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Building Social Capital: A Learning Agenda for
the Twenty-® rst Century

Patricia A. Wilson

1. Introduction

Social capital creates local economic pros-

perity. This ® nding by Putnam (1993a),

Fukuyama (1995), Coleman (1988, 1990)

and other social scientists has lent legitimacy

to what those involved in community econ-

omic development have known intuitively

for years: the level of inter-personal trust,

civic engagement and organisational capa-

bility in a community counts. Their research

indicates that the lack of, or decline in, social

capital lies behind the psychological, spiri-

tual and economic malaise in communities

throughout the world.1 While there is a rich

literature deploring the lack of civic commit-

ment and the rise of individualism (Bellah et

al., 1985, 1991; Etzioni, 1994; Lappe and

DuBois, 1994), the social capital literature

gives the issue a more compelling rationale

for urgency: the bottom line.

Just as the inter-personal aspects of total

quality management (TQM) ushered in trust-

building and team-building to the private and

public sectors (Deming, 1982; Osborne and

Gaebler, 1992), the concept of social capital

brings these same values centre stage in the

so-called third sector: civil society. The

recognition of social capital as a determinant

of local economic development directs the

attention of development planners to a very

intangible goal. In addition to creating jobs,

disbursing loans, generating income, training

the labour force and delivering services,

development planners must now confront

head on the fuzzy task of shaping levels of

inter-personal trust, feelings of belonging

and responsibility, and the quality and

ef® cacy of civic engagement in a com-

munity. These intangibles can no longer be

relegated to quaint touchy-feely by-products

of community economic development. A

central task for development planners is now

social capital formationÐ i.e. community-

building itself.

2. Overview

There are three questions to be confronted in

the daunting task of building social capital.

First, how do you know what level of social

capital you are starting with and when you

have successfully created more? Many devel-

opment agencies have simply avoided the

question by focusing on the more traditional

tangible products or using input measures for

the intangiblesÐ number and size of organi-

sations assisted, number of meetings held,

etc.

The next question is even more unsettling:

How do you create it? Building community,

or social capital, is not a technical problem

requiring expert solutions. Nor is it a prob-

lem of resources. Social capital, unlike

physical capital (machinery and equipment),

® nancial capital and human capital, is freeÐ
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it requires no natural resources, no

machines, no bricks and mortar, no paid

labour. It does not respond to large-scale

social engineering (Fukuyama, 1995; Senge,

1990). It is built in a very humble,

piecemeal way through countless decisions

of individuals about whether or not to get

involved, and once involved how to

proceed. So what then is the role of profes-

sionals in building social capital for com-

munity economic development? What

values are necessary? What skills must be

learned?

Finally, if these values, roles and skills

are not the ones currently being taught in

planning and policy programmes, how must

colleges and universities respond to become

relevant to the new roles their graduates

will be called upon to play?

The answers to these questions point to

an agenda for the next century for pro-

fessional practice and academia in building

social capital for community development.

Whether the focus is community economic

development, community social develop-

ment or strengthening local democracy, pro-

ductive social capital rests on the values of

trust and openness. The role of the pro-

fessional as technical expert, master planner

or manager will be embedded in the larger

role as catalyst, facilitator, communicator,

team-player.

There are speci® c theories, tools and

skills that the professional can use to assist

community organisations in becoming

effective learners, problem-solvers and

seeds of societal change. The theory derives

from social learning; the methods, tools and

skills from organisational development and

quality management. Yet the real learn-

ing comes from experienceÐ re¯ ection-

in-action. And all must be embedded in a

framework of democratic values and per-

sonal development. Professional education

must bring together in creative tension both

theory and practice, intellect and intuition,

thoughts and feelings, values and objec-

tivity, the personal and the professional, the

individual and the group, the classroom and

community.

3. Social Capital and Community Econ-
omic Development

The term social capital has been used to

describe what the Frenchman Alexis De

Tocqueville observed in the US in 1835Ð a

propensity for individuals to join together to

address mutual needs and to pursue com-

mon interests. What he described was the

level of communityÐ community spirit,

civic engagement, a sense of individual

stewardship or trusteeship for the common

good, a sense of being recognised and val-

ued, a sense of belonging. He noted that it

was

the in¯ uence of customs [social capital]

that produces the different degrees of

order and prosperity which may be dis-

tinguished in the several Anglo-American

democracies. (cited in Daly and Cobb,

1989, p. 334)

De Tocqueville also warned that the healthy

tension or balance between civic engagement

and individualism in the US stood the chance

of being lost. There is strong indication that

social capital has been eroding in the US,

re¯ ecting the rise of deeply ingrained indi-

vidualism concomitant with advanced indus-

trial society (Bellah et al., 1985). Lack of

social capital is also pointed to as a major

problem in less developed countries and

newly emerging democracies, which

Fukuyama categorises as low-trust cultures.

There the challenge is to build, rather than

re-build, social capital, drawing in some

casesÐ as in Latin AmericaÐ on pre-modern

mores of reciprocity.

