland, 1806, is considered 
one of the first community education proj
ects. The school, in a farming area, was 
one where "the community itself became 
the source of much of the material incor
porated into the curriculum" and "de
monstrated the deliberate use of the 
school to improve living in the commu
nity" (Naslund, 1951, p. 109). The school 
required teachers to: 
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spend time in the fields and gardens 
to acquaint the students with the work 
of the farm so that they might bring 
new ideas to their people as well as 
acquaint the teachers with the way 
the peasants they would be teaching 
lived (Naslund, 1951, p. 112). 

Community educators today advocate 
that everyone should be immersed in 
their community: teaching, observing, re
searching and learning. Perhaps, for 
emerging futures of community to cry
stallize, a conscious immersion by people 
of all ages needs to be encouraged by 
planners. 

Von Fellenberg's innovation was further 
developed by Bishop Grundtvig and 
Christen Kold. These two educators 
opened the firs�community, or folk, 
school in Rodding, Denmark in 1844. 
These first schools concentrated on 
teaching Danish history and mythology. 
After the defeat of Denmark in a war with 
Prussia (1864-65), the schools turned to 
the task of rebuilding the country's eco
nomic viability, social stability and national 
pride (Naslund, 1951). Basically, the folk 
schools invited everyone to the handiest 
facility available - the school- to open
ly reflect on, discuss and consider solu
tions to, the difficulties a disillusioned 
Denmark then faced. It was believed that 
each citizen had a right to speak and to 
suggest ideas. I n essence, each citizen 
was seen as a pathfinder. 

The folk high schools are credited 
with: 

improvements in agricultural practices 
and the growth of intellectual activity 
and political participation among the 
rural population of Denmark. Their 
success inspired the formation of 
similar schools throughout Scandi
navia and attracted considerable at
tention among adult educators in the 
United States (Glen, 1988, p. 13). 

Myles Horton, an American educator, 
saw in the Danish folk high schools a 
"first rate model for his own adult edu
cation program" (Glen, 1988, p. 13). The 
Highlander Center has promoted posi
tive, self-initiated social change in civil 
rights and environmental activism. 

Folk schools also influenced commu
nity education development in Canada. 



As well, some First Nations band-con

trolled schools practice this philosophy. 
The central placement of the school in 
most neighbourhoods, as designed by 
Clarence Perry in 1929 (Hodge, 1989), 
makes this facility a "natural" setting. 
Other community education activities 
are evident in community-based correc
tions, health, social work, literacy and 
environmental activism. 

First Nations' educational practices 
may also have been a precursor of com
munity education (Wright, 1981). Janine 
Windy Boy notes that traditional, oral his
tory stressed the total involvement of all 
members of a tribe in education, sociali
zation and daily governmental practices: 

there were specialists who were re
nowned for their knowledge and ca
pabilities and who were sought after 
by their peers to teach their skills to 
others, or to perform them when 
needed. E very single person had a 
role in the process, and perhaps a 
part in a special and irreplaceable 
ability performed by the Tribe as a 
whole. Education of our members 
was not the sale responsibility of any 
single person, but rather [on a broad 
series of persons within the families 
and clans of our tribes. Neither did 
education have limits, for there was 
knowledge to be attained at every 
stage of life, for the time of learning 
had never run. out for our members 
(qtd. in Wright, 1981, p. 2). 

Planning processes directed towards 
sustainable, interdependent futures may 
need to resurrect this sense of communal 
living and the important role each indi
vidual has in contributing to the planning, 
educating and governing of his or her 
community. 

Similar Directions 
Both community education and the vi
sionary tradition in planning appear to be 
ploughing parallel furrows at times. Both 
profess a belief in self-determination, in
dividual and community self-actualiza
tion, the purposeful use of knowledge, 
the need to acquire as much knowledge 
as possible about a region and its prob
lems, and stress that all citizens need to 
learn thoroughly about their "home" be
fore decisions are made. For visionary 
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planners and community educators, the 
vehicle for this educative process is the 
community and its citizens and the culti
vation of the individual in his or her role 
as citizen. 

Differences 
A fundamental difference between the 
traditions is evident. As visionaries, plan
ners are advocates for specific solutions 
and specific ways of organizing the world. 
Though they often pay lip service to de
veloping this vision from the "bottom-up," 
with the possible exception of Geddes, 
this is often belied in their practice 
(Weaver, Jessop and Das, 1985).8 Their 
concern with educational process not
withstanding, their principal emphasis 
has been on ends, not means. 

