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FOREWORD
The papers in this issue of the Journal of Interdisciplinary
Education are linked through the theme of ―Curriculum
Opportunities for Fostering Peace in a Diverse Global
Community.‖ Most of the papers were presented at the NACWCCI conference in Lethbridge, Canada in July 2009. There is a
concentration of thought on global issues that would affect
education and peace.
Curriculum is a tool. Tools are used to accomplish tasks.
Our question of thought is ―What task are we trying to accomplish
by the use of our current curriculum?‖ Are we trying to create
better citizens? Are we aiming to supply better workers for an
economy? At least, are we hoping to produce more completers?
We can recognize these as questions that may be asked when
considering our historical curricula. However, our world does not
rest upon these aims. It stands at a crossroads where peace is the
vital topic. And, if our curriculum developers do not recognize
this fact, we will continue to seek task outcomes that are not
relevant for our world.
Recently, I had two doctoral students tell me that they did
not fully perceive how to provide adequate education until they
had experienced an innovative, global education course
themselves. These are central office staff that had risen through
the ranks of teaching. The curriculum they had taught for their
careers was basically the same we experienced when we were in
school. Now, they understand that there were greater goals that
should be centric to any education – understanding each other,
peaceful relations, justice for all, cooperation in the midst of
diversity, and the instilling of hope. I was shaken by their new
found understanding – that is, I wondered how this had slipped by
two keen professionals in the ―greatest country in the world.‖
Then, I realized that our curriculum does not put these basic
themes in a prominent position that would allow every educator to
purposely strive for with every child. So, in staying the course in
our curriculum we have retreated from primary world needs.
With topics like ―justice across cultures‖, ―messengers of
hope‖, and ―promoting global understanding‘, this issue brings to
v

light some curricular opportunities that perceive the world‘s
greatest need as important for our teaching. We are enlightened by
these discussions that make peace and community primary in our
curriculum focus. Every subject, from mathematics to science, has
inherent opportunities for opening the view on our shared world
and instilling the motivation and tools to seek a better life for all
who live here. So, we are blessed by these authors who have taken
a higher road in their pursuit of a curriculum that fosters peace.

Roger W. Wiemers
Editor, The Journal of Interdisciplinary Education
North American Chapter
World Council for Curriculum and Instruction
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Shutt

Fostering Peaceful Relations through Ethical
Leadership in School

Tammy Shutt
Austin Peay State University
Clarksville, TN, USA
Abstract
Ethical Leadership in schools is vital for effective relationships and
enables schools to be successful in developing learning-centered
students. Where leaders are not ethical, faculty and staff perceive the
school climate as negative, and students suffer in their learning and
relationships due to this lack of positive morale. School leaders should
practice ethical decision-making in all realms. Ethical decision-making
involves perspective consciousness, collegial dialogue, critical
assessment, and reflective thought. When leaders follow these practices,
school personnel feel valued and respected, thus leading to a positive
school climate that fosters peaceful relations in the school community.
Introduction
Ethical Leadership is vital in a school community. Where leaders are not
ethical, a negative atmosphere is perceived by faculty, staff, and other
stakeholders. Student learning is negatively impacted by this lack of
positive morale.
School leaders should practice ethical decision-making in all realms.
Ethical decision-making involves four practices: Perspective
Consciousness, Collegial Dialogue, Critical Assessment, and Reflective.
When leaders follow these four practices, the school community feels
valued and respected. The positive morale fosters peaceful relations in
the school community.
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Peaceful Relations
The ultimate goal for schools throughout the world should be student
learning. Educational leaders have the responsibility of fostering an
atmosphere that is conducive to student learning and teacher
engagement. Today, building quality relationships based on mutual trust
is an accepted practice of school leaders. These peaceful relationships are
the bridges needed to make connections with all members of the school
community (Green, 2010). ―Relationships are essential to academic
achievement and should be based on ethical guidelines‖ (Patton, 2008, p.
7).
Terrell and Lindsey (2009) refer to ―cultural proficiency‖ as an ―insideout‖ process that is fundamental to addressing student achievement.
―Cultural proficiency is a mindset for how we interact with all people,
irrespective of their cultural memberships. Cultural proficiency is a
worldview that carries explicit values, language, and standards for
effective personal interactions and professional practices‖ (2009, p. 21).
The process provides a systemic avenue for interacting with the school
community in an effort to build trust and understanding that will
ultimately lead to peaceful relationships. Schools are social forums,
designed to foster relationships between varied cultures and moral
values. The school leader must foster an environment that encourages
trust among the community and leads to an ethical institution.
Ethical Decision-Making
―Authentic leadership is a metaphor for professionally effective, ethically
sound, and consciously reflective practices in educational
administration‖ (Begley, 2006, p. 570). Ethical school leadership fosters
peaceful relations in the school community.
Strike (2007) made a distinction between ethics and morality. He
contended that morality is important for only the individual as it
separates the individual from community and the concept of leadership.
He further indicated that ethics is important for the community as
diversity in values and beliefs are included in the decision-making
process. Rebore (2001) indicated the relevance of ethics in decisionmaking as it involves leaders in critical thinking on issues.
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Administrators develop through levels of ethical leadership. ―The most
difficult situations are those where multiple ethical standards are at play,
and they cannot all be satisfied by whatever action is chosen‖ (King,
2008, p. 1). The beginning leader will focus and make decisions
developed around the law without much thought given to empathy. At
this stage, the leader is more concerned with doing the right thing than
with the feelings of the community. Intermediate leaders will lean more
toward the empathy arena when making decisions. The intermediate
leaders realize that individual feelings must be taken into account and
will try to move to the empathic end of the spectrum when making
decisions and may disregard the rules with the justification of protecting
the feeling of others. The ideal leader will make decisions that
encompass thought on both law and empathy. The ultimate decision
should take into consideration the law and procedures of the organization
while incorporating the personal values and ethics of the leader as well
as those of the total school community. The ideal leader will utilize a
systematic process in making decisions in an effort to impact the
community in an effective manner.
Practices of Ethical Leadership
Several approaches of ethical leadership have been proposed over the
past decade. Green (2010) proposed four dimensions of leadership for
21st century schools: Understanding self and others; understanding the
complexity of organizational life; building bridges through relationships;
and engaging in leadership best practices. Workforce management
(2008) identified five standards of excellence practiced by ethical
leaders: Communication, quality, collaboration, succession planning, and
tenure. Skinner and Kritsonis (2006) indicated ten recommendations for
an ethical decision-making process that include legality, all possibilities,
affect on others, behavior, data driven, outcome, personal knowledge,
moral knowledge, integration, and evaluation. Frame and Williams
(2005) proposed a model of ethical decision-making from a multicultural
perspective that ―is grounded in universalist philosophy…‖ (p. 169).
Each utilizes a systematic approach to the ethical decision-making
process.
―Leaders in a globalized world need skills that allow them to collaborate,
communicate, negotiate, think critically, and gain multiple perspectives
through dialogic co-construction of meaning with individuals from
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different groups‖ (Gibson, Rimmington, & Landwehr-Brown, 2008, pg.
12). Shutt and Wiemers (2009) identify four practices relative to a
globalized and ethical decision-making process. These practices are not
meant to be steps but rather interactive practices that are dynamic
throughout the decision-making process. Perspective consciousness
involves two areas of awareness: Self awareness and school community
awareness. Collegial dialogue encompasses interaction and collaboration
with trusted stakeholders and peers. Critical assessment requires a review
of laws and standards, examination of pros and cons, and exploration of
strengths and weaknesses. Reflective thought is an analysis and synthesis
of perspective consciousness, collegial dialogue, and critical assessment.
As the leader progresses through the identified practices, decisions
become more ethical in nature, thereby building a positive school climate
and fostering peaceful relations in the school community.
Diversity and Hiring Practices: A Case Study
The following Case Study will be examined as we progress through
practices of the ethical decision-making process. There is no one correct
answer. This is provided as an example of the areas that might be
examined as one attempts to make the most effective, ethical decision in
different situations. A practice case study is provided following the
conclusion section of the paper.
You are a principal at a highly diverse secondary school. The school's
population is more than 75% African-American; however, your teachers
are primarily white. You are aware of the need to diversify your faculty
in order to provide some role models and mentors for the AfricanAmerican children, especially the boys. Even though this paucity exists
within the faculty, there have not been any major incidents that are
forcing you into a quick decision. Yet, it is becoming increasingly more
obvious that you need male mentorship for the African-American male
students.
As the year progresses, an impending vacancy in your science
department comes to your attention. You are going to have the
opportunity to hire a new teacher for the next year. You work with your
faculty to select a Screening/Hiring Committee that will examine all
applications, interview the best candidates, and suggest a particular
person to fill the open position based on a fair evaluation system that
uses a multi-dimensional rubric.
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Within your own thinking, you are strongly aware of the need for a male
African-American teacher. You know what that person could do for the
school if he has the right character. You question whether you should
speak to the Screening/Hiring Committee about this need or whether you
should just wait on the outcome, not interfering in any way. Obviously,
you are pulled in separate directions from within, wanting what is best
for the school in that particular situation, but being keenly aware that you
should not over-influence the process.
The Committee meets, reviews the applicants' packets, and selects three
candidates to make up the pool of interviewees. They want to keep you
"in the know" as principal, so they share with you the application packets
of the interviewee pool. You are elated because one of the final
candidates is an African-American man. You want to immediately share
your wishes with the Committee, but decide to restrain yourself and let
the process follow a fair path.
Each candidate is interviewed and each candidate gives a demonstration
lesson to a group that will use a well-designed rubric to evaluate his or
her teaching. The group is made up of the Committee, yourself,
additional teachers, and some students. It is well organized and the
process follows a very ethical approach. You have confidence that your
Committee is working for the best choice to arise from the candidates.
When all three of the candidates have finished their interview regimens,
the Committee turns over a packet with all completed rubrics and their
selection for the position. It is not the African-American man, but a
White man that they have selected. You examine the rubrics and see that
consistently the White man scored higher in all areas, both by faculty and
by students. And, you remember the teaching demonstrations yourself you were highly impressed by the White man's knowledge, style, and
approachability. Yet, you were hoping that the African-American man
would rise to the top. In this case, he did not.
You are faced with a dilemma. You need a teacher for next year, and you
want two different things - a role model for the African-American boys
and the best teacher available. In this situation, they are not the same
person. What do you do? It is your decision ultimately. Do you override
the Committee that you have trusted, and select the African-
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American man in hopes that he will be that role model needed in the
school, even though you know that some learning may be limited by his
knowledge and skills in teaching? How will the Committee react? Or, do
you go forward with the hire of the White man, knowing that science
instruction will probably improve, but the potential for ethnic disruption
may increase without a needed role model? What is the best choice?
Ethically, what must guide your decision-making (Shutt & Wiemers,
2009)?
Perspective Consciousness
Perspective consciousness requires the decision maker to be aware of
self and the community served by the school. ―Sound ethical decisionmaking starts with being in touch with your own, as well as the
community‘s, core ethical values‖ (Kidder, 2002, ¶ 7). The leader must
be genuine in self examination and understanding of the underlying
values he or she possesses. Begley (2006) indicated that self-knowledge
is a key component to the decision-making process of any leader.
Leaders should have an awareness of their own ethical predispositions
and how those impact daily decision-making.
School community awareness is key to the decision-making process. The
values and beliefs of school community members must be taken into
account for effective ethical leadership to exist. ―In order to lead
effectively, individuals in any leadership role need to understand human
nature and the motivations of individuals in particular‖ (Begley, 2006, p.
571). Leaders must become more sensitive to the value orientation of
others in an effort to provide ethical leadership for the community.
―Ethical leadership begins with the way leaders perceive and
conceptualize the world around them‖ (Johnson, 2005, ¶ 1). Patton
(2008) indicated that ―when good decisions are made they take into
account how actions will affect those who are involved‖ (p. 4).
The principal in the case study is aware of the need for an AfricanAmerican male role model. The principal has considered the
demographics of the community and is hopeful of acquiring the needed
role model. However, there is no indication of the principal‘s awareness
of the faculty and community regarding this perceived need for the
school. Perspective consciousness encompasses both the individual
leader‘s beliefs and the community‘s beliefs served by the school.
Faculty and school community perspectives regarding the need
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of an African-American male role model must be solicited, examined,
and incorporated in the final decision. Awareness of the thoughts of the
faculty may provide an indication as to their openness to support the
―weaker‖ new teacher through staff development activities. Should the
faculty be open to hiring the African-American teacher and helping with
staff development to improve his teaching skills, then the decision to
override the decision of the committee might be supported. If the faculty
are determined that the ―best‖ candidate be hired, then the decision to
override the committee might not be the best one.
Collegial Dialogue
Open discussion between trusted peers and stakeholders should be
dynamic and continuous. Begley (2006) stated: ―… encouraging a
sustained dialogue among all as the only hope of reconciling certain
tragically persistent values conflicts and breakdowns in communication
between and within our societies‖ (p. 572). Dialogue with stakeholders
and peers is vital in obtaining truthful, quality information. ―Ethical
leaders need many advisors. …. Wise leaders collaborate to incorporate
best practices, solve problems, and address the issues facing their
organizations‖ (Workforce Management, 2008, ¶10). Ethical leaders
should use collegial dialogue to gain insight from other‘s in a genuine
effort to make the best possible decision. Making ethical decisions
involves giving all stakeholders a voice.
The principal in the case study is sensitive to the fact that the best teacher
is needed for the academic achievement of the students while being
concerned with the need for an effective role model for the majority
ethnic group. Collegial dialogue with trusted peers will help the principal
gain the insight needed to make the decision. Trusted peers can include
other principals, staff members, community members, and others the
principal trusts implicitly. Through dialogue, the principal can gain
insight to thoughts and ideas of others, both impacted by the decision and
those without an agenda. The principal should seek input from those
trusted peers that will explore all aspects of a decision in an honest and
direct approach.
Critical Assessment
Ethical decision-making requires the leader to critically assess the laws,
standards, and policies relevant to the current issue. In addition,
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the leader needs to reason dispassionately about the pros and cons of
each possible decision. The strengths and weaknesses of alternate
decisions have to be assessed based on both sides of the issue while
being open to new information that might disaffirm a currently held
belief (Willingham, 2008). Critical assessment centers on recognition of
assumptions, weighing options, exploring the accuracy of sources of
information, and determining contradictions.
The principal has to examine the legalities of each possible decision.
Could it be illegal to override the committee? Would it be considered
discrimination should the principal decide to override the committee and
hire the African-American male even though the white male
outperformed the other candidates? Has it been past practice to accept
the determination of Screening/Hiring Committees? If so, what are the
implications if this practice is not followed in this particular case? Will
the students benefit more from the role model or from the ―stronger‖
teacher? These areas must be explored objectively and encompassed
while reflecting on all aspects impacting the decision.
Reflective Thought
―Finally, leaders should have the habit of conscious reflection, wherever
it may lead them‖ (Lashway, 1996, p. 3). Reflective thought is focused
and aimed. The leader must set aside all other thoughts and focus on the
current dilemma, analyzing and synthesizing the practices of ethical
decision-making. Reflective thought is a two part practice: Reflection
before the decision is made and reflection on the impact of the decision
after decision is made. Reflection leads to insights about practice and the
results of decisions on the community.
Reflective thought focuses on the analysis and synthesis of perspective
consciousness, collegial dialogue, and critical assessment. ―Becoming a
reflective educator also requires being open to outside influences, such as
colleagues with different views, findings from research, experiences of
other schools and systems, and concerns expressed by the public and
policymakers‖ (Ghere, Montie, Sommers, & York-Barr, 2006, p. 254).
―Increased reflective practice and communication among school
communities may enhance understanding of the decisions being made‖
(Taylor & Strickland, 2002, p. 299). Reflective thought increases the
awareness of ethics (Edmonson & Fisher, 2002) leading to decisions that
are ethically sound.
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Reflection on all issues impacting the decision will help the principal
make the best decision. The principal needs to recognize and understand
the values of others impacted by the decision. Analyzing and
synthesizing insights gained from perspective consciousness, collegial
dialogue, and critical assessment will provide a foundation for the
decision regarding hiring a new teacher. If the principal satisfies all the
components that will allow him or her to override the committee and
make an ethical decision that will be supported by the total school
community, the students will have the added benefit of a needed role
model. If it is determined through the practices of ethical decisionmaking that the ―stronger‖ candidate is the appropriate new hire, the
principal will be able to make that decision with confidence that he or
she has done the best thing possible for the community impacted by the
decision.
The principal should continue to analyze and reflect upon the decision
made for hiring the new teacher. Has the decision helped the school
community? Has the teacher hired impacted the situation in a positive
manner? Reflective thought after the decision is a time for the leader to
determine the effects of the decision and identify any needed adjustments
or anything that might impact belief systems. This is a time for the leader
to grow his or her ethical decision-making approach in an effort to foster
peaceful relations.
Conclusion
―Schools are moral institutions, designed to promote social norms, and
principals are moral agents who must often make decisions that favor
one moral value over another‖ (Lashway, 1996, p. 2). Peaceful relations
are fostered through decisions that consider all perspectives, include
stakeholder input, and that are critically explored. The proposed practices
of ethical decision-making ensure the inclusion of various customs and
ideals of the school community, encouraging support, trust, and respect
that lead to peaceful relations.
No one answer exists for every situation. The practices of ethical
decision-making are designed to provide an avenue for leaders to
practice and become adept at analyzing and synthesizing each unique
situation in an attempt to make the most ethical decision possible. Ethical
decisions are those that are supported by the total school community.
Every decision needs to positively impact the community served by the
school. Ethical decisions will promote peaceful
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relationships as a deeper understanding of diversity humanizes all
members of the school community.
Practice Case
Work through the following case utilizing the practices of ethical
decision-making.
You are the principal of a U.S. public K-4 elementary school in a large
city. Following 9/11, a second grade Muslim student stops attending
school. You call the father to determine the reason for the absence. The
father and mother are afraid for their child to come to school as the child
has to walk. The father leaves for work too early to bring the child to
school and doesn‘t get home in time to pick the child up from school.
The mother is afraid of retaliation against herself if she walks the child to
school. Attendance is compulsory in the state and the parents are
breaking the law by keeping the child out of school. How does the
administrator make an ethical decision for this situation while at the
same time fostering peaceful relations?
Some questions:
Perspective Consciousness
1. How do you feel about the situation?
2. How does the SCHOOL community feel about the situation?
3. Is there a culture of belief that this is the right thing to do?
4. Do you think the students that are not Muslim will try and
retaliate against a small child?
Collegial Dialogue
Speak with those you trust to help you make a decision. When
you are an assistant principal, it may be the principal, but not
always. If you feel more comfortable, ask someone from another
school. Ask a trusted friend. Discuss the ramifications for
everyone involved – the parents, the child, the school, the
administration, the district, the community.
Critical Assessment
1. What does the law indicate?
2. What is the impact on the district?
3. What is the impact on the school?
4. What are implications for the parents if the child continues to
miss school?
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Reflective Thought
Analyze and synthesize the information and thoughts obtained from the
three practices addressing the child not coming to school. What are the
feelings of the parents? Is there a decision that will help alleviate the
parents‘ concern and that will meet all the requirements regarding school
attendance? Can the situation be dealt with in a manner that will satisfy
all policy and legal concerns while at the same time fostering a
relationship with the parents and other member of the community with
the same concerns?
There is no one correct answer. It is a given that the child has to come to
school. However, the parents‘ concerns have to be addressed when
finding the best possible decision for this school and community. By
collaborating, communicating, critically assessing, and reflecting, an
ethical decision that meets the needs of the parents and school can be
achieved.
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Turn Away from Violence: Turn Towards Peace and
Appreciation
Teaching the Holocaust: Curriculum Case Study
of Students in a Sixth-grade, Private, Catholic School Religion
Class
Michele Periolat Dahl
Oak Knoll School
Summit, New Jersey, USA
Abstract
Through the lens of a Critical Pedagogist engaged in Catholic Social
Teaching, Michele Dahl employed the constant comparative method of
analysis to discern student learning via the analysis of student journals,
Critical Incident Questionnaires, bisque tile projects, triptychs, and
interviews with her sixth graders who were involved in a modified
version of the ―Adopt-a-Survivor‖ program. The impact of the Holocaust
survivors‘ personally speaking to all of the children was reflected in the
students‘ intentions to bear witness and in their thoughtful,
transformative language. They demonstrated understanding about the
Holocaust and made connections between the Holocaust and other
intolerable acts.
After presenting her preliminary findings at the 2007 chapter conference,
she continued the analysis, resulting in her doctoral dissertation. She is
interested in the effectiveness of the anti-bias curriculum which she has
assembled in recognition of the state-mandated requirement for
Holocaust education in New Jersey.