Social capital increases a community’ s

productive potential in several ways (Put-

nam, 1993b). It promotes business network-

ing; shared leads, equipment and services;

joint ventures, faster information ¯ ows and

more agile transactions. (See the literature on

network capitalism and industrial districts,

reviewed in Wilson, 1995.)

The moment that trust breaks down among

members of a business network, relations

have to be spelled out in detail, unwritten

rules codi® ed, and third parties brought in
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to resolve differences ¼ At this point the

network¼ begins to resemble either a

market relationship or an old fashioned

hierarchical corporation. (Fukuyama,

1995, p. 342)

However, the trust and spontaneous sociabil-

ity of social capital are not a product of

utilitarian rational calculation of self-interest

(Fukuyama, 1995). They are not the pinnacle

of modernist utilitarian rationality. Rather,

they embrace generalised reciprocity much

more akin to the Native American concept

badly misnamed ` Indian giving’ Ð that a gift

is meant to be given away again, not appro-

priated as personal property (Hyde, 1983): I

will help you with your needs now and trust

that when I need help my needs will be met.

Generalised reciprocity is based on a sense

of belonging to a larger circle and a long

time-cycle, with trust in ultimate equity.

Social capital not only produces an atmos-

phere conducive to economic activity, it pro-

vides the cultural will to solve community

problems collaboratively (Lean, 1995). The

organisational infrastructure of social capital

creates pragmatic skills that enable citizens

to act directly to solve problems. Thus block

associations, social clubs, civic groups,

churches and other grassroots groups may

meet social and economic needs that

increase the well-being and productive

capacity of the members of a communityÐ

e.g. counselling, social services, even hous-

ing and economic development (McDougall,

1993, p. 207).

Social capital is essential for maintaining

and enhancing the value of public goods.

Public goods are those whose value can be

maintained only through co-operation and

trust, and whose value is lost through the

pursuit of individual self-interest. Thus

maintaining public goods such as quality of

life, environmental preservation, even traf® c

safety, requires social capital. Those systems

where the rationality of individual short-term

gain leads to collective irrationality are

known as the ` tragedy of the commons’

(Senge, 1990). Social capital not only cre-

ates the goodwill to solve ` tragedy of the

commons’ systems, it allows more creative

solutions. A collective sense of responsi-

bility generates broad-based participation in

problem-solving; no longer is it just the boss

or the mayor who has to solve the problem

when social capital is highly developed.

Social capital can take different faces. Its

nature is rooted in history. The social capital

that De Tocqueville witnessed grew out of

an agrarian-based mercantile economy. The

gated neighbourhoods and life-style com-

munities of the current era are manifesta-

tions of an increasingly polarised global

economy. Productive social capital generates

understanding, compassion, trust and an

inclusive concept of community (Peck,1987;

Etzioni, 1991). Unproductive social capital,

in contrast, is built on fear and mistrust,

even hate. Its goal is to protect a group’ s self

interest against perceived outside threats

(Putnam, 1993b). Civic participation puts the

common good over self interest only when

citizens respect and trust each other (Boyte,

1991; Daly and Cobb, 1989). Productive

social capital ª depends on learning to listen

to one another, to resolve con¯ icts, and to

overcome barriers of fear and suspicionº

(Lean, 1995, p. 6).

While some see productive social capital

as a fortunate holdover from pre-modern

cultures (for example, Fukuyama, 1995),

others see it as a harbinger of the leading

values for the 21st century (Robertson,

1985). Social capital could lay the basis for

what Harman (1988) says is the next epoch:

the transition from a fear-based to a trust-

based economy. Various authors posit the

possibility of consciously promoting such

values and skills, not in the sense of social

engineering by the State, but by a diffused

process of individual and group development

(see, for example, Mackie, 1995, and Baum,

1990).

4. Social Capital and the New Pro-
fessional Protocol

What is the role of the development planner

in social capital formation? If social capital

is a self-organising system with many actors
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connected in an amorphous web or network,

it cannot be controlled with the tool kit of

rational utilitarian instrumental planning:

We cannot control self-organizing sys-

tems; we can only serve them. There is a

natural potential for self-healing (re-orga-

nizing) within each organism or system or

cell. The therapist [like the professional

development planner] should be an attend-

ant at the process, not a master planner.

(J. D. Laing, cited in Capra, 1988, p. 27)

A self-organising system can be managed

only through self-regulation (Senge, 1990, p.

387). The intervenor must work with, not

against, the forces of a system to transform

or heal it (p. 355). The ` master planner’

paradigm of professional practiceÐ i.e. the

utilitarian model of technical expertiseÐ has

been largely discredited in the planning

theory literature (see the ` critical pragma-

tists’ such as Friedmann, 1987; Forester,

1985, 1989). Moreover, the growing litera-

ture of stories about planning practitioners

documents the rise of a new planning proto-

col that is relational, intuitive and values-

based (e.g. Forester, 1993; Hoch, 1994;

McClendon and Catanese, 1996).

The real work of planet-saving [and plan-

ning] will be small, humble, and hum-

bling¼ . The greatest obstacle may not be

greed but the modern hankering after

glamour. A lot of our smartest, most con-

cerned people want to come up with a big

solution to a big problem. (Berry, 1993,

pp. 23±24)

Argyris and SchoÈ n (1974) were among the

® rst to articulate an alternative professional

protocol adequate to the humbling challenge

of dealing with self-organising systems.