Community educators, on the other 
hand, are concerned primarily with edu
cation. They favour particular goals or 
certain modes of analysis, but their role 
is principally to facilitate peoples' own 
teaching, sharing, observing, research
ing, learning and acting, not to determine 
outcomes. It could be argued that com
munity educators are ultimately more 
concerned with means than ends. Can 
these two visions be reconciled? 

The Relevance of Social 
Learning 
The concept of "social learning" serves 
as a potential bridge between the two 
traditions but, at the same time, it also 
serves to highlight their differences. John 
Friedmann has discussed this concept 
as it relates to planning. He defines it as 
beginning and ending 

with action, that is, purposeful activity. 
It is a complex time dependent proc
ess that involves, in addition to the 
action itself (which breaks into the 
stream of ongoing events to change 
reality), political strategy and tactics 
(which tell us how to overcome resis
tance), theories of reality (which tell 
us what the world is like), and the 
values that inspire and direct the 
action (Friedmann, 1987, pp. 181-182). 

Social learning involves a cyclical 
process in which new experience is 
consciously learned from in order to 
modify future action. It involves face-to
face dialogue and experimentation, cou-

pled with reflection and evaluation. 
Friedmann (1987) attributes the roots 

of social learning to the pragmatic phi
losophy of John Dewey, and to the or
ganizational development theorizing of 
Kurt Lewin. Mumford was influenced by 
Dewey and acknowledged the debt, but 
his principal influence was Geddes, who 
also implicitly embraced a social learning 
orientation.9 

However, the visionary tradition ne
glects to address the nature of pedagogy, 
conditions for effective learning, and the 
issue of learning styles. The new prac
titioner may require education, as well as 
planning, theory. Although Geddes and 
Mumford proposed ways to facilitate so
cial learning - the regional survey, civic 
exhibitions and direct participation in the 

,. planning process - they paid insufficient 
attention to the (then limited) theoretical 
research on teaching and learning. 

Cultural Change: Beyond 
Elitism 
A holistic perspective is essential if cur
rent local and global problems are to be 
tackled, but the necessity of new values 
and institutions must be learned through 
the owned experience of each individual. 
We're talking here about deep change at 
a cultural level. It becomes necessary to 
examine the "substance and structure" 
of the sensitivities which shape our lives 
(Calliou, 1990a). As John Friedmann 
notes, the actions that people engage in 
cannot be disconnected from the the
ories, values, and strategies they hold. 
Merely being told that their ideas are 
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"wrong" will not cause people to change 
their ways; they must see the "truth" of 
new ideas and the incorrectness of the 
old in practice (Friedmann and Abonyi, 
1976). Moreover, everyone's experience 
and knowledge is valuable in the solution 
of our ecological, social, and spiritual 
crises. 

The social learning approach em
bodied in community education repre
sents a necessary antidote to elitism of 
both the right and left - be it the cult of 
expertise espoused by the technocracy, 
or the vanguardism of various leftist 
groups and intellectuals who believe that 
they possess the one true doctrine that 
will set the world straight. A cult of exper
tise can only foster communities where 
hierarchical relationships, based on class, 
race, gender, forms of "cultural capital" 
- such as education (Bourdieu and 
Basseron, 1979) - or other forms of 
"Iaddering" create unequal development. 
The new practitioner will need to model 
and demonstrate that a respectful equal�y 
can be shared between citizens - even 
in situations of conflict when expression 
of needs, wants and desires clash. 

Community educators believe that a 
sense of a mobilized, proactive com
munity can be achieved wherein the 
intangible components of self-respect, 
respect for others and respect for the 
environment, dignity, optimism, a sense 
of identity, belongingness, and being 
a valued and valuable member of the 
community are evident (Cal/iou, 1990b, 
p. 1). 

Characteristics of the New 
Practitioner 
Roland Warren's words presage a shift
ing role for the community educator or 
planner. He describes an ethical, non
paternalistic, permissive, flexible, equali
tarian individual who is very much inter
ested in the relatedness of the parts of a 
community to each other. He believes 
that the individual who is a problem
solving, paternalistic, expert with a pro
gramme to sell, and a desire to impose 
what is considered "right," is a dinosaur 
(Warren, 1976). 