Introduction
Where, after all, do universal human rights begin? In small places,
close to home so close and so small that they cannot be seen on any
maps of the world. Yet they are the world of individual people; the
neighborhoods they live in; the schools or colleges they attend; the
factories, farms, or offices where they work. Such are the places
where every man, women, and child seeks equal justice, equal
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opportunity, equal dignity without discrimination. Unless these rights
have meaning there, they have little meaning any-where.
Without concerted citizen action to uphold them close to home, we
shall look in vain for progress in the larger world. Eleanor Roosevelt
I was sitting next to my husband, thumbing through my research
cards—some 400 units of measure (quotations from the student‘s
work)—as he was driving our car down the Mass Pike (Massachusetts
Turnpike). We were heading home with Worchester in our rear view
mirror. I had just presented my preliminary analysis of eight
categories of findings at the World Council of Curriculum and
Instruction‘s North American Chapter conference. As we drove
along, I saw fewer sights outside the car window, but was making
further insights into my study. Seven more categories for rules of
inclusion emerged before we hit the foot of our New Jersey driveway!
This paper, presented at the July 2009 WCCI North American
Chapter Conference, updates and further crystallizes the research
reported in Worchester in October 2007.
Purpose
I have investigated the effectiveness of the anti-bias curriculum which
I have assembled in recognition of the state mandated requirement for
Holocaust education in New Jersey. My research plan was to analyze
my students‘ written and artistic reflections after they interacted with
Holocaust survivors invited to our school. The basis for my plan was
three Holocaust survivor visits over three months during my students‘
sixth-grade year. The guests discussed their Holocaust experiences, as
well as their lives before and after World War II.
My thirty-three sixth-grade students were among the youngest
students to take part in the Adopt-a-Survivor program offered by a
Holocaust center. Rather than a one-to-one pairing of high school or
mature middle school student with adult survivor, we broke new
ground with a straightforward plan for ―group adoptions.‖ The
adoption process involved the students attending the survivors‘ visits
and the students‘ work on related assignments.
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We expected three survivors to visit the sixth-graders on three
occasions as guest speakers at our school. Therefore, we divided the
thirty-three sixth-grade students into three groups of eleven students
per group. My focus would be on a purposeful sample of four
children, with at least one of those children a part of each survivor
group.
Focus Questions
The focus of my research involved the following questions:
1. How do students in a sixth-grade Catholic school religion class
come to understand the experience of the Holocaust?
2. How do students in a sixth-grade Catholic school religion class
view their role as one who can bear witness?
3. What connections do students in a sixth-grade Catholic school
religion class make between the Holocaust and other acts of
intolerance?
Visits
Ted, our liaison from the Holocaust center, and I agreed to the format
of his introducing all of the visiting Holocaust survivors on the first
day, giving all of our guests a chance to share something of their life
pertaining to the Holocaust. The outline for second visit was to be
more intimate and detailed, where our survivor-guests would tell their
story to eleven children in small group The essence of the third visit
would be a party hosted by the students to honor our guests. As
moderator and liaison, Ted would lead, contact our guests about the
details, and provide transportation as needed. We revised our plans in
accordance with the needs of the participants.
The First Visit
For the first visit Holocaust survivor Irina was unexpectedly
accompanied by her friend Fatima. As a survivor herself, Fatima
wondered what it might be like to address a school group. On that
first visit in March, I noticed survivor Maria taking Fatima‘s hand.
She reassured her. And thus, Fatima decided she would share her
story with us that very day! Our group meeting for the first visit
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took place in the chapel, which is annexed to the school building. Ted
introduced each of the speakers, now numbering four: Hilda, Maria,
Irina, and Fatima.
The Second Visit
Five weeks later, our April engagement came on a day deluged by
rain. My husband offered to drive all of the women to school. He
welcomed the opportunity to become acquainted with the people who
were becoming an important part of my life!
The children eagerly formed welcoming committees for each visit. A
significant number of students took detailed notes during the survivor
interviews, and many expressed enduring questions,. The students
exhibited profound appreciation for the survivors; they wanted to
learn more about their lives.
The Third Visit
With the school administrator‘s approval and the agreement of all of
our guests, the duration of the last visit was amended, so that it would
double in length! Upon Ted‘s arrival, I excitedly shared our
afternoon plans. Although Ted had visited countless school-children,
he seemed particularly touched as he fought back tears. During the
first 40 minutes our guests furthered their stories, and the children
asked some questions. While all of the participants found it difficult
to conclude the information sessions, eventually, everyone converged
into a party room, filled with student and teacher-made treats. A
glance around the room revealed a relaxed atmosphere shared by all.
Our finale took place in our chapel, just a few steps away.
The chapel venue held the most observable ―magical moments.‖ Once
there, students chosen from each of the survivor groups read
reflections regarding the Holocaust survivors‘ life stories. Then all of
the students sang a poignant song, I am His Child, by Moses Hogan.
At the conclusion, while cameras snapped pictures to treasure, the
students presented flowers and thank you notes to our survivorguests. It was a moving tribute!
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The mood was electric—and even though the students were officially
dismissed after a very full 80 minutes—many students, parents, and
all of our guests remained even longer! We immediately understood
we were part of a remarkable occasion—which was life-changing for
some. We did not want to bring the day to an end! However the
celebration will indeed continue; as we forge links across generations,
backgrounds, and ethnicities, and as the students and adults bear
witness to what we learned. If students and teachers alike take the
message to heart, we will stand up and acknowledge appreciation for
others!
Procedures
Approvals
As part of the Adopt-a-Survivor program and with my school
principal‘s permission, I worked with Ted as well as the director from
an East Coast Holocaust center to arrange three visits by Holocaust
survivors for my sixth-grade students. The visits would take place at
the students‘ East Coast independent Catholic school in the spring
semester of 2007. None of the children elected an alternate activity,
although one was provided. One hundred percent
of the students returned with parental signatures of approval on forms
authorized by my school administration and the Institutional Review
Board (IRB) of the University of St. Thomas.
Participants
The majority of the thirty-three children attended most of the
sessions. Teachers were strategically divided among the three
survivor groups. In addition, one of my adult daughters was in
attendance on each of the survivor visiting dates. As teacherresearcher-organizer, I was present for the large group sessions, and I
rotated among all of the small group sessions.
Process
Initially the children met with all the survivors in a large group
session in March 2007. This first visit was moderated by Ted, a
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Holocaust survivor the children had previously met on a field trip to a
Holocaust center in New Jersey. For the two subsequent visits in
April and May, 2007, the children met as a small group with one or
two survivors in designated areas of the school. Irina and Fatima
stayed together for their presentations to one group of students.
Another group of children met with Hilda, while the third group of
children met with Maria.
Student Work
The students‘ work reported in this section is the outcome of three
teacher-directed assignments: written reflection assignments after the
survivors‘ second and third visits, as well as student notes expressing
their appreciation to the Holocaust survivors. All but one of the 33
students finished at least one of these three assignments. In point-offact, the student who did not submit any of the three written
assignments did participate in arts-based work related to this project.
Focus Group
As previously noted, I obtained parental permission for all of the
sixth-grade students to meet with the Holocaust survivors. In addition,
I sought and gained permission from the parents of four students, to
interview their children in my classroom during four recess/lunch
periods. The interviews were scheduled prior to each of the survivors‘
visits, with the fourth interview taking place after the last survivor
visit.
Study Expanded to Include All Participants
I realized how enriched my reporting could become, if I were allowed
to include the work of all of the thirty-three students. Over the
summer months and with renewed IRB approval, I sent a letter to the
remaining twenty-nine students and their parents, seeking approval to
include each of the sixth-grade student‘s work in my study.
Subsequently, I was granted permission to include the work of each
student in my study.
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Constant Comparative Method of Analysis
Once all available student work was collected and all of the
appropriate signatures of approval were documented, I analyzed the
data. The constant comparative method of analysis (Lincoln and
Guba, 1985), as interpreted by Maykut and Morehouse (1994), is a
primary analysis strategy in my research. A preliminary step in this
method is to ―unitize‖ data (Maykut & Morehouse, 1994, p. 128). In
order to be useful for analysis, a unit must stand on its own in
meaningful relation to the research question(s), or be understandable
without additional information. I unitized all the data from three
sixth-grade religion assignments: abbreviations indicating the
assignment, as well as the informant‘s identity and gender.
Using a concise explanation credited to Lincoln & Guba (1985, p.
347), I began the process of coding and categorizing the students‘
work. So that the category properties are described, Maykut and
Morehouse (2003, p. 139), once again cited Lincoln and Guba
(1985) for their suggestion to write a rule for inclusion as a
propositional statement. Maykut and Morehouse (2003) instructed,
―Rules for inclusion, stated as propositions, begin to reveal what you
are learning about the phenomenon you are studying and are a critical
step in arriving at your research outcomes‖ (p. 139).
I recognized eight rules of inclusion early in the study, and yet I
acknowledged at least one-tenth of the data cards, approximately
another 40 cards, did not satisfy any of the eight rules of inclusion. In
October 2007, after presenting my preliminary findings of this study
at North American Chapter of the World Council for Curriculum and
Instruction Conference in Worcester, Massachusetts, I ―stepped back‖
and began to see the emergence of six more categories, bringing the
rule of inclusion total to fourteen. Over time, and after repeated
analysis, a small residual set of data cards remained as not appearing
to satisfy any of the fourteen rules of inclusion. Eventually a fifteenth
category—Further Notes— became apparent.
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Rules of Inclusion, the Foundation of My Findings
Over 400 units from three written assignments were unitized and
categorized into one or more of the 15 rules of inclusion, the
foundation of my findings. Subsequent pages include an explanatory
section for selected rules of inclusion developed from analysis, along
with a unit (a quotation from the children‘s work) in support the
stated rule of inclusion, and commentary.
The following fifteen topics for rules of inclusion are assembled and
ordered in a way that narrates the survivors‘ lives as reflected in the
work of my students:
Pre-World War II
Lost Childhood
Harsh Treatment
Loss of Fathers
Importance of Family
Catholic to Survive
Youthful Rescuers
Heroism
Survival Tactics
Post-World War II
Importance of Survivors Speaking
Bearing Witness
Survivors Messages Stirs a Transfer or Internalization
Student Artwork
Further Notes
Results
To capture the units of meaning as they pertain to the rules of
inclusion, the students‘ citations vary in length. I have protected all
the children‘s identities by replacing their given name with the name
of one of the fifty states of the United States of America. I have
avoided using alphabetical lists when assigning these state-names to
each student, so that I may further ensure the anonymity of the
children. I have also used pseudonyms for the names of the adult
Holocaust survivors in the study.
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A Sampling of Findings
For this paper I am limiting my report to the results from the analysis
of three written assignments. Further, I am including findings from
just four of the fifteen rules of inclusion.
Survival Tactics Rule of Inclusion
My mother, confirmed in conversation (personal communication,
September 20, 2007), that my father had spoken about other World
War II prisoners-of-war, who lost their fight with depression and
hopelessness; as evidenced by their ultimate suicides. What kept my
father and other prisoners-of-war in a seemingly healthier mental
state? Against the backdrop of a war zone, I suspect that a
combination of savvy tactics, lucky actions, and a series of routine
transactions, may contribute to the sanity, stability, and welfare of
those who endure persecution. The Holocaust survivors my students
met also spoke of clever or even risky tactics, combined with lucky
actions or circumstances, which kept them and others alive.
While a prisoner in Barth, Germany, my father engaged in countless
hours of card games, such as Bridge, or traded cigarettes for
privileges with the guards. The sixth-grade students in this study
alluded to the war-time survival mechanisms of the Holocaust
survivors whom they met. The pastimes or diversions recounted by
the survivors evoked comparisons with my own father, whose P.O.W.
camp was in close proximity to a Nazi concentration camp.
Some children reflected upon Hilda‘s friendship with a Roma girl,
who captured Hilda‘s imagination by mentally transporting her, from
the circumstance of being forced to live in a ghetto. The students‘
remarks often included Hilda‘s savvy tactics in obtaining food and
clothes.
Survival Tactics Quotation from New Mexico
During her first days of work, Hilda started to get sick because of the
tobacco smell. . . . She met a “Gypsy” [The quotation marks are mine;
Roma is the correct term.] girl, who taught her how to avoid working
and hide from her boss. The girls became good friends,
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and one day the [Roma] girl decided to predict their fortunes. The
[Roma] girl predicted they would travel the world, marry foreign
men, and become famous. Well, the [Roma] girl was three for three.
Because of the Nazis, Hilda traveled the world. After the war, she did
marry a foreign man. Also, one of Hilda’s “adopters” won an essay
contest and received $10, 000. She and Hilda had a spot on Oprah.
Over 8 million people saw the show from all over the country. . . .
The prisoners were divided into groups. . . Hilda’s job was to jump
into buildings. . . . and retrieve the bricks . . . . While doing this, the
Jews were given very little food. . . .Hilda. . . looked for sweaters,
underwear, and food that she could either keep for herself, or bring to
the other people in her group.
In a conversation with Hilda (personal communication, April 21,
2008), I learned that students are usually quite interested in Hilda‘s
story about the Roma girl who told her fortune. Hilda, as well as the
other wonderful survivors we adopted, demonstrated an ability to
connect with the children. Again, this connection helped the children
to come to an understanding about the Holocaust, a focal point to my
research.
Amid the turmoil of war, a series of otherwise routine transactions,
combined with pure grit, determination, savvy tactics, and lucky
actions, gave rise to the survivors‘ success in outlasting their
tormentors.
Post-World War II Rule of Inclusion
The students in this study referred or alluded to the post-war
situations of the survivors whom they met. The students showed an
understanding of the importance post-war lives of the Holocaust
survivors. The students depicted our guests‘ first frantic minutes of
freedom, their early post-war years of healing and determination, and
information about their current lives.
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Post-World War II Quotation from Florida
Fatima and Irina met in a slightly strange way. They were both sitting
outside with their children. Next, Irina asked, “Where are you from?”
Fatima said she lived in a very small village that Irina probably never
heard of before. But when she said where she was from, Irina said she
lived there during the Holocaust. Irina had heard there was another
Jewish girl in the village, but never met her. From that conversation,
Fatima and Irina became friends, and are still friends to this day.
The students reported on the survivors‘ lives pertaining to the
immediate aftermath of World War II. Additionally, the students gave
mention of our guests‘ present-day situations. They remarked that the
survivors speak about aspects of their lives, including their Holocaust
experiences.
Importance of Survivors Speaking Rule of Inclusion
The sixth-grade students in this study repeatedly and consistently
referred or alluded to, the importance of classroom guests—as
invited speakers. The students showed a clear understanding of the
importance of the speakers personally sharing their life stories. The
students gave evidence of hearing the messages of the speakers. They
demonstrated their unabashed and forthright appreciation of the
survivors‘ words of wisdom, shared so generously.
Importance of Survivors Quotation from Maine
Now that we have seen a real person who has gone through a lot, I’m
sure we will try harder to support others who have gone through a
tough time. You have taught us that we are lucky children, and I will
never forget that. Thanks again for spending some of your time with
us.
Some students specifically mentioned—or highlighted the fact in their
journals—that the information they were reflecting upon often came
from the speakers telling their story. Overall, the students were avid
listeners—and many internalized what they had heard.
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The students were aware that they were the ―last generation‖ to have
the experience of meeting Holocaust survivors. They were told by one
of the survivors, that since they interviewed witnesses to the
Holocaust, they too, were now witnesses, a sentiment which is also
held and oft attributed to Elie Wiesel. Many students were fascinated
by meeting World War II witnesses or ―primary sources,‖ who
themselves were approximately the age of my students—
adolescents—during the war.
Speaking about one‘s experience is of course very personal. For many
survivors, speaking to others about their experience is a very recent
occurrence. In the years after the Second World War, if a witness
were to speak, it was more likely to be a person who was an adult
during the Holocaust.
For many years after the war, the children of the Holocaust remained
silent. They built new lives in new places and tried to forget how they
had narrowly escaped annihilation at the hands of the Nazis. Still,
after 50 years—after raising families and enjoying successful
careers—they have discovered that they can no longer be
silent. As the youngest and last survivors of the Holocaust, they feel
compelled to bear witness (Anti-Defamation League, 2008).
Hilda mentioned (personal communication, May 11, 2007) that she
had only recently begun to accept speaking invitations to share her
experience. For many years, she had hesitated, as she wasn‘t sure
what good it would do. However she has since come to realize the
impact she is making on those who listen. In that vein, Hilda then
showed me a copy of a cartooned article entitled, ―International
Holocaust Day,‖ by Wiley Miller (2002, June 11), the cartoonist of
the award-winning syndicated strip, Non Sequitur. Hilda said her son
had shared the cartooned article with her, where a child is pictured
asking a person of advanced age about the numerals tattooed on his
arm. The child wonders if he keeps it as a reminder for himself
regarding the dangers he described resulting from acts of political
extremism. The gentleman‘s reply is that he needs no reminder, but
keeps the tattoo to remind others. Like the gentleman in the article,
Hilda and her fellow survivors need no additional
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reminders, but they are gracious in spending time in furthering
Holocaust education.
I mentioned the article to Barbara Wind, the Director of the Holocaust
Council of MetroWest. She told me she has the same article posted on
her bulletin board. Ms. Wind subsequently helped me locate the
article on the internet. She also mentioned it is not unusual for the
survivors to have a sleepless night before a speaking engagement, as
it is not easy for the survivors to relive their memories. It has been
over 60 years since their liberation. And it will be nearly another 40
years until the centennial celebrations of the liberation in the year
2045.
Students Bearing Witness Rule of Inclusion
After hearing the Holocaust survivors relate important aspects of their
life-story, sixth-grade students demonstrated an awareness of the
importance to retell the stories, so that lessons can be learned—and
also with the intention that people, as well as the lessons, are not
forgotten. In their writing, various students exhibited a willingness to
retell the story of the survivor they ―adopted‖ to their
circle of family or friends. Some writings reflect the students‘
internalization of an imperative responsibility—or life-mission—to
keep the stories of the survivors alive.
Students Bearing Witness Quotation from Georgia
I feel responsible to share their stories. I hope that by sharing their
stories I can do my own small part to keep such an awful tragedy
from happening again. I realize that families are the people that keep
your memory alive. Just like the stories I will tell about my own
grandmother, I will tell the survivors’ stories, too, to keep their
memories alive. In this way I think we are all part of the same family,
children of the same God, no matter what our religion.
By reading the students‘ reflections, I became aware of the
unmistakable intent on the part of some children in regard to their

