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Introduction

The old debate over the applicability of planning aduca-
tion in Developed Countries (DCs) to the situations in
Less Deveioped Countries (LDCs) will most likely re-
geive new impetus from three major recent deveiop-
ments; .

« First, lf trends of the last several decades are any indl-
cation, demand for pianning and planners in LDGCs will
continue to grow at a congiderably higher rate in the
coming years. Pressure on existing institutions in LDCs
to supply more planners will increase. The problem of
vbrain drain,” L.e. the fliight of LDGs’ planners to DCs,
can be expected to continus, exacerbating the pres-
sure, Prospects for any significant expansion of educa-
tional facilities in LDCs in the toreseeable future are
dim at best. LDCs will continue to suffer from the tack
ot adeguate resources including funds for higher edu-
cation, universities, research facilities, axperienced fa-
culty, and relevant planning curriculum and publica-
tions. LDCs would, theratore, continue to rely on DCs
for aducation of their planners in years if not decades
to come.

« Sacond, thanks to advancements in transportation

and communication technologles, human relations and
problems have internationalized to the extent that quite
fraquently ptanning for apparently local issues would
have to incorporate intemational considerations. Thiz
has created new pressure tor universalization of ptan-
ning methods and theories. If experiences in othar
fields, e.g. davelopment economics, are any indication,
DCs will take the initiative to universalize planning edu-
cation on the basis of their own experience. In the face
of cuitural and developmentai diversities among na-
tions, such "naive universalism” (WARD, 1967) could lead
to disasters for LDCs and cross-national understand-
ing.

« Finaily, there is the growing demand for increasing so-
phistication of planning education and research ema-
nating from the growing pressure for an interdisciphi-
nary appreach to development issuas (KUKLINBKL1871).
Again, DCs are in a more advantagequs position to lead
the movement as they already have in a number of
tields, including political economics and anthropology.

Far LDCs to benefit from such development a delicate
halance has to be reached tn the level of sophistication.
Otherwise, and in the absence of adequate infrastruc-
ture to support interdisciplinary education and apply
highiy sophisticated planning knowledge, LDCs could
end up in the same situation as thay are today with re-
spect to technology: hought and transierred under strict
conditions and applied by the moncpolist seller.

Therefore, planning educators concerned with appli-
cability of DCs planning education to LDGs will have to
advance the kind of pedagogies that wouid also allow
for training of a larger number of students from LDCs
and make them partners in the universalization ang so-
phistication ot planning education and resaarch.

After examining the most common objections o
DCs planning education for students from LDCs, propo-
sals to remedy the problem, and the recent quests for
the universalization of planning education, this paper
proposes an interactive pedagogy and discusses the
means needed for its imptemantation, various ways It
might be implemented, and the kind of impact we might
axpact.

Spacifically, by bringing together students and
teaching materials from different nations with sommon
problems and aspirations but with diverse cultures,
views, and development gualities, an interactive ap-
proach helps combine diversities and simitarities in
comparative formats, thus facilitating iearning through
contrast and comparisons as well as mutual influence,
It also allows for reduction in number of DCs-/LDCs-
specific courses by combining them in fewer classes
thus making more resources avaitabie to all students,
particularly to thoze from LDCs. Moreover, the ap-
proach integrates LDCs into the movement for univer-
satization and sophistication of planning education and
regearch, contributing to a more even development of
knowiedge and mutual understanding among nations.

Objections to DCs providing
planning education for LDCs

The most common objections raised against planning
aducation in DCs for students from LDGCs center around
ditferences between the two worlds, ciaiming irrelevan-
gy of DCs curricuium. Specifically, becausa such pro-
grams are tailored to the socio-economic, political, cul-
tural, and physical conditions, behavior and neads of
DCs, they only partially meet the reality in LDCs (DBER-
LANDER, 1962: DIKE, 1979; ZETTER, 1980; RICHARDSON, 1980,
HEALEY, 1980). For example, DCs planning programs and
universal concepts are based on the assumptions of
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‘sasonably competitive market mechanisms, stable
wolitics, evolutionary changes, and rational decision-
naking. None of these assumptions fully fit reailties of
-DCs which are largely characterized by monopolistic
aconomic behavior, violent changes, and unstable poti-
Jgs. Differences in historical expariences with aconom-
¢, social, political, and cultural developments are even
nore notable.