Rejecting the protocol of the technical expert

(Model I), Argyris and SchoÈ n posited an

alternative model: the re¯ ective practitioner

(Model II): whereas the technical expert is

presumed to know and must claim to know,

the re¯ ective practitioner assumes that both

the client and the professional have knowl-

edge that is important to the problem. While

the technical expert keeps his/her distance,

the re¯ ective practitioner seeks out connec-

tions to the client’ s thoughts and feelings and

allows the client to discover his/her own

thoughts and feelings. While the technical

expert expects deference and status from the

client, the re¯ ective practitioner needs no

professional pretence and instead seeks

a sense of freedom and connection to the

client. Planning becomes recast as mutual

learning-in-action (Friedmann, 1987; Senge,

1990, p. 187). For Model II to be successful,

both professional and client need to change

in order to let go of clear contractual rela-

tionships and to accept the frustration of

uncertainty. The result is a collaborative

exploration of trust-building in which each

empowers the other (SchoÈ n, 1983).

5. The Intellectual Roots of the New Pro-
fessional Protocol

The intellectual roots of the new protocol are

found in social learning, organisational

development and dynamic systems theory.

Social learning developed from the American

educator John Dewey’ s pragmatist philoso-

phy of learning from action for the better-

ment of all. It advocates participatory action

research and experiential learning, based on

the idea that the individual has an innate

wisdom that can be tapped if limiting beliefs

are discarded (Friedmann, 1987). Participa-

tory action research also has roots in both the

Frankfurt school of critical theory, especially

Habermas, and the educational philosophy of

Paulo Freire. (See Fals Borda, 1988; Horton

and Freire, 1990; Forester, 1985.)

In social learning, an informal task-

oriented action group or team learns from its

own practice through re¯ ection and dialogue.

Social learning may involve a professional

change agent or facilitator who encourages,

guides and assists the process. The change

agent must develop a rapport with the group

that is conducive to mutual learning. An

effective learning process allows the group to

learn far more than how to adjust its tactics

to solve a problem. It can change the group

members’ theories of reality, values and
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beliefs that can lead to individual inner

transformation in self-image and ways of

seeing and relating to others (Argyris and

SchoÈ n, 1974, 1978).

After World War II, social learning

spawned the ® eld of organisation develop-

ment, or OD, which translated social learn-

ing into a set of professional practices and

tools for the change agent or facili-tator.

OD drew from the study of group dynam-

ics which arose from the famous 1930s

Hawthorne experiment (Lewin, 1951). This

experiment showed that worker productivity

increased when workers were involved in

small-group decision-making about their

work. OD found its principal source of

inspiration, however, in psychologyÐ

particularly in the humanistic psychologies

of Carl Rogers and Abraham Maslow

(Friedmann, 1987). Drawing on this psycho-

logical inspiration, OD provided almost a

spiritual vision of transforming America

from a dehumanising industrial capitalism

to a decentralised, non-hierarchical post-

industrial society that would treat indivi-

duals as whole human beings.

Management tools coming from OD

include trust-building, team-building and

community-building within and among net-

works. These methods and values became

part of what is commonly known in busi-

ness and government circles as total quality

management (TQM) (Lindsay and Patrick,

1996).2 While OD has been applied primar-

ily in places of employment, the ® elds of

community psychology and community

development have applied it to civil

society, especially community organisations

(Newbrough, 1973; Leonard, 1994).

OD utilises dynamic systems theory as

its organising principle for change (Senge

1990): the idea that in social systems

there is no top or centre from which

power emanates in a hierarchical, linear

fashion; rather, there is a complex self-

organising web of actors interrelating and

creating power through relationship. Acting

in social networks is the key to change.

And it is precisely the key to building

social capital.

6. A Comparison with the Social Mobil-
isation Approach

OD shares many values with the more rad-

ical social mobilisation approach to social

learning advocated by Saul Alinsky and

Paulo Freire. Both approaches see the ulti-

mate source of power as lying within the

community itself. Power rests in the peo-

ple’ s capacity to make sense out of reality,

to generate knowledge about their reality

from action and re¯ ection, to build their

own identity, and to become more fully

human. However, social mobilisation advo-

cates criticise the OD approach to social

learning as manipulative and naive: manip-

ulative of workers for the bene® t of capital

and naive for not taking suf® ciently into

account the structure of power that lies out-

side the community (Friedmann, 1987; For-

ester, 1989).

The OD approach to social learning,

especially as applied to the community

level, emphasises the participatory tools for

building organisations and institutions that

enable citizens/members to solve problems

in an economically sustainable way. This

approach advocates unity (solidarity), disci-

pline and improved organisational methods,

and not simply the ª exuberance of democ-

racyº that has led to corruption, irresponsi-

bility and lack of accountability in many

emerging democracies (Fuglesang and

Chandler, 1993, p. 30). While resting on

democratic participatory values, the OD

approach requires disciplined learning and

practice to build harmony out of social dis-

cord. Muhammad Yunus founded the

Grameen Bank on these principles about 20

years ago:

While both Alinsky and Freire to some

extent advocate con¯ ict and confron-

tation as a means of synthesizing action

for liberation and development, the

Yunus approach is analytical, process-

oriented and non-confrontational. Its

strength is competence in organizational

development. To counteract and super-

sede oppressive structures, it builds

alternative, more effective and enabling
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socio-economic frameworks (i.e. organiza-

tions) through which people can partici-

pate in action towards their liberation. And

it attempts to do so on a large scale.