26

Dahl
feelings of responsibility to bear witness. For some students it was as
though you could see a realization come across their face as they
seemed to be thinking, ―It‘s up to me.‖ This once again brought to
mind the frequently quoted statement credited to Elie Wiesel, ―When
you listen to a witness, you become a witness.‖(United Jewish
Communities of MetroWest NJ, Adopt-a-Survivor section 1)
Conclusions
With time for fuller analysis, which became possible after my
presentation in Worcester, MA, the profound impression of the
Holocaust survivors personally speaking to the children was
resoundingly conveyed in the students‘ intentions to bear witness, as
well as in the students‘ thoughtful, transformative language, as they
internalized the survivors‘ words. Some of the students drew
comparisons to other tragic societal ills, of which they had some basic
knowledge. Additionally, a number of students saw their unique role
as agents of change, who will do their upmost in preventing future
acts of intolerance.
During the Question and Answer section of my presentation,
educators were interested in my recommendations for classroom
materials. A partial list would include the following DVDs:
Fab, Joe, Johnson, Robert M., & Pinchot, Ari Daniel (Producers), &
Berlin, Elliot
(Director), & Fab, Joe (Writer/Director). (2003). Paper clips [Motion
Picture].
United States: The Johnson Group, LLC.
Jacoby, Oren. (Producer). (2004). Sister Rose’s passion. [Motion
Picture]. United States:
New Jersey Studio & Metropole Film Board.
Kessler, S. (Producer). (2006). The hidden child. [Motion Picture].
United States: NJN
Public Television.
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East and the South East
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Abstract
Dr. Costandi‘s perspective on justice within and across culture comes
from her own personal experience as a Palestinian/Lebanese Canadian
teacher, researcher, writer and activist. In her doctoral dissertation she
used narrative inquiry, Clandinin & Connelly‘s methodology, to explore
her life and work. Throughout her teaching in Beirut, under bombing
and shelling, and in Montreal (at CEGEPs and at McGill Faculty of
Education) she explored with her students how to investigate issues
related to justice and human rights within the framework of the courses
she was teaching in the field of multicultural education. The Canadian
context itself with its particularity as a country that has multiculturalism
embedded in its constitution, gave her and her students much food for
thought and provided the underpinnings for very interesting debates. In
this paper, she will examine some of those arising issues as well as give
examples of some discussions with students and highlight important
paradigm shifts.
Mrs. Kamala Louvelle‘s perspective on racism and on justice within and
across cultures stems from her travels and work as a Sri Lankan-Indian
teacher in Africa (Nigeria & New Guinea) and in South America
(Venezuela) and Central America (Mexico). In her long teaching career,
she developed sensitivity to racism and a much more in-depth
understanding of its ramifications through teaching students from other
cultures as well as experiencing racism herself. She will discuss some of
the issues arising as well as highlight some of the interesting ways in
which she dealt with some of her encounters with justice and racism.
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Introduction
As colleagues, researchers and friends, the authors found out through the
re-telling of their personal narratives so many commonalties in their dual
histories; those commonalties led to a confluence of ideas regarding their
landscapes of learning and their epistemologies. Kamala was born in
India; her father was a devout Hindu Indian (Tamil) and her mother was
of Sri Lankan (Sinhalese) origin. She spent many years in North India
because her father was an officer in the Indian army and they were
posted to various North Indian cities every two years. After her father
retired from the army the family settled in Bangalore; she moved to
Canada in 1983 after marrying a Canadian.
Samia‘s origin is Palestinian; after the ―Nakbah‖ of 1948, her parents
married in 1950 and moved to Cyprus where she was born in Limassol.
Ensuing a stint in England where the eldest of her male siblings was
born, her family moved to Beirut, Lebanon, to live in an environment
that was closer to her parents‘ and grandparents‘ home. She lived most of
her life in Beirut until she traveled to Montreal, Canada with her two
young sons aged eight and ten in 1988 to do her graduate work at McGill
Faculty of Education. She fell in love with Canada and decided to
emigrate from becoming a citizen in 1996.
Despite the physical distance separating the geographical locations in
which we grew up, there seemed to be much psychological proximity
between us that manifested in the descriptions of our alternate
experiences while each of us searched for her identity and,
concomitantly, searched for justice in an unjust world. Our experiences
of living in a post-colonial society created emotional and intellectual
alienation and dislocation that we share in this article.
What we intend to do is narrate glimpses of our alternate stories as they
serve to exemplify certain ideas that we have about justice. The
understanding is that our ideas are embedded in our experiences. Indeed
our experiences offer the historical, social, and educational contexts of
our ideas. We do not claim to offer solutions to problems regarding the
question of justice across cultures; rather, we attempt to raise what we
consider important questions and hope to offer some insights.
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Methodology
Female academics for-grounded the movement to formalize narrative
inquiry into a research methodology when they confirmed to us that the
power of voice resides in the personal narrative (Gilligan, 1982; Belenky
et al., 1986; Noddings & Witherel, 1991). Male academics began to join
them (Johnson, 1987, 1993; Bruner, 1996; Nash & Witherel, 2004). We,
the authors, have always encouraged our students to use personal
narrative to construct meanings, create values and interpret personal and
professional experiences long before we heard about narrative inquiry as
a formal research methodology.
Clandinin & Connelly (2000)
formalized narrative inquiry into a research methodology while seeking
to bridge the rift between ‗packaged knowledge‘ and ‗experience;‘ they
explained that when research conclusions, policy prescriptions and so on
are torn out of their historical contexts, this has epistemological
consequences: ― This strips away the historical meaning that situates the
knowledge claims in the conditions and context of inquiry and in the
subjectivity associated with human presence in inquiry‖( 1995, p. 11).
We agree with Clandinin and Connelly when they explain that ‗packaged
knowledge‘ has an ethereal quality that makes one wonder whether it has
existed independent of human agency'. We see clearly how when
knowledge claims are stripped of their inquiry contexts, what one ends
up with is a ―rhetoric of conclusions… [which] is neither theoretical nor
practical‖(p. 9). Hence, our choice of using narrative inquiry was
purposeful and conscious: we needed to highlight the importance of
being in touch with life and the existential world in order not to end up
with ―words cut off from their origins‖ where ―no people, events or
things‖ exist but abstract concepts (p. 10). We wanted to validate our
stories, for each one of us is born into a story and ―see through a lens
established before we know we are looking…‖(Shields, 2005, p. 181).
We wanted those stories not to be discarded as they used to be by
education theorists as ‗mere anecdotal material.‘ We consider this article
as part of a growing body of writings that has been traditionally
undervalued in education, that of personal and professional knowledge
landscapes garnered through experience.(Clandinin & Connelly, 1995;
Neilsen, 1995).
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Why justice across cultures?
We chose to write about justice across cultures because we have lived in
unjust societies; we have been fascinated by philosophical and practical
questions about justice that we could not resolve. We have been quite
confounded by the perpetrated injustices against our respective cultures
by dominant cultures and political powers. During our long years of
teaching, we observed that injustices across cultures were also reflected
in educational institutions – in fact they have become endemic in school
systems –elementary, high-school and institutions of higher learning.
The prolific work of the great thinker and educator Stuart Hall certainly
attests to it. (Hall, 2004).
We recognize through our life experiences as well as our many years of
teaching (Kamala thirty years and Samia twenty six years) that racism,
sexism, bias and bullying have become some of the most pressing issues
educational institutions have to deal with. Why has education not
succeeded in preventing the festering of such ills that shred the fabric of
communities? Wherein lay the malaise? Is it something about human
nature? Is it something about power at its most insidious and/or the
processes of colonization that redefine people‘s identities and subject
them to severe degradation and humiliation? Why are injustices not
mitigated by pleas from the heart and rational outbursts from the minds
by those who care deeply?
Connection to Rawls
We admire Rawls‘ Theory of Justice as Fairness (Rawls,
1971/1999) because he is so mindful of the least advantaged in society
and his theory is not ―founded solely on truths of logic and definition.
The analysis of moral concepts and the a priori, however traditionally
understood, is 'too slender a basis' for developing or justifying a
substantive moral theory‖ (Freeman, 2007, p. 36). We admire Rawls‘
confidence in moral thinking and the fact that he considers the ―purely
metaphysical (including naturalistic or linguistic) arguments for moral
principles [as] insufficient to provide justification‖ (2007, p. 36). In fact,
the idea that 'reflective equilibrium ‗is Socratic‘ (p. 37) appeals to us
because we do believe that reason is embodied (Johnson, 1987), and we
believe that the disembodiment of reason across centuries (postDescartes) and what Susan Bordo calls ‗the flight from objectivity‘ in
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her book by the same title (1987) did a lot of damage to educational
paradigms; Maxine Greene agrees (1973). We recognize the multiplicity
of aspects to our personhood that we carry within us. As Mark Johnson
says:
What is going to define the concept person? Is it our
material physical being? Our biological selves? Our
social and interpersonal selves defined by roles? Our
psychoanalytic self? Our developmental self (as in
stages of life)? Our autobiographical self? Our legal
self? Our political self? Everyone of these complex
conceptions of selfhood and personality presuppose a
massive background of values, folk theories, cognitive
models, that give it meaning and reality. To think that
anybody could grasp what this concept means as it is
―understood in itself‖ is to strain credibility beyond the
breaking point. (Johnson, 1993, pp. 97-98)
Johnson‘s insistence on embodied reason works well with Rawls‘
Socratic element of ―reflective equilibrium;‖ as educators and Canadian
citizens we feel very comfortable with this concept. We believe
wholeheartedly that consensus on moral issues can take place through
conversation, discussion, moral deliberation, and Socratic dialectics; we
have witnessed ―reflective equilibrium‖ which ―is a way to discover the
moral principles that are already ‗implicit in practical reasoning‘ ‖
(Freeman, 2007, p. 38) in operation in Canada in the public forums that
used to be held in town halls and other venues to discuss highly debated,
important and sensitive issues. Moral principles do not exist, according
to Rawls, prior to and independent of moral reasoning (Freeman, 2007,
p. 38). Like Kant's categorical imperative which is implicit in moral
awareness, ―reflective equilibrium‖ is discovered by a "a kind of
practical reasoning that is Socratic, and so involves the critical
examination of our considered moral convictions"(2007, pp. 37-38). As
Samuel Freeman confirms:
Clearly, Rawls thought a moral conception of
justice should be compatible with what is
scientifically or otherwise empirically settled.
Indeed, he went to great lengths to insure that the
principles of justice did "fit" with what we know
about psychology, biology, evolutionary theory,
economics, and other social and natural sciences.
(p. 40)
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We value Rawls‘ approach because it is embodied like Mark Johnson‘s
(1987, 1993), Sandra Harding‘s (1998), and Maxine Greene‘s (1973,
1978) approaches.
Educational Context: How the Grand Narrative of the English
Christian Western Education became so present in our lives?
In our mutual educational contexts we seem to have suffered from the
same ailments: a dislocation, a disconnection with our indigenous
cultures, with our histories, with the Palestinian Arab and the Indian/Sri
Lankan heritage(s). We were both ―good little girls‖ studying under the
auspices of the British Empire and trying to fit into the conception of
what a good student was all about within that framework. What kind of
knowledge were we supposed to master? What kind of character(s) were
we supposed to develop? What kind of accent were we supposed to
inter-locute with? What kind of impressions were we supposed to make,
on whom, and which prototype of a young educated woman was each of
us supposed to fit in? What kind of conversations were we conducting
with the world around us? Who were we conversing with? One thing
was certain, we were both made to feel proud of the fact that we studied
in British schools; we were proud of our mastery of the English language
and considered that education a privilege that others would envy us for;
―our kind of education‖ was considered ―superior.‖
We were studying in private schools founded under the British Empire
which had colonized the Near East and India; Kamala studied in an
English Catholic elementary and an Anglican high-school; Samia studied
in the British Lebanese Training College (later known as the Lebanese
Evangelical School for Girls) a Protestant English missionary elementary
and high-school. Our curriculums focused neither on Indian/Sri Lankan
culture nor on Palestinian Arab culture; we could have easily been
studying in England and would not have been alienated at all because our
curriculums were superimposed on our schools by the planners,
educators, administrators and functionaries who came from England.
We lost contact with our indigenous cultures and felt a sense of shame
that was gradually and subliminally eroding our self-confidence: perhaps
our culture is not as worthy as the British culture; perhaps we need to
speak with a British accent to show that we are better people, better
educated, more
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intelligent, less "vulgar" than the indigenous population in our respective
cultures. This is what we call psychological imperialism.
Orientalism & Euro-centrism
As teachers and researchers we recognize that many of the injustices
incurred on different cultures were incurred through adducing
naturalistic or metaphysical arguments and meta-narratives that were
quite biased if not racist as well as hierarchical and patriarchal in their
understanding of human nature and human beings. We see Edward
Said‘s writings as having challenged the Orientalist and Eurocentric
approach to the colonization of the Near East and the Far East. When
Said published Orientalism in 1978, this created a paradigm shift in the
understanding of the processes that take place in the building of Empire.
Clarifying that ―Orientalism is a style of thought based upon an
ontological and epistemological distinction made between the ―Orient‖
and (most of the time) the ―Occident.‖(Said, 1978, p. 2), Said says:
Thus a very large mass of writers among whom
are poets, novelists, philosophers, political
theorists, economists, and imperial administrators,
have accepted the basic distinction between East
and West as the starting point for elaborate
theories, epics, novels, social descriptions, and
political accounts concerning the Orient, its
people, customs, “mind,” destiny, and so on.
(1978, pp. 2-3)
A third meaning that Said explores of Orientalism is one that emanates
from the constant interchange and perhaps disciplined traffic between the
―academic‖ and the more or less ―imaginative‖ meanings of Orientalism:
I come to the third meaning of Orientalism, which is
something more historically and materially defined
than either of the two. Taking the late eighteenth
century as a very roughly defined starting point
Orientalism can be discussed and analyzed as the
corporate institution for dealing with the Orient –
dealing with it by making statements about it,
authorizing views on it, describing it, by teaching it,
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settling it, ruling over it: in short Orientalism as a