At a more specific level, it has baen shown that the
sontent of planning programs in DCs are closely
aligned with the needs — though not necessarliy inter-
a5ts — of the business community. Kruackeberg (1985),
'‘ar example, has indicaied that planning education in
the U.B. today is facing mounting ‘‘pressure..to be
technically stronger, less scientifie, and more entrepra-
neurial in both styleé and substance,” as a result of
#hich “a new emphasis on planning in and with the pri-
sate sector’ is “emaerging.” Therefora, writes Harvay
1988), “planners are ... taught ... to have some sympa-
thetie understanding of the prablems that face the pri-
sate producers of the buiit environment.” He than men-
tions the landlord intorests, the managers of financial
institutions, and the downtown business intergsts as
gxampies of such privata producers. The gradual shift
of planning programs away from physicai toward social
sciences aver the last two decades or so (KRUECKE-
BERG, 1985; RODWIN, 1881) may ba equally expilained by
the shift in the nature of development processes in
~hich capital has been the main participant. Emphasis
on iand-use planning in the 1950s, for axample, coincid-
ad with the postwar reconstruction and spatiat reatruc-
turing of capital in DCs and with Import-substitution in-
dustrialization in LDCs. Both developments damandad
stanners with design capabilities. Recent emphasis on
socio-economic planning might also ba axplainad by
shanges in requirements of capital for economic re.
structuring and social balance in DGs and LDCs. Equal-
ly, current demand by a growing number of sciantists,
aducators, and policy makers for univeraaiization of
planning education emanates in part from increasing
internationalization of capital and its nesds for cross-
auitural communicatlon and cooperation. Despite the
alignment, however, planning education and thus plan-
narg have grown increasingly criticat of the businass
zammunity and of capitailst state planning which tends
ta benefit capital (FAINSTEIN and FAINSTEIN, 1985).

DCs planning programs are also geared, in part, to
the short-term and immediate neads of various socizal
Jroups and communitias in DCs to quickly flx thalr
Tmany slowly changing prablems, Conaeguently, long-
-ange planning and the rapidly changing situation in
LDCs receive littla attention, and planning education
secomes limited to training “gquick-fix" technocrats
and “detached advisors.” Most programs ara thus pri-
marily concernad with teaching their students (e.g. via
somputer tachnigues) how to help a particular client
solve its specific, immediate prablem, While technicat
and specialized aducation in planning has to continue
and receive emphasis, discipllnary approaches and
areal specializations shouid not become 20 dominant
as to ailow for onty limited interdisciplinary and cross-
1ational study and generalization, Students shouid also
28 taught about problems of historical-structurat rela-
tions, political eccnomy, and cuiltural diversities at na-
:ionai and international levels with a viaw to an increas-
ngly universalizing future.

Thecretical education is equally problematic in
nast DCs programs. Although a lot of theories are
‘aught, their reiation to mathods and policies remaing
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largely obscured (BEAUREGARD,1981). Indeed, they are
often taught by different teachers tn saparate courses
and with minimal rafarance 1o their practicality or reie-
vance to LDCs. As a congequence. critical thinking re-
ceives littie attention for it can only be encouraged by
unification and mutual inftuences of theory and prac-
tice, as weil as through contrasting arguments emanat-
ing from perceptual differences among thoge in the
classroom. It is pleasing that recent research has indi-
cated pronounced “expansion of substantive interest
within the planning programs" and an equaily impres-
sive “'diversity” of course offetings and teaching tech-
niques {NIEBANGCK,1987). Such daveiopments must be
further encouragad.

Howavaer, the factor most seriousiy hindaring educa-
tion of LDCs studants in planning programs of DCs re-
latas to the considerable perceptual differences that ex-
iat batween their largely “experiential knowledge’’ and
the more or less abstract mainstream Western literature
concarning LOCs. | have demonstrated this point, along
with factora responsible for it and educationat impiica-
tlons that follow, in another paper on planning educa-
tion (AMIRAHMADI,1988), In a nuishell, the cultura-bond,
Waestern experience-centared literature doea not incor-
porate percaptions held in LDCs and course formats do
not allow for the expariential knowiedge of LDCs stu-
dents to tind adeguate expression in the classrooma.
Ags a resuit, communication of knowledge and axperi-
ence as weil as mutual understanding betwean LDCs
and DCs is hindered, leading to a rajection of DCs edu-
cation by LDCs students. The percaptual diffarances ra-
flact the uneven development of socio-economic candi-
tions and human knowledge at a world scale, as weil as
cultural diversities. Unless we modify our pedagogy 1o
allow far incorporation of such differances in the curric-
ulum, students from LDCs will continue to feat lactured
at and alienated. This important problem shoulg most
concern us and introduce an alternative interactiva ap-
proach to planning aducation.