(Fuglesang and Chandler, 1993, p. 31)

7. Examples of Changing Roles for Devel-
opment Professionals

Development planning has already ventured

far beyond the technical expert model (Rod-

win and SchoÈ n, 1994). Development plan-

ning now includes the collaborative process

skills that are the key to building social

capital. By addressing social capital forma-

tion, development planners are joining the

larger professional tide toward the model of

the re¯ ective practitioner. The following ex-

amples give a taste of the new tools, skills

and sensitivities already being demanded in

the ® eld of community economic develop-

ment: promoting stakeholder participation,

measuring qualitative change and catalysing

inner development.

Promoting Stakeholder Participation

Fed from above by the popularity of TQM,

and from below by the long history of grass-

roots participatory efforts, development or-

ganisations have begun to promote

` stakeholder’ participation in decision-mak-

ing (Campbell 1995). These efforts are

spurred by budget cutbacks and the desire for

sustainable development (i.e. development

efforts that will be carried on by the stake-

holders after the agency withdraws).

Stakeholder participation has become an

explicit agency-wide strategy only in the last

® ve or six years among major bilateral devel-

opment agencies such as Canada’ s CIDA, the

German GTZ and the USAID. USAID, for

example, issued a high-level Statement of

Principles on Participatory Development in

1993 that committed itself to constructing a

development approach based on partici-

pation.

In 1994, the World Bank concluded that

stakeholder participation would enhance the

quality, effectiveness and sustainability of its

projects (World Bank, 1994). As the Bank

aims to become more accountable and client-

centred, it is encouraging the governments it

assists to promote the participation of a wide

range of stakeholders, especially the poor

themselves (World Bank, 1994, p. 30). Par-

ticipatory mechanisms being used by the

Bank vary in the degree to which stakehold-

ers have in¯ uence, from information-sharing,

consultative mechanisms, and joint assess-

ments, such as participatory poverty assess-

ments, to shared decision-making and

implementation, capacity building of stake-

holder organisations and support of stake-

holder initiatives.

The Bank has been accused of using par-

ticipatory methods for social marketing of its

own operations plans (World Bank, 1994,

Annex VI, p. 6). In response to this criticism,

the Bank is considering ways of creating a

culture of participation among Bank staff by

bringing in NGO practitioners experienced in

participatory methods; providing staff train-

ing in participatory methods using case stud-

ies and role-playing; offering three-month

grassroots sabbaticals for the Bank’ s opera-

tions staff to learn by doing; and developing

an inter-agency consultative learning group

(network) on participation (p. 7).

In the US, stakeholder participation is be-

coming more common in federal, state and

local government economic development ef-

forts. (See Program for Community Problem

Solving, 1996, for examples of participatory

economic development projects at the local

level; also Sharp and Bath, 1995). At the

federal level, President Clinton’ s 1993 em-

powerment zone legislation required local

governments to bring the private-sector and

community-based stakeholders to the table to

design and implement job-generating

projects aimed at poverty alleviation (Gittell

et al., 1996). Community development cor-

porations in the US have been pursuing

stakeholder involvement in multi-sectoral

strategic planning efforts (Halpern, 1995;

Medoff and Sklar, 1994). Many church and

other community-based organisations com-

bine aspects of personal development, self-



BUILDING SOCIAL CAPITAL 751

esteem building and individual empower-

ment with stakeholder participation in com-

munity development (Hinsdale et al., 1995;

McDougall, 1993).

Measuring Intangibles

Among international development organisa-

tions, the importance of social capital in

community development has long been

understood, but seldom explicitly targeted.

Most donor agencies, especially the large

ones, have measured their success primarily

in terms of tangible outputsÐ for example,

number of micro-enterprises created, loans

disbursed, jobs created, income generated,

infrastructure built or people served. As

larger agencies have downsized, however,

they have begun to adopt the catalytic role of

building social capital, rather than (or in

addition to) the instrumental role of creating

direct tangible outputs.

The Inter-American Foundation is known

for its participatory grassroots approach to

community development in Latin America

(Ritchey-Vance, 1994). However, it was only

in 1992 that the IAF began to develop a

method for measuring the intangible impacts

of its projects on social capital. Called the

Grassroots Development Framework, it mea-

sures three intangible factors: personal

capacity (self-esteem, cultural identity, cre-

ativity, critical re¯ ection); organisational cul-

ture and capacity (vision, participatory

practice, autonomy, solidarity); and com-

munity norms (values, attitudes, relations).

Organisational culture and community norms

are direct re¯ ections of social capital; their

presence rests on personal capacity-building

(Ritchey-Vance, 1996).