Traditionally, the visionary planner (re
incarnated, of late in John Friedmann's 
"radical planner") has fought for certain 

ideals, whereas the role of the commu
nity educator has been to promote social 
learning without seeking to predetermine 
the outcome. Particularly in the case of 
the radical planner, the approach taken 
has often been one of promoting confron
tation - or at least not shrinking from it 
- whereas the role of the community 
educator is one of seeking consensus, 
seeking to find the smallest scrap of 
common ground. 

Both the role of the visionary / advo
cate and that of facilitator / educator are 
needed. By creating alternative visions 
and plans, the visionary planner liberates 
imagination, and empowers people to 
reject conventional wisdom. Attempting 
to synthesize these roles may prove diffi
cult in practice. 

The practitioner may have to wear dif
ferent hats at different times; may have to 
step out of the community educator role 
at times and champion a particular cause. 
At the same time, (s)he will also be 
aware that what community members 
learn through a community education 
process may be more enduring than 
what will result from the "vanguardist" 
efforts of a band of radical planners. Both 
kinds of work are necessary, and the 
community planner (cum educator) will 
have to decide which role is most suitable 
to their own personality and where they 
can have the greatest effect. 

Visionary Planning and the 
New Practitioner 
Despite their "rational-comprehensive" 
creed, most planners today seem to be 
involved in merely reacting to problems 
- engaged in "trend" planning, rather 
than "goal" planning: widening and build
ing new roads to accommodate more 
traffic, rather than looking at the relation
ship of transportation to workplace loca
tion, to energy consumption and to prob
lems of global warming. 

Environmental planners are discover
ing that ecological problems cannot be 
dealt with in a disciplinary framework; the 
integration of natural and human systems 
requires an ability to work with data and 

; d·t'75 from a variety of natural and 
social sciences. Not only do phenomena 
need to be looked at as an interconnected 
whole, but the experiential knowledge of 
people and groups living in specific en-
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vironments is often crucial to the nrr',� __ ._ 

siting of facilities, or to measuring their 
potential environmental and social im. 
pacts, to give only two examples. When 
comes to environment, no one has a 
monopoly on expertise, and, because of 
this, an opening has been created for 
citizens to challenge t�"infallibility" of 
political and corporate bureaucracies. 
Moreover, community educators are dis. 
covering that environment is a pre-emi
nent issue for stimulating an interest in 
teaching and learning, and for promoting 
spirited engagement with local and global 
issues. Thus, the new practitioner must 
promote a cross-disciplinary approach 
to environmental and social issues and 
encourage the fusion of expert and expe
riential knowledge. 

Genuine regional planning is experi
encing a rebirth Sis planners discover 
that they can no l15nger treat rural areas 
as mere hinterland for the metropolis -
"raw land" just waiting to be absorbed in 
the development process. They must 
learn to consider a whole range of 
human needs and recognize the contri
bution that a variety of environments 
make to regional stability and quality of 
life (Crombie, 1990). 

Moreover, a temporal perspective is 
essential. A possibly apocryphal story 
serves to illustrate this. It is said that, in a 
recent exercise, consultants created a 
simulated picture of what the Greater 
Toronto Area would look like if all the 
incremental developments currently be
ing contemplated by individual municipal 
governments were to come to fruition. 
The very politicians and planners who 
were contemplating these developments 
were allegedly. horrified by the final 
"product." 

Similarly, there is renewed emphasis 
on the necessity to look at cumulative 
environmental impacts, rather than sim
ply the case-by-case effects of specific 
projects. Planners and educators can no 
longer afford to consider their commu
nity's health and well-being in isolation 
from the surrounding region of which it is 
a part. Thus, the new practitioner must 
insist that problems be analyzed in the 
appropriate spatial and temporal context. 

Rather than simply reacting to prob
lems, planners and educators need to 
look for the causes even if this reveals 



-

the distasteful and short-sighted deci

sions which have created some of our 
current dilemmas. A search for causes 
_ rather than promoting quick-fix solu-
tions - will also require �f)li��m!£.,qlUes
tion some of our more" InstltLrlions and 
values. And yet, for the new practitioner, 
this is part of the challenge of working for 
sustainability. 