Western style for dominating, restructuring, and
having authority over the Orient. (Said, 1978, p. 3)
Since the geographical space included in these definitions of Empire
stretches from the Near East to the Far East, we felt that our early
experiences (mine in Lebanon and Kamala‘s in India) can definitely be
examined through Said‘s analytical lens and his intellectual discourse.
Said‘s importance to us lies in the fact that he created a hybrid space
where we as educators from different cultures were able to create
meaning for ourselves regarding our lived experiences both in the
classroom and outside of it within the Orientalist context; in this article
we situate ourselves for the reader within those niche(s) of understanding
where – in the words of Clandinin & Connelly - we gained insight about
our ―landscapes of learning‖ (1995).
In The Origins of Civilization: A Literary & Scientific Perspective
(Navaratna, Rajaram and Frawley, 1995), the authors describe how
world history has been written with a Euro-centric view, a view shared
by the feminist writer Sandra Harding in her book: Is Science
Multicultural (1998). The authors explain that this view ignores other
ancient traditions like those of India, China or Mesopotamia and gives
them little importance. Kamala and Samia have both wondered why
they did not learn in their English schools the history of any of the
following civilizations: the Indian civilization, the Asian civilization, the
civilization of the Fertile Crescent, the Mesopotamian civilization or the
Arab Islamic civilization – all of which represent the civilizations of their
own indigenous lands. How could we not have been educated at all
about these ancient civilizations in which our indigenous cultures were
embedded? Indeed, Samia was not even well-versed in the history of
Europe. The history of England became a euphemism in her schooling
for the history of Europe and the world! That is what Empire was about.
When Samia went to university, it was to an American university, Beirut
College for Women (later known as Beirut University College when it
became co-educational); the irony is that at BUC and through the liberal
arts education she acquired at this American institution she began to
question everything that she had studied before; hence, she chose to do
her Bachelor of Arts in Philosophy as an undergraduate. Kamala's
experiences were even more complex. In high-school, she
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studied the history of India from a British perspective; then she
completed her Bachelor of Science in Botany and Zoology at a college
that was Catholic and was taught by Indian nuns rather than English
nuns. Despite the fact that she was studying in a more conservative
environment, Kamala began to get more in touch with real life in India
and to understand some of the injustices that pervaded her society,
particularly the caste system. As such, her college experience was more
immersed in her own culture; when she went on to do her Bachelor of
Education, she was taught at another college by Hindu professors. All
those experiences made Kamala understand the complexity of India and
how difficult it was for her to find her niche there; she did not belong in
India and she was confused about her identity, having come from biracial parents, having studied in an elitist British public school, then
having discovered Indian culture as a young adult in college and through
life and work experience. That is why when she got a contract to teach
in Nigeria, she jumped at the occasion to go out and discover the rest of
the world, particularly a place where she could do something to help
impoverished people since she felt that she could not do much in India
because she did not feel she ―fit‖ anywhere. Kamala was ‗accepted by
foreigners‘ (mostly Europeans and Americans) because she was so
―British.‖ In fact, it was those "foreigners" who told her that she was
"smart" and "sophisticated" unlike her own people; but there was a
caveat: she was believed to be ―who she was‖ because of what the
British did in India – as one Englishman crudely put it!
Samia studied philosophy since she it was not advisable to study drama
as an Arab female because female artists were not respected much in her
society at the time; her choice of philosophy as a subject was spawned by
her pressing need to indulge in existential and epistemological
questioning and her non-conformist thinking. She was on a quest in
search for authenticity. What is knowledge? What kind of knowledge is
valid? What is the difference between the inherited wisdom she absorbed
through multiple narratives passed on as knowledge within her
community versus the textbook knowledge she was acquiring at her
university? Is history written from the perspective of the dominant
culture? Who decides how to characterize an ―intellectual authority‖?
Whose voice(s) do we hear when we read a text? Samia's jumped at the
opportunity to work at the Institute for Palestine Studies – a nonaffiliated research institute - where she worked with great Palestinian
thinkers like Professor Walid Khalidi
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and Professor Hisham Sharabi as the Promotion Manager of the books
and the Journal of Palestine Studies; she hoped to better understand in an
academic and scholarly way the tragedy of Palestine and to compare that
understanding to the eye-witness narratives she received from her family
and community; she wanted to be able to help her own people.
Re-discovering our own indigenous cultures and civilizations
came to us at a later stage when we were of the age of majority; real
learning was taking place through our passionate search for who we were
and through the clash of world-views that we were being exposed to in
university and outside of it. We both decided to go the non-conformist
way. Today, we both understand that some books entitled ―world
history‖ are largely the histories of modern Europe with non-European
cultures turned into a mere footnote – as Rajaram and Frawley (2007)
confirm.
What is Difference?
We have been impacted by Ratna Ghosh‘s perspective on difference as
something that needs to be celebrated (Ghosh, 2001). We also have been
greatly impressed with Joseph Campbell, the eminent American
comparative mythologist who in his writings and interviews constantly
demonstrated the commonalty of human experience across cultures
through the proliferation of common themes, archetypes and symbols in
his studies of the mythologies of the world (Campbell, 1973, 1986). In
fact Samia did her Masters Thesis on Campbell's philosophy of
mythology (Costandi, 1994). Hence, our respective experiences of living
inside Empire were not all negative and we definitely were enriched by
the overlap of civilizations. We both fell in love with Shakespeare as
well as with the Romantic English poets; we both spoke with a typical
British accent, and we both were searching feverishly for a place to call
our ―niche,‖ a psychological metaphor for our historical, educational,
and social displacement. Little did we know how lucky we had been to
have gone through this multiplicity of rich experiences on the spectrum
of identity-meaning-making; we realize today that the scars that hurt
initially constituted the bedrock of our insights into the complexity of
human experience and its non-monolithic nature. This is because painful
experiences forced us to stand outside of ourselves and re-create our
narratives, going in and out of our lives, up and down, back and forth
(Clandinin & Connelly, 2000). Today we realize that each one of us is
many things, plays many roles, can identify in multiple ways and that we
have hybrid
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identities; we feel we are able to put ourselves in the shoes of the other in
a more authentically human way.
In The Malaise of Modernity Charles Taylor (1991) speaks of the
"dialogical" character of human life and of identity as being formed in
conversation with or in struggle against "significant others" in our lives
and we continue to inter-locute with those significant others even after
they disappear from our lives (Taylor, 1991, p, 33).
As such, we are fully aware of the disjointedness that took place between
what the voices in our heads were telling us: The voices of our parents
and family that conflicted at certain points in time with the voices of our
teachers in various schools and colleges – all of whom were significant
others and role models. Albert Hourani captures the mood of our
dislocation, our disembodiment when he says (speaking of this
experience in relation to students in the Arab world which Kamala feels
could also serve to represent experiences of students in India studying in
English schools):
The fact that so many of the higher institutions were
foreign had several implications. For an Arab boy or
girl to study in one of them was itself an act of social
and psychological displacement; it involved studying
in accordance with a method and curriculum alien to
the traditions of the society from which he [sic]came,
and doing so through the medium of a foreign
language, which became the first or perhaps the only
language in which he could think of certain subjects
and practice certain vocations. (Hourani, 1991, p. 327)
Hence, the social construction of our identities spans a complex web of
meanings, particularly after we both emigrated to Canada and became
part of the ethnic minority groups there; we were able to empathize with
the other who had like us experienced injustice. However, our
experience of injustice in our own post-colonial societies did not end
when we left those societies; we also experienced racism and injustice in
the wonderful Canadian society that we both loved. Hence, each of us
became the other for fellow Canadians who were from dominant
cultures.
At this stage Kamala can say that she has been perceived as
―sophisticated high-class Indian/Sri Lankan‖ as well as ―Indian
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woman,‖ ―East Indian,‖ ―immigrant woman,‖ black woman,‖ and
―nigger!‖ Samia has been perceived as ―middle class Palestinian
woman‖ as well as ―bourgeois;‖ or, in stark contrast, ―refugee,‖
―Palestinian refugee‖ (despite holding a Lebanese passport), ―Lebanese
refugee‖ (during and after the Civil War in Lebanon); when Samia spoke
with a strong voice as an activist to represent her indigenous community
in Montreal, Canada, through writing op ed columns, through seminars,
conferences, workshops, radio and television interviews, she was
sometimes labeled ―loud,‖ ―aggressive,‖ ―confrontational,‖ and even
―volatile!‖ On the other hand, she was also appreciated and honored.
Kamala and Samia understand fully today that when one finds one‘s
voice and when one uses one‘s voice ‗to speak truth to power,‘ as
Edward Said describes it (1994, pp. 85-102), one is definitely putting
oneself at risk in the fight for justice across cultures. We both spoke and
mastered the language of the ―oppressor‖(the English West) and we both
chose to put ourselves at risk at different stages of our careers to point
out injustices; we both chose what Said describes as the "relatively
independent spirit of analysis and judgment that…ought to be the
intellectual's contribution" (Said, 1994, p. 86). The education we had
procured and the mastery of the language we possessed, coupled with
our moral stance empowered us on our journey as educators; these
experiences enriched us and helped us grow and mature. This is because
we were both involved in teaching against racism, Samia in her courses
on Multicultural Education at McGill Faculty of Education and in her
World-View and Knowledge courses in CEGEPs in Montreal; Kamala's
perspective on difference and how to deal with it in her teaching and
advising of students in Ontario schools - particularly in her work on
equity and diversity – led her to work with many colleagues to garner
insights on abstract ideas they had read in books but had not had
experience with. On the positive side, the Canadian experience for both
of us was very enriching because it offered us the valuable opportunity
of telling our stories and immense opportunities for growth and maturity;
despite an activism path fraught with difficulties, Samia's academic and
activist "triumphs" allowed her to get acknowledged. Despite
preliminary resistance, Kamala's work was also eventually
acknowledged by her colleagues in the area of equity, diversity and the
elimination of injustice in schools.
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The authors feel proud that as Canadians they were able to live in a
society that chose to embed multiculturalism in its constitution; Canada
is unique in the world in this respect. We agree with Professor Ratna
Ghosh, MacDonald Chair in Education at McGill University and a
recognized authority on multicultural philosophy and multicultural
education when she says that the discourse on difference cannot be
limited to ―tolerance‖ nor to ―diversity;‖ we need to expand the meaning
of diversity to the actual celebration of difference (Ghosh, 2001); these
concepts need scaffolding in our educational curriculums so that students
will not continue to regard difference as something to be feared, frowned
upon, difficult to grasp, unfamiliar, alien and strange, or something one
wants to distance oneself from. We need to understand difference as
something that is deeply human and that characterizes manifold aspects
of our common humanity across cultures.
Such an educational endeavor goes beyond the putative ‗supermarket
approach‘ to difference of gathering communities together once or twice
per year to exhibit national dress and folklore, to share food, song and
dance. Such gatherings may initiate interest in the other; however, these
events remain tokens and symbols without transformative education;
what we need is education for freedom (Freire, 1970) that actually
changes students‘ understanding of the concepts and their behavior
through critical thinking. In other words, we see the Socratic ―reflective
equilibrium‖ as an effective tool that could help liberate students from
the shackles of enslavement to bias, stereotyping, racism and other ills.
Two Stories (selected from many as mere examples)
Kamala: I was walking down Metcalf Street in Ottawa in January - I
remember the snow. I had hardly been in Canada for a year, so that
would be in 1984. I was returning from the public library with an armfull of books and trying to cross the road. A group of young people
yelled ―Go home Nigger!‖ I looked around to see who they were
addressing and, shocked, realized it was me. I ran to my car, got in and
locked the door; memories flooded in of the day when I was called
derogatory names because of my skin color when I was about six years
old. As a child, I tried to scrub my skin and asked my mother why my
classmates were calling me ‗black‘ and were comparing me with a
―brinjal‖ (eggplant) when I was brown! Later I was told the story of
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Ravana, the demon king of Lanka (Sri Lanka) who kidnapped Sita the
wife of Rama. Hanuman the ‗monkey god‘ tried to bring her back to
India; he torched Sri Lanka and that is why the people of Sri Lanka are
dark skinned. So I grew up thinking that people who are dark-skinned
are being punished. The question always haunted me: Why was I being
punished?
Samia: The Palestinian Canadian community leaders in Montreal asked
me if I would take part in a radio program in the mid-nineties; for the
purposes of discretion and confidentiality, I shall not specify the exact
year, the name of the radio station nor names of people involved. The
program had two hosts, one of Arab origin and one of Jewish origin.
The hosts were allowed to invite whomever they wanted to take part in a
question and answer period on issues relating to the Palestinian-Israeli
conflict. This was post bombardment of Qana in the south of Lebanon.
The discussion on the topic of the bombardment became quite heated and
the hosts ended up taking sides: one with me and the other with some
callers who were Zionist – including a rabbi who was quite
confrontational. We did attempt to speak about many sensitive issues
and that did not take away from the importance of the discussion;
however, when the discussion became quite heated and the anger
muffled meaning, the program was concluded and the next morning the
hosts were called into a meeting with the radio station director. He told
them that they had received a plethora of emails from listeners asking the
radio station director to clarify how he had dared invite a ―Palestinian‖
Canadian to speak? In other words, Palestinians at that time had been so
objectified that they were considered not of equal status as their interlocuters even if they were Canadian citizens! The director of the radio
station decided to stop the show altogether because it was causing too
many ―unwarranted‖ problems. That did not deter me; in fact it spurred
me to put more effort to get heard and I succeeded in getting a contract
with a local newspaper (The Montreal Gazette) to write op ed pieces
from time to time; the Gazette is to be commended for being one of the
first newspapers in Montreal to open the doors for writers to speak in a