Facilitating Inner Development and Group

Learning

Many organisations both small and large are

now paying attention to the organisational

learning cycle and the inner development it

rests on, in order to generate authentic,

empowered participation (see discussion in

Wilson, 1996). Using a participatory method-

ology does not by itself ensure the formation

of productive social capital:

People can participate without learning.

Beginning where people are, and then

designing steps to help them move through

the [learning cycle] increases the possibil-

ity of a sustainable impact. (S. Dunsmore,

quoted in Gooden, 1996, p. 10)

PROCAP (Programa de CapacitacioÂn y

Apoyo), a small NGO that works on rec-

onciliation and community economic devel-

opment in ex-combat zones of El Salvador,

combines inner development and group

learning with its own staff as well as with

project participants. For PROCAP, respon-

sible participation in decision-making

requires an understanding of the com-

munity’ s needs, and not merely the capacity

to advocate in one’ s own interest. Partici-

pation means more than simply having

people express their opinions. The right to

participate in the decision-making process

brings with it the responsibility to act for the

common good (Gooden, 1996. p. 9).

In designing programmes for individuals

with little experience in democratic partici-

pation, PROCAP creates a learning cycle.

First participants reconceptualise themselves

as actors; they identify their concerns and set

priorities for action; they prepare themselves

to act with appropriate training; they learn by

doing; and, ® nally, the participants evaluate

each action for greater group learning

(Gooden, 1996, p. 10).

PROCAP’ s professional staff members

accompany the participants through a series

of learning cycles, building trust along the

way. With a staff of 50, PROCAP hires

professionals who show a commitment to

these participatory values.

Learning to Walk in the Other’ s Shoes

The 20-year-old Grameen Bank, known for

its successful micro-enterprise group lending

to the landless poor of Bangladesh, de® nes

its essence as linking social development,

economic development and empowerment,
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with microcredit as the catalyst. The 1.8m

borrowers, 90 per cent women, are members/

owners rather than clients of the Bank. Now

with over 12 000 employees, the Bank oper-

ates on the principles of TQM, with group

decision-making, team work, quantitative

and qualitative participatory evaluations, and

a computerised management information

system. Each of its 1000 branches is a pro® t

centre that must carry its own weight, main-

taining group accountability and transpar-

ency (Fuglesang and Chandler, 1993).

The Grameen Bank has gradually devel-

oped an intense six-month training pro-

gramme for its entering professionals, all of

whom must have a Master’ s degree in any

subject. The training ª plunges a person into

direct contact with the poorº by living in a

village and working at the local Bank branch

(Fuglesang and Chandler, 1993, p. 70).

Ninety-® ve per cent of head of® ce staff have

been trained in the rural areas and worked

there as trainees and branch managers before

moving to the head of® ce in Dhaka. Thus the

® eld experience becomes ª the yardstick by

which subsequent decisions are madeº

(p. 74).

The ® eld experience, which leaves trainees

largely to their own devices, teaches self-

reliance, co-operation, innovation, listening

and empathy. Not even being allowed bicy-

cles to get around, the trainees must share the

daily experience of the branch workers they

will eventually supervise, as well as the daily

experience of the rural poor themselves. The

training involves primarily living in the vil-

lage where the branch operates, listening and

learning, and letting go of prior concepts.

Besides formal training in Bank procedures,

the trainees carry out action research

projectsÐ case studies of Bank members to

® nd out the impact the loans have had on

their lives. They learn group process skills,

team work, participatory management skills,

con¯ ict resolution, and listening and com-

munication skills. Every eight weeks, the

trainees come together to share experiences

and to learn from each other. Those who

complete the training have increased self-

con® dence and a higher level of commitment

to, and understanding of, the Grameen pro-

cess for building social capital (Fuglesang

and Chandler, 1993, p. 79).

8. New Tools and Methods

The new roles being played by develop-

ment planners require a bundle of tools and

methods for community-building which go

well beyond substantive expertise.

Participatory Action Research

Aimed at collaborative problem-solving of

community-de® ned problems, participatory

action research respects and works with peo-

ple’ s own capability to produce knowledge.

It is an educational process of community

mobilisation for development through dia-

logue and re¯ ection on action (Hinsdale et
al., 1995). The dialogue is

not simply a form of exchange or bargain-

ing around pre-de® ned interests. It

involves mutually reconstructing what

constitute the interests of the various par-

ticipantsÐ a process of mutual learning

through mutually searching to understand.

(Healey, 1992, p. 155)

Participatory action research can have a

transformative effect on the hearts and minds

of the participants (Forester, 1989, p. 195;

Rahman, 1993).

The learning process may be facilitated by

an outside professional, but with control in

the hands of the community (Burkey, 1993).

Speci® c methodologies for facilitating partic-

ipatory action research are proliferating. Two

used by the World Bank are Participatory

Rural Appraisal and SARAR (an acronym

standing for self-esteem, associative strength,

resourcefulness, action planning and

responsibility) (World Bank, 1995).

Organisational Learning

Organisational learning is participatory

action research applied to the dynamics of

the group or organisation itself. Carried out
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through dialogue and re¯ ection for mutual

learning from action (Argyris and SchoÈ n,

1974, 1978), it too can have a transformative

effect on the participants, generating a re-

newed commitment to group and sense of

direction (Forester, 1989, p. 195).