Past remedies and the quest for
universalism

Proposais to remedy irrelavancies of 0Cs pianning edu-
cation for application to LDCs havea ranged from modify-
ing planning curricula in universities of DCs to estab-
lishing planning schools in LDCs (OBERLANDER, 1962;
ZETTER, 1980; DIX,1980a; RODWIN, 1981; PERLOFF, 1969 and
1957, UNRISD, 1980; AMIRAHMADI, 1987). Most advocates of
establishing planning schools in LDCs guastion the va-
lidity of both encoyraging LDCs students to comea to
DCs for planning education and the appiicabiiity of
such an education to the particuiar socio-economic,
culturat and political conditions in LDCs. Many of thosa
whe come remain, exacerbating the brain drain prob-
lem, and the differences between the two worlds are so
qraat as to make any adaptation ot planning curricuium
in OCs to the needs of students from LDCs difficuit. The
trangter of DCs planning curriculum, in any form, to
LDCs I3 aiso unacceptable (ZETTER, 1880). The hetter ap-
proach is, they insaist, to expand planning education “at
home” and design a program ot study tailored to the
speacific needs of LDCs (OBERALANDER, 1962; ZETTER,
1980). A good deal of space In the literature iz therefore
devotad to ways of expanding planning programs in
LDCs and identifying a suitable curricutum, particuiarly
ita content (FRIEDMAN, 1567; PERLOFF, 1985 and 1971; KUK-
LINSKI, 1871; DUNHAM and HILHORST, 1970; RODWIN, 1981;
AMIRAHMADI, 1987,
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While atternpts to establish and expand pianning
programs in LDCs, tailor-made to their spacific needs,
should be supported, constraints facing such efforts
should not be underestimated. Specifically, LDCs lack
adequate resources, and the political support for ptan-
ning remains ingutficient. it is not syrprising that after
three decades of continuous afforts to expand planning
programs in LOCs, littte has been achieved (DIX,1980b;
RODWIN, 1981; TETTEH, 1980; EPA, 1977, Before hopes
could be raized for an adequaie planning program In
LDCs, steps should be taken to increase usable re-
sources of LDCs. This will invoive such big tasks as cor-
recting the existing international imbalance by giving
support to the demand for 8 New International Eco-
nomic QOrder (BHAGWATI, 1981) and increasing political
support for planning by educating the politicians about
lts benefits. Such support is needed for affecting a
change In national priorities away from excessiva
spending on defence toward transferring more funds to
higher education (AMIRAHMADI, 1987). These and other
reasons should make us skeptical about any significant
change in the sxtent and quality of planning education
and research in LDCs in the near futura.

in addition to constraints facing efforts to establish
and expand planning programs in LDCs, advocacy of
adapting planning education in DCs to the needs of
LDCs also gains its legitimacy from athar sources. The
number of LOCs planning students in DCs programs is
increasing and not all what they learn in these societies
is irrelevant. After all, LDGa students are not passive re-
ceptacles of ideas they get exposed to in DCs. Most of
the time they scraen them consciously and carefully
and makea thair choices to accept or reject them on the
basis of personat interests or those of their nations
(MILLER, 1867; AMIRAHMADI, 1987).

Personal gains could indeed be tremendous as they
ara in most cases. LDCs students’ research and writing
abtlities improve considarably. They learn to look at
things differently, to be more cautious and less overly
optimistic, and to recognize that solutions are not easy
or ready-madae. They become professional in their field
of specialization and learn to think more globally as
they intaract with different racial, ethnic, and cultural
groups, They gain, among other qualities, a broader
outlook and greater depth of insight in their fisid, more
systematic thinking and planning, new attitudes toward
work and colleagues, awareness of the importance of
time and schedules, widened professional contacts,
and confidence in their competitive ability. They also
lsarn to be more aggressive and assertive in achiaving
their career objectivas (AMIRAHMADY, 1987). Clearly, post-
tive behavior is not ali that they acquire. Their cautious-
ness could be inculcated with peasimism and cynicism
and some might bacome self-centered, individualistic,
and acquisitive.

The danger for LDCs, of course, lies in the risk of
ioging a significant number of their skilled planning
manpower to DCs. This is why the problem of brain
drain must receive urgent attention and added signifi-
cance. Educators must join concerned policy makers
and politicians in their support for national and interna-
tionai regulations and incentive schemes to limit the
trea flow of skilled manpower across international bor-
ders despite implications of such measures for person-
al freedom (HAMADA, 1881; ZAHLAN, 1981; KAQ 1980; BHAG-
WATI, 1977). But, we should not defer our call for
adapting DCs planning education to the needs of LDCs
until after such measures are adopted. What 5, how-
aver, even more important than the urgency for such a
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call is the kind of adaptation that shauid be brought in
DCs programs. '

Under colonialism, the West pursued what Ward
(1967) has termed ‘‘naive universalism” in international
education: “the uncritical belief that mankind 15 des-
tined to be Westernized in due course.” This was o be
accelerated by Westernization of education in coionies
and dependencies along disciplinary categories. Such
an aducation would produce, wrota Macauiey, the Brit-
ish politician-educator, in his famous “Minute” on edu-
cation in indla in 1835, “a class of persons, Indian in
blood and colour, but English in taste, in opinion, in Mo«
rals, and in inteilact’” (WARD,1867. Colonialism rightly
feared culturai diversity and thus attempted to create a
world after its image: a Westernized world. Only then
cauid the direct poiitical force over colonies and depen-
dencies ba sased and gradually replaced by more relia-
ble socio-culturat means of control, Thus, naive univer-
salism aimed at cultural assimliation. But, before the
strateqy was abie to realize fully the hoped-for assimila-
tion, It led to self-assertion of LDCs and turned into its
opposite — a more politicized cultural diversity.