different voice. It is so interesting to observe that it was literally
intolerable – until recently and thanks to grounds forged by activists - for
North American Zionists to allow Palestinian Canadians/or Americans to
have a voice in North American media. Today, I am glad to see that there
are many serious changes, particularly due to the work of an NGO that I
was a part of in Montreal, one called Jews and Palestinians United.
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We need an education on justice in our schools
It is depressing to see that justice is not always administered through
international political venues despite hundreds of resolutions to the
effect; one case in point we can adduce it the hundreds of resolutions that
have been passed on the question of Palestine by the United Nations
General Assembly (four hundred and sixty six, 466)) and the Security
Council (two hundred thirty seven, 237). To date, Samia does not recall
that any of them has been fully implemented!
Concomitantly, Kamala feels that although India is called the biggest
democracy in the world, so much injustice continues to proliferate in
Indian society due to a caste system that, although illegal, still dominates
the traditions and rituals in the multiplicity of Indian local societies;
traditions and beliefs are difficult to excise from societies in which they
are entrenched; time is needed to weed out those that are destructive.
Although justice, or the lack of it, is a central theme that is at the heart of
the human condition, we feel that not enough is being done in the
domain of teaching and learning to educate students about the
importance of working towards justice not only conceptually - as a noble
thought or a transcendent ideal - but as a viable anchor that is missing
from people‘s lives in existential conditions all over the world. Most of
humanity is poor; eighty percent (80%) of humanity live on less than 10
USD a day; furthermore:
According to UNICEF, 25,000 children die each day due
to poverty. And they ―die quietly in some of the poorest
villages on earth, far removed from the scrutiny and the
conscience of the world. Being meek and weak in life
makes these dying multitudes even more invisible in
death.
Teachers need to educate students to not become part of the conspiracy
of silence that shrouds those who die silently and meekly. A values
education is needed in schools that addresses this kind of sensitization; a
balance can be observed between the universal issues that plight the
globe in general and the particular issues that plight specific areas and
cultures. The Canadian multicultural mosaic provides a great example of
the kind of tension needed in the application of thought on those issues.
Neil Postman alerted us some time ago to the dangers of allowing our
society to surrender to technology without careful reflection (1992/1993)
on how to use technology to the advancement
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of humanity; his advice still rings true in a techno-intensive world that is
perhaps losing its moral compass because it is in such a rush to achieve
immediate gratification and monetary gain without abiding by a global
consensus on categorical ethical standards. A plethora of information is
available on the web on the catastrophic conditions that could
predominate our globe if we do not act now and this indeed is a
testimony to the good things that technology can offer us. However, the
technological race also has its down side because its pace of
advancement is not being matched by equal advancement in other fields
like psychology, sociology, ethics, law and others.
Employing ―reflective equilibrium‖ will help us work in inter-connected
ways because we are inter-connected in more ways than we can begin to
understand as Elizabeth Dodson-Gray, the theologian and educator
confirms; Carol Gilligan opened the doors for the recognition that
women‘s ways of thinking and making decisions may be something that
we would want to emulate as a species. Scientists and astro-physicists
like Fritjof Capra (1983, 1991) have been opening the doors for us to
understand how Far Eastern religion and quantum physics may be
related! We need to educate our students in this kind of openness that
allows us to develop our moral imagination and think in innovative
ways, innovative in the sense of being not only creative but effective
(Egan, 1988; Costandi, 2008).
Having told our Stories
Having had the opportunity to tell our stories and to document them is
cathartic and liberating for us. However, our more important aim is to
ignite a spark of compassion in our readers, particularly the educators
among them, so that they can take bigger leaps in the realm of
engagement, teach about these issues and spawn activism in their
students. Putting oneself in the shoes of the other is not easy to achieve;
it goes way beyond the pseudo-scientific pop psychology or voyeuristic
programs on television where people merely watch other people's
difficult experiences and perhaps shed a tear or two – and then feel better
that they are not going through what the interviewee is going through!
Putting oneself in the shoes of the other involves a leap from the mind
and the heart where the other and I become one (Campbell, 1986).
Hence a deep commitment to act on that identification and deep
compassion ensues where an educator's
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personal integrity and ethical values are involved, where speaking truth
to power becomes a way of life because educators cannot imagine the
power they wield to change the world. They are the greatest role models
and the most convincing speakers any child, student or person will
encounter in their lives. The pen is indeed mightier than the sword!
Conclusion: Questions or Solutions?
We are mindful of the fact that we are not offering solutions but raising
relevant questions. We add our voices to Clandinin & Connelly (1995,
2000) in proposing narrative inquiry to our students as a valid and
legitimate research methodology. We add our voices to Mark Johnson
(1987, 1993), Maxine Greene (1973), Sandra Harding (1998), Susan
Bordo (1987), Jerome Bruner (1990, 1996), Carol Gilligan (1982), Nel
Noddings & Carolo Witherel (1991), Robert Nash & Carol Witherel
(2004), Charles Taylor (1991), Joseph Campbell (1986) and others in
stressing the values of sharing our stories and our experiences in our
quest for solutions. We also add our voices to theirs we need to
acknowledge that reason is embodied and that any conversations we
have on issues of justice across cultures need to be embedded in the
relevant material, practical, biological, ecological, social, economic,
political and educational contexts. We add our voices to Edward Said
(1978, 1994) and to Albert Hourani (1991) in educating our students to
examine the Orientalist discourse and other meta-narratives that have
contributed to the building of Empire and to injustice across cultures. We
also add our voices to Linda Tuhiwai-Smith (1999) in confirming that
research and education can be sites of resistance. We believe in the
commonalty of the human experience and in the need to acknowledge
each other in our common humanity across cultures.
The power of voice is expressed in personal narrative; personal narrative
is embedded in the material, historical, social, and educational contexts
of the stories we are born into. Narrative inquiry can be used as a formal
methodological tool to research issues that are important in our
landscapes of learning and to enhance understanding of our experiences
and our identities. Voice, especially that of teachers, can speak truth to
power and can engage in Socratic dialogue, in discussions and in the
"reflective equilibrium" that Rawls suggest can give rise to moral
deliberation that is not cut off from human agency or
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its material conditions. Speak, educators, and you may be able to change
the world!
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Abstract
Global understanding and world peace is a reality that virtually affects
our lives in every part of the globe. Therefore, more efforts are
necessary to integrate global studies and multiculturalism into the
curriculum in order to enable students to gain knowledge on various
nations, ethnicities, religions, and cultures. In facilitating learning about
the world, we need to learn languages, study international issues,
cultures, and good citizenry. To globalize colleges and universities, we
should promote students and/or faculty exchange and use other means of
communications to bridge the gaps and minimize misunderstanding
among nations. Understanding world cultures and developing global
awareness is a moral imperative that helps to unify forces against antipeace and global terrorism—it improves human rights, and social justice.
Introduction
One of the underlining themes in UN programs has been the promotion
of human rights education and peace education. The Vienna Declaration
and Program of Action, of the 1993 World Conference on Human Rights
in Vienna, part 2, paragraphs 78-82, clearly states, ―Peace education as
being part of human rights education and human rights education as
crucial for world peace‖ (page, 2008). More than fifty years ago, in
1948, the United Nations drafted the Universal Declaration of Human
Rights. This proclamation vividly emphasizes that every person
possesses the right to adequate education.
This article argues that a part of adequate education should include peace
education. This is because achieving world peace requires educating
students on the means of achieving peace. Education for peace means
elevating people‘s knowledge so that they learn how to make their voice
heard on the issues pivotal to global harmony and peaceful coexistence.
Therefore, all practical and ethical means including technology should be
utilized to facilitate the learning
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process for students to create a healthy and friendly global perception
(UN Conference, 2005). Peace education enables students to envision
the idea that world peace is achieved by the collective efforts of people
and not the rule of governments. It guides them as to how to practice
their democratic prerogatives and enhance local-global harmony
(Vaknin, 2005).
Students need to learn and understand matters beyond their own national
boundaries. They should be taught to acknowledge and revere other
people who have different cultural, racial, or religious backgrounds.
Teaching peace education also implies the need to learn and look at the
world and its differences through the eyes of others. Students should be
encouraged to analyze things through the perspectives of others in order
to be able to realize that other individuals in other societies view issues
differently. Alhough all of us on this planet have similar aspirations for a
prosperous and peaceful life (Interdependence Press, 1990, P. 9), in order
to achieve such goals, education for peace should be an integral part of
national curricula so students everywhere can learn more about human
values, various religious and cultural traditions, and get involved with
matters crucial to promoting world peace (Malik, 2008).
The development of worldwide communication (WWC), through the
Internet has minimized obstacles to the globalization process in terms of
learning about each other (Clawson & Jordan, 2001). Today, thanks to
worldwide communication and new media technologies, young people
across the globe understand that they are growing up and living in a
multicultural and multiethnic world. Societies need to recognize that they
have a responsibility to teach their citizens, particularly their youth, to
function in heterogeneous and international systems. Therefore, it is not
possible in the 21st century to ignore the interrelatedness and
interdependentness of the world. We live in a world paramountly
different from the one in which our parents lived, and our children might
live in a more diverse and pluralistic world. Our children will need
adequate knowledge and skills to operate successfully and peacefully in
this complex world and to confront global challenges such as human
rights violations, world conflicts, social injustice, poverty, disease,
racism, and miscommunication among societies (ASCD, 1994, p. 3).
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We cannot create a healthy coexistence unless all world citizens see their
existence in the existence of each other--recognizing their
common humanity. World authorities and government agencies should
strive to develop a culture of negotiation and dialogue to supersede the
mentality of dictation and confrontation. We should integrate into the
curriculum the history of religions, world civilization-ancient and
modern, reverence for human rights and other forms of life in order to
raise better citizens and minimize cultural and religious dogma (Taylor,
1996).
Curriculum and World Peace
How do we integrate such lofty goals into the curriculum of every school
system throughout the world? Such curricula should include conflict
resolution, development education, environmental education,
international education, and human rights. World peace education
encompasses a variety of topics such as history, social sciences, and
philosophy of peace education (Kester, 2009). This approach would
provide instructors with pragmatic strategies for teaching humanity and
global peace.
Seemingly a dichotomy arises in peace education. On the one hand,
learning tolerance for diversity within local cultures can help students
become more globally affiliated. Yet, students can learn more tolerance
for individual differences at the local level if they are educated about
each diverse cultural or ethnic group‘s connection to a larger global
community. Therefore, to improve multiculturalism and global
awareness, we need to promote the local-global affiliation by stressing
multiculturalism and global understanding in the K-12 curricula, so
students can develop, at a young age, a better understanding about their
own and others cultures (Taylor, 1996).
Multiculturalism and Global Awareness
The need for multiculturalism and global awareness appears to be more
important than ever before. Yet there is overlap in topics such as human
rights, prejudice abatement, and revering cultural diversity.
Multiculturalism frames these topics within the boundaries of each
country, while, globalism examines the topics in countries other than
one‘s residence (Diaz, Massialas, & Xanthopoulos, 1998, p.3).
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As we strive to promote multicultural and globally oriented curricula, we
should emphasize that these concepts will not diminish the value of
national unity nor will it detract from national self-admiration and
national-esteem. Rather, it promotes human values/rights and protects
human dignity (Diaz, Massialas, & Xanthopoulos, 1998, p.10).
The goal of multicultural education is to encourage citizens to become
more democratic. Multicultural education should provide comprehensive
knowledge about the academic, economic, and social status of diverse
populations. It promotes the society as a whole by adorning the vitality
of all segments and classes through harmonic relationships, where no
group could claim a superior ethnocentric status. Good multicultural
education guides all individuals to carefully examine their own social
attitudes and offers opportunities to advance social development.
Broadening awareness beyond the nation leads to an understanding that
the world is one community. It is an ability to work with other nations
and respect the wishes and desires of people across the globe (Wilson,
1993, p. 19). Global awareness fosters and improves the knowledge,
skills, and disposition necessary to attain and maintain a culture that is
premised on mutual understanding (Wilson, 2008). It is about different
issues beyond national geographies, and it is a crosswise connection of
economic, cultural, and political systems. It is also about learning,
comprehending, respecting others who might have different cultural and
ethnic backgrounds. ―Global awareness requires a deep understanding
regarding people‘s viewpoints of a country and the way they practice
their culture. It requires self-evolvement about universal awareness
regarding environment, race relations, religious beliefs, geography, and
humanity.‖(Wilson, 1993, p. 21). It also asserts that people from all over
the globe strive to achieve and preserve their freedom and live a life with
dignity (Interdependence Press, 1990, p. 9).
In the 21st century, the world is challenged with unprecedented terrorist
threats. Consequently, improving international relations through
education is an eminent necessity. Closer cooperation and observance is
needed to administer the rule of law. World bodies must emphasize
studies in economics, foreign languages, political, and social studies to
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elevate more global understanding. Learning more about other nations
and their uniqueness is a pivotal factor to create a world that is more
stable, peaceful, and prosperous (Butts, p. 4&5; UN Conference, 2005).