Dynamic Systems Analysis

A tool for enhancing both action research

and organisational learning, dynamic systems

analysis helps the members of a group to see

interrelationships rather than linear cause±

effect chains, wholes rather than isolated

parts, and processes of change rather than

static snapshots. It allows people in a system

to be visualised as actors and subjects, not

reactors and objects (Senge, 1990, p. 73).

Speci® c systems skills useful for learning

from action include reframing (SchoÈ n and

Rein, 1994) and double-loop learning

(Argyris and SchoÈ n, 1978). Dynamic systems

analysis is also used as a tool for compre-

hending and facilitating small-group devel-

opment (Newbrough et al., 1997).

Communicative Action

The German critical philosopher Habermas

provides principles for facilitating stake-

holder-based small group learning. Called

communicative action, this form of learning

rests on equal access to information and con-

sensus-building through dialogue rather than

power relationships (Innes, 1995, p. 187).

Tools for analysing language, discourse and

representation are essential for communica-

tive action. Both modernist approaches to

discourse analysis such as Forester (1989)

and post-modern approaches such as Healey

(1992) provide useful tools for understanding

and guiding communicative action. (See

Lauria and Soll, 1996, for an application of

communicative action tools to economic de-

velopment planning.) Communicative action

is part of the re¯ ective practitioner’ s tool kit

(Innes, 1995, p. 188).

Non-traditional Indicators

Non-traditional indicators measure organisa-

tional capacity, personal sense of coherence

and self-ef® cacy, level of inter-personal trust

and co-operation and other intangible prod-

ucts of community-building (Anderson,

1991; Feurstein, 1986; Rahman, 1993; Quin-

tero Uribe, 1995; Rubin and Babbie, 1993;

see also Mackie, 1995).

Participatory Methods

The tool box of participatory methods in

social learning is expanding rapidly, some

with ` brand names’ (i.e. service marks, as

opposed to trade marks). They include work-

shop-based methods such as appreciation-

in¯ uence-control (AIC)Ð a method for

guiding empathic listening, dialogue and ac-

tion decisions by small groups developed by

a private company (ODII) and used by the

World Bank. The PC/team up method, also

used by the World Bank, employs a com-

puter software package that guides partici-

pants through team research, project design,

planning, implementation and evaluation.

Another method is objectives-oriented proj-

ect planning (ZOOP), which builds stake-

holder commitment and capacity with a

series of participatory planning workshops

(World Bank, 1995).

Participatory methods for stakeholder con-

sultation and deliberation include focus

groups and rapid appraisals. One group of

participatory methods brings together a ran-

domly selected representative sample of citi-

zens for dialogue and consensus-building.

Examples include the Kettering Foundation’ s

National Issues Forum, the Jefferson Cen-

ter’ s Citizen Juries, and the Planning Cell

method developed by Peter Dienel in Ger-

many (World Bank, 1995; Dienel and Renn,

1995; Renn et al., 1995).

9. Inter-personal and Group Process Skills

Sometimes called ª people skillsº (Bolton,

1979), ª democratic artsº (Lappe and DuBois,

1994) or ª emotional intelligenceº (Goleman,

1995), there is a set of interpersonal and

group process skills that are useful for com-

munity-building:
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1. Communication skills, especially active

listening (Bolton, 1979; Forester, 1989;

Covey, 1989).

2. Relationship skills, such as building mu-

tual respect, understanding, trust and em-

pathy (Hoch, 1994, p. 314; Baum, 1987,

1990).

3. Group process skills, such as con¯ ict

resolution (Fisher and Ury, 1981; Suss-

kind and Cruikshank, 1987); group

faci-litation (Burkey, 1993; Ewert et al.,

1994); participatory problem-solving and

decision-making (Meck, 1996, p. 284);

team-building (Catanese, 1996, p. 294);

celebration, ritual and appreciation

(Hindsdale et al., 1995, pp. 102±126).

4. Networking skills, i.e. creating linkages

and networks within and outside the com-

munity, both virtual and actual (Fried-

mann, 1987, p. 400; Hanna, 1994; Mayo

and Craig, 1995; Shuman, 1994).

5. Leadership skills, focusing on leader as

coach, catalyst and change agent (Burkey,

1993); leader as articulator of partici-

pants’ hopes and desires (Hoch, 1994, p.

304); leader as builder of shared vision

(Catanese, 1996, p. 295); leader as ser-

vant, leader as reframer (Senge, 1990, p.

289); leader as empowerer of others

(Robinson Jr, 1994; Catanese, 1996, p.

297); and co-operative leadership (Giloth

and Mier, 1993).