The concept of modemization in the post-goloniai
ara also reflected a similar naive universalism and as-
simiiation policy, although it fascinated intellectuals
more than imperialists. Tha fact that neocolonialism
was not based on application of direct political force in
the oppresssed nations made it tha most indifferent to
cuitural diversity. This attitude, aiong with a growing
sense of limitation and self-consciousness inducad in
DCs due to seif-assertion of LDCs, led to a change in
thair approach to international aducation: the strategy
of assimilation vielded to one of adaptation (WARD,
1967). Mora spacifically, the naive universalism of the co-
lonial era turned into ita opposite in the post-colonial
pariod in the form of a dual program of education, oné
for DCs and another for LDCs. Introduction of area stud-
ies and interdisciplinary education also dates back to
this development. This first revolution in international
studies was pioneered by American educators and
“grew out of American concerns with national sacurity
and insecurlty" (FEANEA, 1937; WINDER, 19a7).

in the newiy created field of planning, the new ap-
proach meant chopping existing programs intg two un-
aquai pieces and devoting the smailer portion to educa-
tion of LDCs students. Tha so-cailed international
programs or areas of concentration so created s00n ba-
came lsolated enclaves within the planning de-
partments: they had their own facuity, courses, in a taw
cases a small budget, and sometimes lacture serias,
and faculty members and students not involved with in-
ternational studies hardly even noticed thelr existence,
excapt of course in departmental brochures or when
they had to take core required courses. They wera {salat-
ed not only from the mainstream life in the department
and the larger university community but aiso from the
object of their studies, LDCs. A few students, books, ar-
ticles, faculty travel and research, and conferences
were the only links batwesn the enclaves and LDCs, Nei-
ther the relevant literature from LDCs nor their students’
viaws were incorporated into the curriculum. The
interdiscipiinary revolution thus became confined within
the narrow space given to international studies.

The strategy of compartmentalizing international ed-
ugation into area studles and congentrations continues
today, though with much weakened political and idec-
logical support. Since the late 19608, however, limited
attempts have bean made by a few educational institu-
tions, including planning schools, and individual educa-
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tors to integrate the enciaves into their larger pro-
grams. A variety of means were used but introduction
of “comparative” courses emerged as the primary poli-
cy tool. In most casas, howeaver, such courses have re-
mained restricied to comparing deveiopmant policies
of a few LDCs with each ather or at bast, and oniy on
rare occasions, with policles In DCz. Moraover, diffar-
ences in views, cuitures, and life style batween LDCs
and DCs and their impact on poiicy diffarences remaina
largely Irrelevant to comparative classes. Few facuity
members also crossad the border into or out of the en-
claves taking their views and teaching materials to stu-
dentz from both worlds. Any significant strategy
change depended on financial support from public and
private institutions for international education. Suffi-
cient support was not forthcoming and began to dimin-
ish {n tha mid 1970s (WINDER, 1987).

The situation is rapidly changing howaver. In most
recant years, palitical, ldeclagical and financial support
in DCs, the U.S. in particular, has been mounting for a
new approach o international aducation and research
(WINDER, 1987). The compartmentallzing sirategy seems
to be running its course and may well be nagated by its
opposite, a more unifled approach. Specifically, DCs
are again potsad for another mave toward universaliam
in international edugation.The guest to "“extend the
concept of interdisciplinary studles beyond the paro-
chial interest In Weastern civilization to inciude ather
civilizations™” and for “global interdisciplinary studies”
saems to be gaining increasing popularity (FERNEA,
1987). This wouid compiete the dialectical cycie of the-
sis-antithesis.synthesis, standing for naive univer-
salism, duatism, and what { shali simply call, following
Ward (1967), universalism, respectively. The naw univer-
salism would strive toward a better management of
both tha existing divarsities among nations and the
growing internationalization of human relations, prob-
lems, and aspirations. It would not be confined to the
capitalist world. Socialist countries will be aiso drawn
into the process as they have already been to some ex-
tant.

My canviction that this will happen ia rooted in and
reinforced by a numbar of factors.

* First, the emerging one-worid system of unevenly de-
veloped and culturaily diversa but highly interdepen-
dent nation-states is the factor most demanding a so-
phisticated universal approach to international
aducation and regsearch. Thanks tg developments in
communication and transportation technologies, na-
tions have been drawn increasingly ¢loser to each ather
and their interactions universalized. International spe-
cialization (or division of labor) and the uneven distribu-
tien of usabie resources at a world scale have provided
adaitional impetus for intensified socio-economic and
political relations and interdependence. Globalization
of capital and its preconditions for accumulation have
indeed occurred simultaneously with expanded geo-
graphic differentiations (SMITH, 1984), Al these have {ed
to similar development problems and approaches
throughout most of the capitalist world, making inter-
capitalist cooperation indispensable. An effective man-
agement of these diversities, similarities and interde-
pendencies calls for inteiligent and informed choices
and decisions which could only ba made by indlviduals
with deep cross-cuitural understanding and profound
insights in international issues,

* Sacond, if international capital, its colonial and impe-
rial varietias alike, has bean responsible for the deepen-
Ing disparity and diversity between LDCs and DCs, the
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adaptationist (compartmentaiizing) strateqgy has institu-
tionaitzed it, hindered cross-cuitural communication
and mutual understanding, and further monopolized
knowledge development in DCs, The resuiting in-
creased international iiliteracy, muytual distrust and
misunderstanding ameng nations have led to growing
forelgn policy failurea particularly in DCs and have
weakened potential for giohal cooperation and andan-
gered world peace and potitieal stability in LDCs. The
prasaent crisis In international relations is primarily root-
ed in the increasing diversities amidst the growing uni-
varsalism and the faiiuras of foreign policies to manage
the contradiction. The declining U.S. global hagamany
sinca the early 1970s, following a series of dollar and
economic crises, coupled with the rise of Saviet power
and Japanese capifalism, have made the West aven
more sansitive to, and conscious of, 2 more sophisticat-
ad forgign poiicy which in turn requires a more sophistl-
cated international education and regearch.