Figure 1- Self development at the local, regional, national, and
international levels
Turay and English (2008) suggest that a transformative peace education
curriculum should include five key elements: ―diversity, participatory
learning, globalized perspectives, indigenous knowing, and spiritual
underpinnings.‖ This approach is helpful when it is executed with
pragmatic design to include all of these peace education components at
various levels of schooling.
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Elementary and Middle School Curricula
Yvonne Larsson (1988) stresses cooperative games and group play,
which echoes Turay and English‘s (2008) participative learning that
promotes a cooperative, peace-based environment. Larsson recommends
teaching students about the nature of conflicts. To educate students in the
nature of conflicts and ways to resolve them Larsson suggests teaching
older primary students about the role of ‗peace heroes‘ such as Mahatma
Gandhi and Martin Luther King, and Nelson Mandela. To encourage
them to think about peace and offer alternate models of behavior
particularly to counteract a media culture that glorifies violence and
conflict. Contrary to the images of violence or conflict circulated by the
media, teachers should try to find news and literature that promotes a
culture of peace by emphasizing the good things that take place in the
world.
Riitta Wahlstrom in her 1991 study suggests that cooperative learning is
a key strategy to promote positive interdependence, individual
accountability and interpersonal and small group skills. This strategy
should be implemented in every classroom at the elementary level since
it helps students to become cooperative rather than confrontational,
rejectionist and competitive. In addition, Wahlstrom (1991) also suggests
that teachers address ―isms‖ such as racism, classism, and sexism by
teaching students critical thinking skills (e.g. question where such beliefs
come from, what evidence exists to support a belief) Identifying ‗isms‘
can help students see that ideological beliefs in the form of an ‗ism‘ can
be harmful when they become politicized.
In addition to the above recommendations foreign language should be
introduced to students at an early age as a means of teaching tolerance
for diversity (Ingram, 1994). Good citizenry should also be a part of the
curricula so students learn the rights and responsibilities to promote the
common good.
High School Curricula
Once a foundation of cooperative learning, interdependence and
interpersonal skills and foreign language learning has been established
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in elementary and middle school education, a curriculum should build
upon these basic skills and improve these skills in high school.
Through studying humanities, students can gain understanding about
cultural differences, how human perspectives vary from one culture to
another, and where they possess similarities. The study of history
provides knowledge about the past and how the world and its
civilizations have developed. Geography brings the world into
perspective, where no place is unfamiliar; and the social sciences should
teach students‘ that human beings everywhere share common thoughts
and aspirations (ASCD, 1994, p. 3).
Social studies should examine historical continuity such as the study of
ancient history and a wider understanding of varying cultures through
world history. Boehm (2003) argues that blending history and geography
in the K-12 curriculum enriches the study of US history. This dynamic
doubtless applies to combining geography with history of other nations.
In particular, it would be useful for students to study nations that have
established a culture of coexistence such as Switzerland.
Education for cultural coexistence should emphasize that a simple act of
discrimination against any human being or group dehumanizes our
human society. Thus, curricula should be sensitive to the needs of
minority students. Multicultural education broadens the horizon of
students‘ thinking and enables them to overcome their biases, and
improves students‘ social relations in all aspects of their lives. It helps
them to act appropriately with people different from themselves.
Understanding multiculturalism has become a crucial factor in
developing global understanding in order to create a more stable and
peaceful world (Morey& Kitano, 1997, p.12).
Curricula should stress that all individuals regardless of their gender
possess the same or similar capabilities in attaining and disseminating
information. Thus, they should provide opportunity for all students to
advance their social and global awareness. It is perceived that cultural
knowledge and experiences—not gender per se--determine how people
perceive information about a new situation and how they apply new
knowledge to understand the nature of the existing differences in the
natural world.
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Christopher Renner (1991) argues that instruction in English as a foreign
language or English as a second language can promote peace education
―providing motivation for intercultural communication.‖ This also
applies to any students of any majority culture (such as the US or other
heterogeneous societies) learning a foreign language from a young age
because students by proxy learn about another culture which diminishes
misunderstanding, fear and social distrust. In Renner‘s words, it offers a
―dimension of social consciousness within the curriculum.‖
University Curricula
Although culture impacts how individuals communicate, these cultural
influences are often sub-conscious. Consequently, we need to make
conscious these influences to create a healthy dialogue with a mutual
understanding to heal social and psychological wounds and elevate social
and cultural status (Keup, Walker, Astin, and Lindholm, 2001).
To minimize inequalities in our global community, we need to
conceptualize both peace and multicultural education (Gary, 2001).
Therefore, general university courses should be evaluated to incorporate
a multicultural and peace education component that addresses the subconscious cultural components or assumptions. Courses such as
philosophy, international studies, intercultural communication,
psychology, sociology, economics, ancient and modern history,
spirituality, and anthropology are disciplines that can enhance peace
education.
For example, in order to promote a culture of peace, we need to use an
integrative approach to study history—a study that goes beyond political
economy and national self- interest. University level studies in history
can promote a peace culture if they include a study of state or political
campaigns that result in suppression of a culture or people. This can help
students understand how such actions are damaging to our common
humanity. Studies of ―national‖ politics should also include the history
of minority peoples and ethnic groups whose stories are often buried or
suppressed by the dogma of ―nationalism.‖ Further, at the university
level, it is critical that students understand that economic growth is a
prerequisite for any healthy, functional, and
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stable democracy in which human rights and human dignity are protected
(Vaknin, 2008).
Beginning in university studies, as students develop the ability to
critically evaluate sources of information, a program on media literacy
should become a part of the curricula, either by being incorporated into
social studies or history classes. Students should learn to critically
evaluate the role that media plays in promoting a culture of peace, or
undermining it—the degree to which media has interrupted or challenged
the power of the state or become its instrument in creating propaganda
for nationalist or political agendas.
The influence of media on international politics and relations has
influenced global affairs more than at any other time in human history.
Independent and unbiased media, although small in number, have
impacted the way governments conduct their affairs at the local, national,
and international levels. They occasionally face serious challenges by
certain governments that restrict the flow of information to citizens about
their prerogatives and world affairs. However, free and unbiased
broadcasting has always been a pivotal component to a democratic
society. It enables citizens to maintain and promote democratic values,
civil societies, and global awareness. The figure below shows some
industrial nations and their percentage of global news coverage.
Country
New Zealand
Denmark
Canada
Netherlands
Australia
Germany
Italy
France
United Kingdom
Japan
United States