10. Values, Virtues and Inner Develop-
ment

Community-building is not a formal activity

requiring only the correct set of tools and

skills. To be effective, community-builders

and development planners must embed the

tools and skills in a set of conducive personal

values and virtues (Lean, 1995). Humanist

psychologist Carl Rogers lists the following:

openness, authenticity, intimacy, comfort-

ableness with process and uncertainty; caring

attitude (gentle, non-judgmental); closeness

to and caring for elemental nature; trust in

one’ s own inner knowing; unimportance of

material accumulation; yearning for the spiri-

tual, the experience of unity and harmony

(Rogers, 1980; pp. 351ff, cited in Friedmann

1987, p. 208). Stan Burkey adds that the

successful catalyst or change agent is one

who can detach from ego, for whom

ª ful® llment is to be sought not in establish-

ing one’ s own image but in liquidating itº

(Burkey, 1993, p. 105).

Values and character ethic are intimately

connected with inner development. Two of

the leading authors under the TQM umbrella,

Stephen Covey (1989) and Peter Senge

(1990), eloquently argue that it is inner

change that lies at the basis of sustained

external quality improvement.3 Downplaying

personality development as the super® cial

acquisition of useful abilities and traits, these

authors stress character developmentÐ the

continuous, long-term process of becoming

more self-aware. Inner work on one’ s state of

being leads to personal mastery and personal

renewal. Through continual learning, refram-

ing and changing mental maps about one’ s

self and one’ s relationship to the world, an

individual reaches ultimately what Senge

calls ` metanoia’ and Covey calls ` paradigm

shift’ : a fundamental shift of mind and

change in heart that generates a felt sense of

compassion, trust and connectedness to the

whole (Senge, 1990, p. 167). When wide-

spread paranoia becomes widespread

metanoia, social capital will ¯ ourish!

11. The Implications for Professional
Education

In the coming century, professionals will be

called upon to create the kind of ` public

space’ that generates social capitalÐ i.e. the

patterns of mutual accountability and co-

operation that enhance connectedness (Sulli-

van, 1995, p. 234). If we are on the cusp of

a new epoch that will make community-

building a central feature of professional

lifeÐ what Sullivan calls ` civic professional-

ism’ (p. 234)Ð it is clear that professional

education will be profoundly affected. Pro-

fessional training will need to teach develop-

ment planners to empower clients and build

community. It will transcend the old model

of dependence on technical expertise. It will
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teach the relational and process skills, tools

and values necessary for community-build-

ing. The current widespread interest in social

capital is an invitation to universities to

reassert their leadership in developing a

responsible and empowering cadre of profes-

sionals, as well as a responsible and empow-

ered citizenry.

Academia is gradually adopting the new

professional protocol of the re¯ ective prac-

titioner to its own practice of teaching. The

relational and process skills, tools and values

necessary for community-building cannot be

taught using traditional pedagogy. The stu-

dent cannot acquire these skills by being told

about them. However, students can be

coached to discover and to appropriate them

for themselves, through a combination of

experiential learning and re¯ ective dia-

logueÐ what SchoÈ n calls re¯ ection-in-action

(SchoÈ n, 1987, p. 92). Open-ended practicums,

along the lines of the architectural design

studio and in-class role-playing of case stud-

ies, provide a medium for individual and

group re¯ ection-in-action (SchoÈ n, 1987, p.

17). These practices can be transformative for

the student (Forester, 1989, p. 198).

The effective teacher models the skills of

community-building in the classroom. The

classroom becomes a collaborative com-

munity that fosters belonging, caring, mutual

respect, stewardship, generosity, service and

responsibility (Sergiovanni, 1994, p. 117).

The tools of co-operative learning (Godsell et

al., 1992), team learning (Michaelsen et al.,
1993), active learning (Bonwell and Eison,

1991), and quality teaching (Millis, 1993) are

useful in this endeavour, but are ultimately

effective only if the teacher him or herself has

done the necessary inner work. To model the

skills for social capital building, the teacher

must become an empowered individual,

strong enough to step aside and listen, to

motivate without controlling (Millis, 1993, p.

160). The effective teacher, like the social

learning facilitator, is able to ª relinquish the

authority role while assisting the students to

take over their own learning processesº

(Innes, 1995, p. 187). The Model II teacher,

according to SchoÈ n (1991), is trusting enough

in dialogue with students to verbalise tacit

assumptions, test attributions, communicate

feelings and let go of outcomes. In contrast,

the Model I teacher, motivated by an underly-

ing fear, attempts to control the classroom

process (Argyris and SchoÈ n, 1974).

Effective universities will become social

capital builders both inside and outside the

classroom. Faculty will model the collegiality

of community-building among themselves,

from faculty meetings to research projects.

They will need to be supported by an admin-

istrative structure that understands, rewards

and also practises the new paradigm (Sergio-

vanni, 1990).

The new pedagogy cannot be con® ned to

the university. Action research workshops,

internships and extended residencies will take

the student into the community as a core part

of the professional curriculum in the next

century. Universities will reach out to the

organised civil society to create a synergistic

partnership. Community leaders and pro-

fessional practitioners will spend their ` sab-

baticals’ in academia, enriching classroom

learning by their presence. Students will do

® eld work and internships with community-

based groups and other non-pro® t organisa-

tions engaged in social capital building. Some

of these partnerships between university and

community will extend beyond borders to

other countries, especially in the developing

world and newly emerging democracies.