» Third, congiderable perceptuai differances exist be-
tween the largely experiential knowledge of LDCs stu-
dents and the marg or lass abatract mainstream West-
ern litarature on social sciences and humanities, inctud-
ing plamming and development. The gap reflects the
uneven development of capitalism and human knowl-
adge at a world scale, as well as cultural diversities
among natlons. Whatever its causes, tha perceptual
gap has been accentuated by the agaptationist strateqy
and is becoming a serious obstacle to education of LDC
students in DC Inatitutions. Specitically, it has lad to a
refectioniat attitude among these students, resuiting in
a tendency to resist learning even concepts and tech-
niques that couid ba beneficial to their countries (AM-
RAHMADI, 1988}, Reinforced by a numbar of othar factors
such as foreign policy disasters in DCs, the rejectionist
attitude would endanger the hopes for any future com-
munication of knowledge and experience as well as mu-
tual understanding and cooperation between LDCs and
DCs.

# Fourth, as human problems and aspirations for davel-
opment have partly intarnatiopalizad, the dividing lines
batwaan various theoretical and sirategic positions
have bacome somewhat blurred. The emergent sharad
areas of mutual agreamants and understandings have
increased the chance for ¢ross-conceptual and cross-
cultural acceptability and co-operation. Admittedty, io-
calism and nationalism continue to persist, Internation-
al ditferentiation still remains a distinctive character of
the present world, and we are by no means near “‘the
and of idaclogy.” Tha expanding shared theoretical and
practical areas, it must be emphasized, represent anly
aspects of internationat diversities that have converged
to create a common basis for a more universal solution
to the problems of humanity.

» Finally, the quest for universailsm grows out of a new
consciousnass and conviction that the world community
represants “'adialectic of polarity, one in which unity and
diversity are redefined as simuitaneous and necessary
poles of the same essence - the humanity,” and that
“while the differences of traditions, of cultures, of fan-
guages, of arts, should be protected and preserved, the
interrelationship and unity of the whole should at the
same time be agcepted" (ANSHEN,1971). The practice of
this new awareneas damands unitication and integration
of human knowiedge of the warid by means of univarsal-
izad education, for the present incoherence of human
ralationship is a direct raguit of the past disintegrative
educational and knowiedge-communication processas.
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To sum up, the grawing universalism along with the
increasing diversities among nationsg, the failure of for-
aign poiicies to manage the contradiction and the
conseguent crisis in intarnational relations, and the
new conscicusnass for world peace and integrative ed-
ucation are the rmain reasons for the increased need of
nations for mutual understanding and cooperation and
thesea call for genuine universaiism in internationail edu-
cation and research. Instead of attempting to asaimi-
late divarsities, as under naive univargalism in the colo-
nial era, or avoid and perpetuate theam as under
adaptationism in the neocolonial period, the naw uni-
varsalism should giobalize teaching materials by creat-
Ing universal concepis reflecting shared international
realities and by developing a padagogy capable of
teaching such concepts and integrating diversities with
universal aspects of the study subject. The pedagogy
along with the universalized concapts would, hopefully,
help create a common language and thus would facili-
tate communication of scientific as wail as popular
knowledge among nations. This davelopmant would not
necessarily negate cultural or intellectuai plurailsm. Qn
the contrary, it should promote them by bringing them
facea to face,

But, as Jacob Canter (1867} pointad out: “The larger
question is whether our ipstitutions (in tha U.5.) can
create and teach from {such) a body of knowledge."” Af.
ter about twenty years, this “larger question” still re-
mains valid. The tield of planning is particularly disad-
vantaged to develop such a common language and the
requigite padagogy to teach it because of its Interdisci-
plinary nature and underdeveioped statys. Moat exist-
ing universal planning concepts, a.q. growth pole, ur
banization, economic space, and comprehensive
planning, are either imported from various related disci-
pHnes or are advanced on the basis of DC experience
and reality. Equaily inadequate is the existing compara-
tive literature: it is limited In volume and mostly oifers
only a juxtaposition of view, processes, and cauzes
rather than exploring what they share and where they
diverge. Thus, neither universalism nor divarsgity is ade-
quately explained in the axisting planning literature.
Yet the future of planning as a fisld of study and its glo-
hal acceptability lies in its ability to respond adequate-
ly to the growing guest for a better grasp of intarnation-
al diversitias and for the inevitable transition from
diversity to universaliam.

However, thanks to advancements in scienca and
technology, as well as in international scholarship
since the 19605, we are today in a better position to de-
velop the kind of knowledge Canter callad for. Research
and writings on various aspects of internationalization
of human material ¢onditions, social relations, and
aspiration for development and peace have increased
to an unprecedented level over the last two decades.
Voluminous publications and audlo-visual materials on
various cultures and cross-cuitural issues are also
readily accessible throughout the world. Classrooms
are now more cuituraily mixed than at any time in hu-
man history, and aducators are not always from the
same cultural background as their culturally diverse
students. We need to use these and other available re-
sources to develop the requisite knowledge using ap-
propriate epistemoiogy.