Global News Coverage
73%
43%
32%
25%
21%
20%
18%
17%
17%
06%
02%

Figure 2-Percentage of television news coverage dedicated to the world
affairs (Diaz et al, 1999, p. 27).
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Global experience helps to promote an awareness of humanity‘s shared
beliefs. Globally conscious individuals are aware of the complexity of
world views and resist stereotyping and discrimination based on race,
gender, ethnicity, social class, or cultural background (Wilson, 1993, p.
20).
College and university student exchange programs can help bridge the
cultural gaps among nations (Haakenson, 1994). Foreign language
studies should be continued at the university level. Students should be
encouraged to participate in exchange programs going abroad or students
from another culture brought to the campus. Faculty exchanges can be
another powerful means to bring intercultural understanding to a campus.
A less effective but still helpful means is to establish virtual exchange
programs with students of other cultures or societies via online
classrooms, or shared research projects, etc (Larson, 2003; Williams
2009).
Global awareness can begin with self-awareness about the values and
belief systems held by local communities in various geographical areas
in the home country (Garcia, 1982, p.67). The humanities curriculum can
help students to become aware of and critically evaluate their values and
belief systems and those of others. Through these courses students can
learn to be nonviolent and cultivate the disposition of caring for others.
This helps them to grow into peaceful and responsible individuals
(Wilson, 2008), and foster a mentality structured to show more
appreciation to our common humanity—a mentality that supports the
essence of self-evolvement toward a better global understanding (Krugle,
2009).
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Global
Perspective

Intrapersonal
Understanding

Intrapersonal
Growth

Interpersonal
Communication

Figure 3-Developing global perspective
Achieving cultural equality suggests the need for equal academic and
social opportunities. To avoid cultural marginality and economic
inequality, acquiring academic competence is pivotal. Therefore,
educators should establish high expectations for all students regardless of
their culture, race, or gender. They should ensure that effective
academic instructions are administered so that all students gain more.
Curricula should emphasize that every individual in a democratic society
has a responsibility to become a part of the process to create a society
that mirrors personal, community, national, and international
understanding (Morey& Kitano, 1997, p.14). The ideal of peace
education is of high importance in order to broaden student‘s global
vision and to make peace and social justice a reality in the world (Isiolo,
2007). Figure 4 represents what a comprehensive peace curriculum
should achieve by the end of a student‘s school career.
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World Order