Professional education will bring together

in creative tension both theory and practice,

intellect and intuition, thoughts and feelings,

values and objectivity, the personal and the

professional, the individual and the group, the

classroom and community. Citizenship skills

will be an integral part not just of professional

education, but of the entire academic curricu-

lum at all levels. Schools and universities will

play an important role in building social

capital for the next century.

12. Putting It All Together: An Example
from Cali, Colombia

One university that is taking the lead in

preparing the new professional is the Univer-
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sidad del Valle in Cali, Colombia. Univalle,

as the university is known, is partnering with

the FundacioÂn Carvajal, a non-pro® t organis-

ation with 30 years of experience in com-

munity economic and social development in

low-income areas of the Cali region. A few

years ago, Univalle began to send some of its

business students to work as management

interns with community-based organisations

receiving assistance from the FundacioÂn. The

interns experienced the social learning

approach to empowerment that the Foun-

dation had recently developed (the ` COR-

POS’ model, described in Wilson, 1996). Out

of these experiences grew the idea for a

School of Management in Social Develop-

ment that would prepare professionals to

build social capital.

The new school at Univalle will teach the

skills, tools and sensitivity necessary for

building social capital in low income com-

munities. The school will emphasise group

learning and experiential education. Students

of the school will undertake community-

living experiences (vivencias), case studies

of the Foundation’ s current projects, and

year-long management internships in com-

munity organisations. The new school will

bring grassroots community leaders, local

government of® cials and experienced practi-

tioners into the classroom experience. The

Foundation and Univalle are partnering with

universities in other countries that are

actively pursuing this new pedagogy for pro-

fessional education.4 The ultimate vision is to

create a collaborative network throughout

Europe and the Americas of universities,

non-governmental organisations and com-

munity-based organisations that use a social

learning approach to building an ` economy

of solidarity’ (Razeto, 1993).

13. Conclusions

One of the consequences of the mainstream-

ing of the social capital concept and its

underlying values is that it ¯ ies right in the

face of the two central tenets of mainstream

economics. First, is the assumption of

scarcity. Social capital is free. It requires no

natural resources, no machines, no bricks and

mortar, no advanced degrees, no paid labour.

It is invisible. But it is real. And it is now

recognised as a major determinant of a com-

munity’ s wealth and prosperity. The social

capital boom may be the wedge in main-

stream economics that ® nally breaks an

opening for post-industrial economics to

move centre stageÐ the economics of sus-

tainability (for example, Gandhi, Wendell

Berry, Herman Daly, E. F. Schumacher).

The concept of social capital also mocks

the other leading tenet of mainstream eco-

nomicsÐ the idea of ` economic man’ , the

individual separate self rationally calculating

the costs and bene® ts of his every action on

the basis of self-interest. Instead, the concept

of social capital lends legitimacy to the idea

of individual-in-community: each person is

de® ned not just alone but in relationship to

others; each person seeks to be part of some-

thing larger and can realise him or herself

only when part of something larger. The

successful community is not a collection of

atomistic individuals bumping into each

other’ s self-interest, but rather is a network, a

web of individuals-in-community.

Social capital will not be built through

social engineering by technical experts. By

its nature, it is being built (and rebuilt)

humbly in small increments by individuals

stepping out of isolation, enjoying connect-

edness and taking responsibility for their

public lives. Nevertheless, there is a role, an

opportunity, for professionals who work with

people, whether in the public, private or non-

pro® t sector, to become catalysts of produc-

tive social capital. The view of the

professional as the technical expert dispens-

ing expertise to solve problems for the client

is being softened by the view of profession-

als as catalysts, facilitators, coaches, working

with clients to learn to solve problems.

The communities that successfully build

or rebuild productive social capital will be

those best positioned for prosperity

and adaptability in the coming century.

Those professionals who learn the tools,

skills and values of social capital building

will lead their communities and their profes-
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sions. Those schools and universities that

educate their students with the values and

skills to build social capital, both in the

work-place and in the community, will help

to set the standards, the pace and the vision.

Notes

1. ª Bowling aloneº , Robert Putnam’ s often-
quoted (1995) article based on extensive em-
pirical data from Italy and the US (Putnam,
1993a), seems to have captured the image for
North Americans, while Francis Fukuyama’ s
(1995) book Trust: The Social Virtues and
the Creation of Prosperity does the same for
other parts of the globe.

2. One glaring discrepancy between OD and
TQM arises from the latter’ s preoccupation
with client or customer as the object of ser-
vice, rather than OD’ s concept of client as
partner. The OD approach is not one of
` doing for’ the client, but rather ` doing
with’ Ð collaborative problem-solving ª in a
way that strengthens the initiative and par-
ticipation of citizens, both as individuals and
within their communities and associations,
rather than reducing them to the status of
clientsº (Bellah et al., 1991, p. 27).

3. At an industrial plant with 20 000 workers in
India, TQM rests explicitly on the practice of
ª listening to the inner voiceº (Lean, 1995,
p. 123).

4. The Foundation and the Univalle have begun
a learning partnership with the University of
Texas in Austin (through the U.T. Quality
Center and the Graduate Program in Com-
munity and Regional Planning) and a univer-
sity in Paris, France.
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