While conceptuallzation of internationally sharad re-
alities and debate aver the relatad epistemological is-
sues are bacoming popular with pianning educators —
as thay have been with educators in such related disci-
plines as architecture, economics and geography for
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several decades now — only scant attention is being
paid to developing the requisite pedagogy to teach it.
This shortcoming is crippling not only planning educa-
tlon and therefore practice but aiso the continued devel-
opment of a mora adeguate common language for thao-
refical planning. Tha interactive method proposed in
this paper should help initiate serious thinking about
the requisite pedagogy, improve existing comparative
education and rasearch in planning, and consequently
toster the creation of Internationaily acceptable univer-
sal concepts. It should also facilitate the task of inta-
grating diversities into education of universai congepts
and thus speead up the inevitable transition from diversi-
ty to univergsalism. Tha proposed framework Is tentative,
incorporates suggestions of a generai nature, and rep-
resenis, needless 1o say, views of an edycator rather
than an educational planner or expert. My primary con-
cern is to indicate certain msans needed for intaractive
education, ways they should be used, and the types of
impact we may expect.

Toward an interactive pedagogy

interactivea pedagogy is a mode of education which
combines knowiadge and experiance as well as per-
ceptual differences and shared views among nations in
a common format and thus facititates internationai edu-
cation and cross-cuitural communication. The two in-
saparable aspacts of an interactive education may be
conceptualized as means ot aducation and as sduca-
tional relations. They combine and interact to produce
and reproduce a variety of effects which we shall collec-
tively cail universal education.

The means of education in an interactive pedagogy
includes such educational assets as are neaeded in any
educational process: money, educational institutions
and programs, faculty and students, litarature and re-
sedrch facillties including libraries, audiovisual devices,
supporting physical structures, writing tools, academic
agssociations and the tike, We shall refar to human ei-
ameants as actors and to atl other matarials as instru-
ments. The seemingly passive Instrumants are inter-
posed amaong the more active actors to produce and
reproduce universal aducation. As this happens, the ac-
tors and instruments ara aiso transformed. Actors in
planning education are caring individualg intansely in-
terested in the field for social griticism, practice and
changa, and committed to high standards in rasearch
and education as well as long-term decisionmaking and
strategic thinking. They include byt are not imited to
teachers and students of many levels of schooling {un-
dergraduaie, master, Ph.D), trainees, citizen partici-
pants (community leaders, policy makera, ordinary citi-
zens), cllents of sarvices, and special target groups, all
of whom participate in planning education on an equai
opportunity basis (CPE, 1987). Educationat instruments
should facititate a comprehensive understanding of
spacific planning issues and promote planning ag an in-
terdisciptinary field concerned with education in logic
and strategic decisions, the theory of practice, manage-
mant of planned change, communication skilis, social
practice and responsibility, sensitivity to resources, or-
ganization and design, empowearment of the ordinary
citizens, strength in divarsity, among others (CPE, 1987).

What, however, makes interactive pedagogy unique
is its concearn with the mix of the educational means,
particularly those of the actors and the literature in-
cluding audio-visual materials, Speciflcally and as a
principle of interactlve education, such means must ha
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drawn from both DCs and LDCs and embady intarma-
tionally sharad and dlvarse qualities. A mixed facuity/
student body and educational instrumenis along with
such qualities as cultural pluralism, percepiuai as weil
as conceptual divergsities and similarities, differences
in axpetience and lifa-atyle, and the complex views vari-
ous nationals hold about each other are considered in-
dispensable asseis in an interactive sducation. incilu-
sion of a truly comparative iiteratura, 1.2, the literature
which focuses on both simitarities and differences
among natlons, is particularly reqguired in universai edu-
cation. When brought Into a single format, the shared
and diverse gualities should combine to produce in-
tense and insightful interactions among the partici-
pants.

Educational relations are a comptex of mechanisms
which facilitate and give expregsion to interactions
amang the means of education, particularly the actors,
and thus help to implement interactive pedagogy. The
most important machanisms include:

— an appropriate common format;

— a combined comprehensive-interdisciplinary- specia-
lization approach;

— acritleal-historical methodology;

— lgarning about and from differences:
— adaptabitity to circumatances; and,
— out-of-clags socialization.

These and other mechanisms should ba designed to re-
inforce each other's impacts and generate universal ed-
ucation.

An appropriate common format

Design of a common format is the first important stap. It
should bring faculty, students and teaching matarials
on a spacific topic from DCs and LDCs inta a single ed-
ucational process, claagroom or outside, and thus
braak the many walls that have been erected batweean
education of students from DCs and LDCs: betwaen
programs, courses, classes, tesachers, educational rg-
sources, theories, and concepts among others. The for-
mat should also allow for various modes of student par-
ticipation inciuding class discussions, presentations,
short ¢ritical papers, and group projects. It should facii-
itate and expand what Paul Niebanck (1987) has called
“collaboration’ tn planning education which shouid be
generated “within coursaes, between courses and tha
world of practice, between planning and other educa-
tional programs,” and "between ptanning programs in
different institutions of higher education.” Interactive
pedagogy particulariy demands that such collaborative
affortg go beyond national borders and include both
DCs and LDCs. Existing studlos, comparative courses,
practicums, cell groups, simuiatlons, and colloguiums
might be utiiized as beginning formats for more affec-
tive ones to gradually emerge. Whatever the format
adoptad, it may not be generaiizablse from ane topic to
another, but must be modified before it bacomeas porta-
bl to ancther situation or topic.