And, finally, an emphasis on cross
cultural understanding is needed. This 
becomes imperative so that we can 
learn to understand and appreciate one 
another's cultural heritage (and bag
gage), and so as to enable us to get 
some critical distance on so-called 
"mainstream" culture and its values. 
This becomes especially important as 
Canadian communities experience an 
increasing shift from ethnic homogeneity 
to multiculturalism. 

Community Education and the 
New Practitioner 
Community educators believe that 
teaching and learning are not specialized 
capabilities possessed by a select few. 
Instead, all individuals need to be taught 
how to enhance their innate abilities to 
teach and learn and understand how 
these skills can assist in developing in
sight into problems which inhibit the posi
tive unfolding of a community plan: illi
teracy, land-use conflicts, land claims, 
gender roles, and environmental stress. 

These problems involve and affect us 
all. Individuals need to be encouraged to 
participate in an educational process 
where they share information, concerns, 
solutions and actions together. The new 
practitioner can organize community 
planning meetings to enable this reflec
tion, community probing, and trust build
ing to occur, and possibly open windows 
to the region outside the immediate com
munity of place or interest. 

Community educators believe that 
problems are best solved when the in
dividuals affected work together rather 
than simply being on the receiving end of 
a programme developed elsewhere. This 
can be detrimental. Instead, planning 
should involve encouraging citizens' 
groups to develop their own plans and 
programs.10 

Community educators may have to 
assist lifelong learners in overcoming 
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negative attitudes about "schooling" or 
"learning," and encourage them to see 
the contribution that learning can make 
to the self-determination of their com
munity. Citizens will have to be re-edu
cated to accept and trust themselves as 
continuously active and curious teachers 
and learners, and decision-makers, about 
their "home." The new practitioner can 
reawaken a curiosity for learning and a 
belief in citizens as actors. 

Whenever people are brought together 
as agents of change, through their own 
learning and teaching - to share in an 
exchange of ideas, feelings, memories, 
knowledge - then community education 
is occurring. The community educator is 
aware that these meetings cannot be 
conflict-free. However, the encourage
ment of dialogic teaching and learning 
will open communication channels and 
sharing of information not always avail
able as an input to planning or schooling. 

Collective teaching and learning, prob
lem-solving and acting also build a sense 
of community where "[the] strength of 
community within any given group is de
termined by the degree to which its 
members experience both a sense of 
solidarity and significance within it" (Clark, 
1973, p. 409). Community educators 
who encourage this process create acti
vated collectivities where participants 
can see themselves as actors shaping 
their future and not as mere victims of 
outside events. The new practitioner can 
enable citizens to use their innate abili
ties to teach and learn to determine and 
create the future - in other words, to 
become empowered. 

Community educators encourage 
everyone to articulate his or her feelings 
and ideas. This means developing safe, 
trusting environments where individuals 
believe their right to democratic opinion
sharing is honoured. The new practitioner 
can organize meetings to build on many 
communication skills learned in school. 
In fact, the planner can assist citizens in 
seeing that schooling does have rele
vance to their community and the con
struction of its future, or deconstruction 
where this needs to occur. 

Granted, everyone speaking may 
sound discordant and dissonant at first; 
however, the community educator need 
not worry. Community educators want to 

cultivate the individual's ability to clarify 
his or her thoughts, articulate a problem, 
present a solution and chart an action. 
This involves more than soliciting opinions 
from the community's residents on a 
pencil and paper or quick door-to-door 
survey. 

Like the radical planner, there must be 
a willingness to confront emotional is
sues, ideological entrenchments and 
other sources of conflict. Conflict, how
ever, as any good marriage counsellor 
will say, can build intimacy. 

As well, problem-solving requires go
ing beyond information which is readily 
available, so that individuals can ques
tion whose interests are being served by 
the existence of a particular problem.11 
Knowledge and power are clearly con
rfected. Clearcutting - with resultant 
soil erosion, loss of ground cover, and 
fish and wildlife habitat - is a problem 
borne of commercial needs. Can the in
terests of consumer and capitalist be 
met in other ways by other means? Can 
the interests of all species be safeguard
ed? Community educators point out that 
knowledge is never value-free, and that 
knowledge available, knowledge not 
available, and knowledge omitted, can 
create complications for problem-solving 
and often reflect particular power re
lations. 