A combined comnprehensive - interdisciplinary
- specialization approach

interactive pedagogy calls for a cross-pational and
cross-ideological comprehensive and interdisciplinary
planning education without compromising its purpose-
fut issue orientation to human protdems at local leveis.
Educational materials ara drawn from a variaty of disci-
plines, fields of practice, and world views covering as
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many cultures as possible from both LDCs and DCs.
This horizontal expansion of planning education should
compiement the vertical expangion of the growing sub-
stantive interests in the field: “reaching behind the obvi-
ous, revealing underlying patterns for understanding,
and reliable guldes for practice’” (NIEBANCK, 1987). The
pedagogy, howavar, takes the horizontal-vertical expan-
sions beyond their immediate effects to discover simi-
laritles and differences among disclplines and nations
on toples focused. This would allow for a comprehen-
sive-interdisciplinary speciailzation as opposed (o the
present narrow specialization. A course on zoning in the
LL.S,, for exampie, could draw its understandings from a
variety of related discipiines and Include theoretical,
practical and institutional experiences with the topic in
the W.S. as well as in other natlons including LDCs.
What would these ¢ountrias have in common with the
U.B. and where wouid they diverge and why? Ara thera
any transferable diversities? How can we generate uni-
versal concepts on the basis of sharad and diverse but
transferable experiences? Are non-portable diversities
raoted In legitimate cuiturat differences or cross-
cultural barriers? These and othar simiiar questions
couid have tremendous impact on students specializ-
ing, for axampie, in U.8. zoning issues. At the least, It
heips students overcoma the powerful forces of inertia
and enables tham to think toward new alternatives con-
cerning matters of policy and Institutional arrange-
ments. A course designed in an interactive format
should also attract students not specializing in zoning
Issues but who want to learn about zoning on a compar-
atlve basis.

A critical - historical methodology

Interactive pedagogy is best implemented within a criti-
cal-historical framework. Tha framework empowers edu-
cation to create a dlalogue betwean abjactive condi-
tiona and subjective developments and grasp planning
phenomena in tarms of their appearance and esaence,
unity and oppesition, continuity and change, simiarity
and diversity, and interconnection, and isolation, It thus
forces education to move beyond mere descriptions
and understanding of phenomenal forms to reach tha
gssential relations and caysal networks hidden at deep-
&r conceptual levels. The framework aiso helps reveal
pros and cons of various views by empowering the
participants with logic and education through con-
trasts, comparisons and mutuai influgnce. Historicat
Mmethod, in particuiar, allows for a factuai and chrono-
logical expiicatlon of changes aver time in issues,
knowledge and practices of diffarent nations, invasti-
gates their interconnections, and increases commit-
mant o progressive changes. Critlcal method, on the
other hand, strives to find fault and merit in them, and
subjects them to careful analysis and judgament. Con.
structive criticism should lead to formation of a percep-
tual crisis and anxiety in the minds of the participants,
leading to significant changes in the character of the
aducational ralations.

Learning about and from diiferences

Significant differences exist among nations, between
DCs and LDCs in particular, In such critical areas as
ianguage, cuiture, living style, points of view, and per-
ceptions. It is the respansibility of all participants, par-
tieularly educators, to be sensitive to these differences
and the danger that misconceptions might cause for
conceptual advancement and mutual understanding.
Along with diverge and tremendous opportunittes to
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learn in and from DCs, such differences constitute the
objective basis for interactive education in planning.
Using a variety of linguistie, symbolic, graphic, spatial
and oral presentation technigues (LIM, 1986; GARDNER,
1985), the interactive approach helips differences be ad-
equately expressaed, heard, and fully understood with
deep sympathy and constructiva criticism. it also as-
sisis educators to create interest among students to
learn about and from their diffarences. For these to
happen, inieractive pedagogy helps distinguish be-
tween legitimate national-logical differences and argu-
ments from illegitimate cross-cultural misunderstand-
ing and prejudiced sterpotypical brandishing. The latter
have to be eliminated while the formear ara vaiuable as-
sats in universal education. The impact on students
could be farreaching. As the pros and cons of thair
views are ravealad and their seif-awareness Improvad,
students will begin to screan them: abandon soma, pre-
sarve others, and aynthesize many more with the ideas
ta which they are exposed in the Interactive process,
thus elevating them 1o a higher level of sophistication.
This will help them become more pragmatic conceptu-
alists capable of comprehending knowiedge as a syn-
thesis, applying it, and evaluating its consequences.

Adaptability to circumstances

Adaptability to circumstances of educational process is
equally important in universal education. To adapt
means 1o be flexible, democratic, and respectiul of op-
posite views. Adaptability alsa requires that boundaries
of universalizing program and class discussions be lett
open and mathods of teaching as welt as focus be
changed once they become unacceptabla andiar un-
productive. By helping participants build retationships
among themsealves and between themsalves and thair
professional concerns, interactive pedagogy pramotes
adaptabillty in education, The raceptive environment 50
created encourages intense dialogue, interaction and
competition, leading to tremendous classroom dialec-
tics and aven tensions. After all, science is the product
of tensions within men and women, among peoples,
and betwean them and nature.

Qut-of-class socialization

imeractive pedagagy does not restrict education to
schooling (ILLICH, 1971}. It involves students mare fully
in the intellectual iite of the university and of the larger
society. This is promoted by increased socialization
outside the classroom and by participation in various
out-of-class modas of education including figid re-
search, internships, conferances, consuiting work and
contact with citizen groups. Soctalization is particularly
important because planners ara at the point ot articulas-
tion between knowledge and action, theory and real
world, and among various social groupings, geagraphic
spaces, and academic disciplings. As such, they must

learn to facilitate formation of sofidarity within and

among different interest groups.

Conclusion

Universal education is the purpose te which interactive
pedagoqy is directed and its final product. A more satls-
factory definition of “universal education” Is yet to
emerge. For our purposa, howaver, the term stands for
a collection of effects that are produced in an interac-
tive education as tha various walis erectad batwaen ed-
ucation of students from DCs and LDCs bagin to break.
Such effects are numerous, varied, interretatad, and
may not ba the exciusive products of interactive educa-
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tlon as oppased to oinher kinds of pedagogies. Tha ef-
facts also vary in terms of time horizons and signifi-
cance, and are produced in many different substantive
forms, Alluslans have already been made to many of
tham inciuding the most significant effects of generat-
ing internationaily acceptabte universal concepts by in-
tegrating diversities and shared views among natfons in
a common format and promoting cross-cultural under-
standing and, consequently, globai cooperation and
world peace by increasing internaticonal dialogue. By in-
tegrating LDCs in the movement for universalization
and sophistication of planning aducation and research,
tha approach would contribute to a more even develop-
ment of science and technotogy. interactive pedagogy
also promotes education beyond schooling and mere
training of technocrats and practitioners. It sociatizes
aducation and the participanis in the interactive pro-
cess, genaraies inguisitive minds and dialectical
thoughts, and encourages critical thinking, collectiva
croativity, and historical undarstanding, ail of which are
indispensable for promotion of democracy as well as
learning significant facts about internationai percep-
tions and relations, including the probiem of LDCs dom-
ination by DCs. Morgover, the comprehensive knowl-
edge produced by interactive education wiil help
expand the already Interdisciplinary scope of interac-
tive pedagogy and lead to a more informead practica for
the bettermant of human sociaty,

Despite all these and other needs for and advan-
tages to be gained from interactive education in plan-
ning, the approach as detlned in this paper remains at
an inciplent stage in most universities of BCs and is al-
most compietaly alien 10 sducators in LDCs. As plan-
nars and educators of students from diverse cultures,
we have particuiar responsibility for advancing interac-
tiva pedagogy. The problem of relevancy of DC planning
aducation for LDC students perplexes our tasks; and yet
we must accept responsibility to educate and train an
increasing number of them each year. Moreovar, the
universalizing forces ailuded to above have led to glo-
balization of many human development problems and
refations around the world, making interactive educa-
tion indispensabie for increased giobal understanding
and thus for promation of international cooperation and
tetter management of wortd affairs and peaceful coex-
istence. The existing comparative courses hardly fill the
gap. The literature and other teaching materiats offer
only a juxtaposition of different views, causes, or pro-
cesses rather than an indepth exploration of what Is
shared internationally and what yet remains unique to
many nations. Moraover, most comparative courses areg
raduced to listing readings on experiences of various
countries in sylabl which students are then asked to
read In isoiation from each other. The generzl apathy is
largely rooted in the belief that LDCs and DCs are too
diasimiiar in terms of their development issues to be
combined in any other common format, This view fails
to appreciate dissimilarities, differences or diversities
as assets in a learning process involving various cul-
tures. In questing for the universalization of planning
education we not only need to integrate diversities and
similaritias but must make LDCs partners in such a pro-
cass If 2 more internationaily baianced universalization
and sophistication of the field is destred. These are ail
formidable tasks and their accomplishment will no
doubt require significant expenditures of intelligence,
time and anargy.

Finally, In introducing such a project, two principles
have to be followad:
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» First, participation in a project for universal aducation
i3 voluntary except for those who wish to specialize in
/1. Students specializing in other subjects might be ra-
quired to take a few core courses on universal educa-
tion, while specializing students wouid have to com-
piete the pragram designed for the purpose.

« Second, universal education is an incremental process
and skepticism may prevail for a tong time because of
higtorical experience with internationai edycation, cul-
turai diversities, and prassure of Job market for spacial-
ization, among others. Unwise accelsration is un-
healthy and could lead to rejection of universal
education by both DCs and LDCs students. Transition
to the new pedagogy, therefora, needs to be implament-
ed in stages ana with utmost caution and care. Far the
beginning, however, availabie resources should be
channelled toward the development of a more generai
framawork for interactive educatic- gradually going
beyond the one advanced in this paper.
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