The new practitioner must be willing to 
facilitate the unearthing of all informa
tion, knowledge and history related to a 
problem and encourage citizens to do 
likewise. They must be prepared to 
make "home visits," and to be intimately 

. familiar with the host community. Com
munity education and the new practition
er give numerous needs and interests a 
face-to-face forum where "win-win-win" 
scenarios can be created. The third 
partner of these "win-win-win" scenarios 
is the environment which has been rele
gated to the status of a com modity rather 
than a being. 

Conclusion 
Planners are skilled in the art of visualiz
ing safe, efficient, humane environments 
and how to achieve them in the process 
of juggling the endless land uses that 
demand their attention. The profile we 
have sketched stresses that the planner 
is also one who invites the community to 
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participate in a civic arena of shared 
teaching and learning, and creating for 
sustainable futures. 

Those who aspire to play this role will 
have to decide where they can do so 
most effectively. Traditionally, planners 
working within the system are expected 
to be experts - to have the answers. 
The practitioner described here does 
not seek to promote dependence on 
experts, but to unleash the wisdom, po
tential for experimentation, and commit
ment residing in his or her community. It 
may be easier to perform this role "out
side" the system by working with citizens' 
groups and other non-governmental 
agencies.12 

Whether inside or outside the system, 
the goal is to involve citizens of all ages in 
visualizing and creating healthy com
munities using ethically conscious (non
sexist, non-racist, non-ageist, non
anthropocentric) environmentally appro
priate, co-operative, decentralized and 
democratic methods. This implies a new 
style of planning and instruction which 
facilitates rather than leads through pro
fessional expertise. People, as continu
ous teachers and learners, can develop 
locally appropriate solutions to the prob
lems their communities face. This style 
of planning and educating is based on a 
belief that everyone can contribute solu
tions which invent our common future. 

Notes 
1. T he visionary tradition is distinguishable 
from mainstream planning in a variety of 
areas of theory and practice. A particularly 
clear presentation of the differences as they 
relate to transportation issues appears in 
Lewis Mumford (1964). For a description of 
some of Patrick Geddes' practice, see Kitchen 
(1975). 
2. Representative works include Geddes 
(1949), Mumford (1970), MacKaye (1962), 
Goodman and Goodman (1960), McHarg 
(1969), Weaver (1984), and Friedmann (1987). 
3. In contrast with current planning surveys, 
Geddes' approach considered the commu
nity in the context of the region, considered its 
historical evolution, and involved local resi
dents in the collection and interpretation of 
data. 
4. As he put it rather bluntly: urban planning 
"cannot be done in an office with ruler and 
parallels" (qtd. in Miller, 1989, p. 54). For both 
Geddes and Mumford, learning was to have 
its origins in the concrete experiences of 

place which, in turn, were to form the basis of 
public school curricula (Mumford 1970). An 
emphasis on community-related curriculum 
is well-developed in the Alberta Community 
School Programme. 
5. A significant exception is a community 
school in Alberta which is attempting to create 
a neighbourhood plan based on considera
tions of sustainability, resource conservation, 
population dynamics, multicultural awareness, 
and a global perspective. See Nicholas Sheran 
Community School (1990/91). 
6. We are giving correspondingly more space 
to a discussion of the history and background 
of community education, as this tradition is 
less likely to be fam!liar to readers of Plan 
Canada. 
7. Key writings include Seay (1945), Hanna 
and Naslund (1953), Minzey and LeTarte 
(1972), Bezdanov (1973), Allen (1973), T itus 
(1979) and Fasheh (1990). 
8. Weaver, Jessop and Das (1985, pp. 55-56) 
describe the original visionary planners as 
"experiential holists," and claim that they 
often relied in the last instance on "elite pro
fessional judgement." 
9. For a taste of Geddes' orientation, see 
Geddes (1949, pp. 195-199) 
10. For an early proposal of this kind, see 
Davidoff (1965). 
11. For a vivid description of "participatory 
research" in Appalachia, see Brown (1986). 
12. One individual who embodies this ap
proach is John Jackson, co-ordinator of the 
Citizens' Network on Waste Management in 
Ontario. John travels around the province, 
sharing his expertise, aSSisting groups in get
ting organized, helping them initiate research 
and political action, but always placing pri
macy on the groups' own process and col
lective resources. Another example is the 
work of the Ontario Rural Learning Associa
tion which has organized "Community Sound
ings" in a variety of small communities, 
encouraging local residents to identify what 
they like about their communities, what they 
dislike, and how they would go about coping 
with urgent threats (Leverty, Sim and Drys
dale, 1989). 
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