International Legal system

Nations‘ Rights

Individual/Human rights

Minority rights

Freedom of speech, press, religion, right to

Autonomy to run their own affairs, and

life, liberty, and pursuit of happiness and

freedom to preserve their cultural

adequate living standards

identity

Social Justice

Figure 4- World order and social justice
Understanding world cultures and developing global awareness is not
only a moral responsibility, but also helps to unify legal and moral
principles against anti-peace activities and global terrorism. It improves
human rights, social justice, and creates healthier economic systems on
the Planet Earth (Patrick, 1998). A comprehensive approach to
integrating peace education across the curricula includes the need create
a peaceable world order based on an international legal system grounded
in protecting human rights and enhancing human dignity.
Conclusion
Educating students about the world and what it takes to create an
enduring universal peace must become an integral part of the peace
curriculum. We must commit ourselves and employ all the means we
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have in our disposal to make world peace a reality. An integrated
curriculum for peace education should emphasize similarities and
intercultural characteristics among people across the globe, and
encourage students to develop their own visions for universal harmony.
Such an approach enhances universal values shared by world citizens,
and promotes democratic principles and strengthens universal
coexistence.
The notion of world peace is our sacred dream that one day will live in
every heart in the world. It is this sacred dream that can end poverty,
injustice, cruelty, child labor, child soldiering, and other forms of human
indignity.
In the 21st century, we need to review what it means to be a human being
and how to serve humanity better. To do this, curricula in this century
must incorporate a systematic, graduated approach that covers every
specific aspect of peace education. Human rights education and peace
education should be emphasized to educate students about the
importance of striving for understanding and accepting global
differences. To work towards eliminating human suffering, military, and
other forms of conflicts that violate the fundamentals of humanity.
Students need to learn and see the world from perspectives different from
their own. They need to learn more about the world through social
studies, history and geography courses so no place on earth is unfamiliar,
and the rights of all nations, cultures, and individuals are honored.
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Abstract
In this paper, we argue, that the issue of children in armed conflict ought
not only to be recognized as a global issue but also moved to centre stage
of curriculum thinking and development. Informed by a series of
presentations to youth workers and teachers in different venues and cities
last summer, the paper emerges as a response to the cry for more
information relating to the subject. Therefore, the issues regarding
children affected by war and more specifically child soldiers are outlined
along with the legal mechanisms in place to protect children. The paper
also provides related curricular resources for teaching and learning in
Grades 9-12.
Child Soldiering: A Call to Western Curricular Thinkers
and Practitioners
The genesis of this article came from a series of presentations to youth
workers and teachers in different venues and cities last summer. Their
common cry for more information about child soldiers and educational
strategies for helping youth learn about this phenomenon has shaped the
tone and content of this paper. We therefore present not only
background information about this human tragedy but also classroom
activities for Grade 9-12 in which statistical and legislative information
might be used to assist teachers in addressing the issue. We have learned
in our work that child soldiering presents to Africa a crisis akin to that of
HIV/AIDS (Machel, 2000), but has yet to amass an honorary patron or
spokesperson. It behooves western curricular thinkers, practitioners and
societies to step in for these children: ―Nothing less than a collective
shift in social consciousness is required so that future peoples of the
planet do not become dysfunctional global citizens‖ (White, 2008, p. 97).
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Children in Armed Conflict
Imagine being a child living in the war torn region of northern Uganda, trapped in
the crossfire without parents or a home, and traumatized by fear. Your childhood
has been stolen along with the hope of an education, a family life, and normal
development. The United Nations Children‘s Fund (UNICEF) estimates that
globally over one billion children live in countries or territories affected by armed
conflict - almost one sixth of the total world population (2009a). Of these, some
300 million are under the age of five (2009a). Even more alarming is that tens of
thousands of children worldwide are being used in armed conflict as soldiers by
more than 50 parties (UNICEF, 2009b) in approximately 19 countries (Coalitions
to Stop the Use of Child Soldiers, 2008). Countries where child soldiers are
deployed either by governments or armed groups include: Afghanistan, Angola,
Burundi, Democratic Republic of Congo, Eritrea, Ethiopia, India, Indonesia, Israel
and the Palestinian Occupied Territories, Liberia, Nepal, Pakistan, Russia, Sierra
Leone, Sudan, Uganda and the former Yugoslavia. These children therefore suffer
from both the direct consequences of conflict as well as the long-term effects on
their development and well-being (2009a).
As western curricular thinkers conceptualize and reframe globalization
as ―the compression of the world in the political and socioeconomic
realms and the amplification of consciousness on a humanitarian scale . .
.‖ (White, 2008, p.96), the questions to ask ourselves are: how is the
―compression of the world‖ and ―the amplification of consciousness‖
sitting side by side with the phenomenon of child soldiers? Do western
educators see themselves having any role in teaching about this
phenomenon in schools? If not, how do we then equip this and future
generations with the skills they will need to confront and put an end to a
human tragedy that threatens nearly one sixth of the world‘s populace?
In our view, curriculum development in this area would be an essential
vehicle to move forward the question of children in armed conflict. The
benevolent approach of the west has not empowered nations, nor their
populous, rendering the technological, socio-politico-economic divides
perhaps even wider than ever. Yet, in the call to global consciousness
we cannot turn a blind eye or a deaf ear to some of the atrocities in the
world, most notable in places like Uganda where for the last 23 years it is
estimated that 25,000 children have been abducted by the rebel fighting
factions (UNICEF, 2005).
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We argue that issues of children in armed conflict ought to be recognized
as a global issue and moved to centre stage in curriculum thinking and
development. The inclusion of such an issue will not only help young
people to develop knowledge about the phenomenon but will in the
future generate leadership at various levels capable of responding more
decisively in times of global crises and atrocities, a spirit which to date
has lagged behind. It will help them evolve the ‗will to intervene‘ in
global atrocities.
Background
Since the beginning of history, humanity has not been able to live at
peace and as such child soldiering may not be a new phenomenon, but in
previous decades little attention was drawn to its full scale effect on
society. However, as our moral, social and human rights consciousness
has evolved so has our awareness of the exploitation of children as
soldiers. The most understandable cause at the global level includes
poverty, the lack of economic and educational opportunities for many of
the world‘s youth, and the spread of war and disease (Singer, 2005).
UNICEF (2009a) notes that the latest estimates suggest that 200,000 to
300,000 children under the age of 18 are being used as soldiers in more
than 18 different countries on nearly every continent. However, these
figures are only estimates because many countries may report false
figures to appear ‗clean‘ in the face of peace treaties and human rights
watchdogs, access to military bases to conduct research or collect data is
severely restricted, and many children who have been soldiers cannot
speak freely of their experiences for fear of re-recruitment, stigma,
revenge, and other pressing factors (Wessells, 2002).
It has been almost 13 years since the United Nations decisively
responded to the tragic practice through its first comprehensive two year
global study on the impact of armed conflict on children, ―The Graca
Machel Study‖ (1996). The study which drew extensively on
unpublished field research in 24 countries examined five key issues
regarding children and armed conflict: children‘s participation;
preventive measures; adequacy of existing standards; measures to
improve the protection of children; and the promotion of children‘s
physical and psychological recovery and social reintegration.
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The report voiced strongly that ―war violates every right of a child‖ and
recommended that the age for participation in military activities be raised
to 18 years. This among other efforts laid the foundation for the
adoption in 2000 of the Optional Protocol to the United Nations
Convention on the Rights of the Child to specifically respond to and
address the involvement of children in armed conflict, (Office of the
United Nations High Commissioner for Human Rights [OHCHR], 2000)
thus filling the gaps that the 1989 Convention of the Right of the Child
[CRC] and the Geneva Conventions, 1949 had left with respect to
participation in hostility of children above the age of 15 years (OHCHR,
1989, article 38 (3)).
In 2007 a follow up report to the Machel 1996 study was released by the
Special Representative of the UN Secretary General for Children and
Armed Conflict and UNICEF. The Machel plus 10: Children and
Conflict in a Changing World Report, reviewed progress since the first
Graca Machel study and found that dozens of conflicts around the world
are still robbing children of their childhood, even with legislation in
place.
Impact of Armed Conflict on Children
The long term effects of war on children in armed conflicts have lasting
implications. Kim (1998) describes human capital accumulation in a
society as covering "two distinct and indispensible processes: the
creation of knowledge and the embodiment of knowledge in a person"
(p. 339). The formative years of individuals are significant in shaping
one's knowledge, the products or potential products of one's knowledge
and the revenues accrued from those products. Child soldiers are the
beginning of a lineage of soldiering. The atrocities of war such as rape,
maiming, torture become for them an accepted way of being in the future
decades of their lives and with all whom they encounter - their human
capital accumulation actually scars (the future of) their society and
nation. Without a moral and ethical compass children are more
vulnerable to become combatants and can lead to antisocial behavior as
they are dominated by fear of further violence or aggression from those
around them (Singer, 2005). Children who become soldiers are exposed
to gruesome war tragedies unfit for their growth and development into
adult citizens, including terror, trauma, drug addiction, cultural loss, and
individual and collective psychological pain.
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Recruitment of Child Soldiers
According to Singer (2005) the underlying causes of the recruitment and
employment of child soldiers, a flagrant violation of the norms of
international human rights, evolve around three critical factors that form
a causal chain. First, social disruptions and failures of development
caused by globalization, war and disease have not only spiraled greater
global conflict and instability but also generational disconnections which
in turn create a new pool of potential recruits. Second, technological
improvements in small arms have yielded light, easy to carry and operate
weapons which make it possible for child recruits to be used directly in
deadly warfare, sparing adult commanders the harm. Third, a new type
of conflict – against civilians - has arisen that is far more brutal and
criminalized and is better performed by children who, because of their
age, are incapable of conscientiously being deterred by its moral
consequences. A good example is the Lord‘s Resistance Army (LRA)
rebels in northern Uganda. For as long as the LRA has existed (23 years
now) its targeted prey has been little children sought after to wreck
havoc on the civilian population, including their own parents and
relatives. The other place where a child plays an easier role than an adult
is that of suicide bombing, a warfare tactic viewed as martyrdom by
those who employ it. These ways of waging war have expanded the
meaning of ―victory‖ in contemporary armed conflict from victory over
soldiers to now include victory over civilians. The larger the havoc on
civilian populations the more victories a war seems to gain.
Factors that Drive Children into Armed Forces
The literature articulates many factors that drive children into armed
forces. The factors include: armed conflict/war (Wessells, 2002; Brett &
Specht, 2004), family (Wessells; Brett & Specht, 2004),
education/school, poverty (Cohn & Goodwin-Gill, 1994; Wessells, 2002;
Brett & Specht, 2004; Singer, 2005), feelings of helplessness or
vulnerability (Cohn & Goodwin-Gill, 1994; Singer, 2005), peer pressure
or the desire for revenge (Cohn & Goodwin-Gill, 1994; Singer, 2005),
oppression (Wessells, 2002), ideology (Wessells, 2002), militarization
(Wessells, 2002; Singer, 2005), community (Wessels, 2002), and
employment (Brett & Specht, 2004). Clearly it is a complex
phenomenon located in a psychological, political and socio-economic
individual and international system.
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Brett and Specht (2004) identify war itself as the most significant factor
that drives children into armed forces; ―(w)ar has a ―multiplier effect‖
because it generates so many of the other factors in critical and extreme
ways and presents to the child a ready-made solution‖ (p.80).
The family is a second major factor that either pushes or pulls a child
into armed forces (Wessells, 2002; Brett & Specht, 2004). If a child
comes from a military family the military may be seen as a good
employment option or a fated profession. Some children may also join
to escape a violent or abusive family life. Living in families besieged by
economic hardship, some children view soldiering as a means of
fulfilling their family responsibilities (Wessells, 2002).
Education and employment are also crucial factors. A child attending
school and making good progress with the ability to make a living
afterwards or who has left school but is economically self-sufficient will
require strong incentives to leave school and join armed forces (Brett &
Specht, 2004). On the other hand, as Richards (1996) discovered in
Sierra Leone, lack of access to education sparked the discontent that
fueled youths‘ desire to join the rebel group called the Revolutionary
United Front (RUF), and overthrow the government.
Poverty acts as another push-pull factor – it lessens options for children
making child soldiering a possible avenue for their energies. For some
children, especially orphans, joining armed groups ensures at least one
meal a day. Furthermore, some poor parents do not object to this
because giving up their children to the illegal armed force yields food
and access to material gains for them. Young people who are not living
in impoverished conditions are not likely to join armed forces, although
as Brett & Specht (2004) note, there will always be exceptions.
Factors That Drive Adults to Recruit Children
Singer (2005) states that transforming a child into a fairly effective
combatant is disturbingly simple - it begins with either abduction or
coercion and is then followed by cruel but straightforward methods of
training with the ultimate aim of fostering a child‘s dependency on an
armed organization and inhibiting escape. There are three factors among
many that drive adults to recruit children by means of abduction or
coercion. First, children‘s lives are considered to be of less value than
fully trained soldiers and thus are charged with tasks
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that entail greater hazards. According to Singer (2005) children become
mine detectors clearing the path for follow-on assault forces. Second,
commanders prefer children for their high levels of obedience and
willingness to carry out suicide missions. For example, in Sierra-Leone,
DRC Congo and Northern Uganda, military leaders used marijuana to
pacify child recruits. Third, children represent cheap labor and a
relatively easy way for armed organizations to generate force (Andvig &
Gates, 2006). The use of children lowers the ―barriers to entry‖ into
conflict and thus lessens the costs of assembling a fighting force (Singer,
2005; Wessells, 2002): groups that would have been easily defeated in
the past can now emerge as real contenders and organizations that would
be little more than gangs become viable military threats. In Uganda, the
LRA used children to expand from 200 core members to an army of
14,000 soldiers (Singer, 2005).
Promises of Change
A variety of international and regional instruments promise protection to
children during situations of armed conflict, ranging from evacuation to
non-enlistment and provision of special care. Although these sets of
laws have never deterred the abuse they claim to protect, they also
provide a stronger basis for a claim and compel discussion of the issue,
including appropriate actions, suggesting possible consequences for
breach, and outlining the nature of obligations (responsibility and
accountability). They also provide an essential foundation for action and
lay the ground work for advocacy, through education, such as in high
schools, which in turn leads to the creation of awareness, and generates
support and debate. Appendix A includes information regarding key
legislation that can be used as a teaching and learning resource.
A Call to Action
(G)lobal education is the socialization process into globalization. It is
acquiring the intellectual competence to function as rational citizens in
the emerging global order. Here is much to re-orient all peoples of the
planet toward globalization. The world today is grounded upon
fragmented cultural perspectives that perpetuate national sovereignty,
social segregation, autonomous individualism, competitive market
economics, and religious exclusiveness. These cultural perspectives
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are being challenged by the demands for increased international
interdependence and collective cooperation. (White, 2008, p. 96)
The phenomenon of child soldiers is or should be prominent among the
concerns of western educators. If we can develop a consciousness about
environmental issues and change a generation‘s habits, practices and
attitudes toward recycling, garbage sorting, and electricity usage, surely
we can incite awareness, action and ultimately change about the growing
phenomenon of child soldiers. Why aren‘t we? Why haven‘t we? What
might be the barriers? Curricular fit? A matter of ignorance? A
challenge to our values? These are reasons given by participants in our
workshops.
Curricular fit
A quick internet search reveals numerous places where this content, as
uncomfortable as it might be, could be addressed, particularly at the high
school level. Directly related to topics or units of human rights, this
ethical, legal and social atrocity can easily find its way into social
studies, moral, values or character education or religion, health or law.
The poems and song excerpts in Appendix B could also be discussed in
literature classes. However, no teacher can integrate the topic into any
area, including an optional subject, without information and
consciousness.
Ignorance
Jan Egeland, former UN under secretary general for humanitarian affairs
and emergency relief coordinator, said in a Dateline NBC documentary
"The conflict in northern Uganda is the biggest forgotten, neglected
humanitarian emergency in the world today" (2004). His words confirm
that we may all be living in a state of ignorance surrounding the drivers
and extent of child soldiering around the world. As law makers strive to
insure that conventions, protocols and laws are in place to challenge
those who leach on these children the world faces a serious question of
enforcement. Surely the problem solving and critical thinking skills so
highly valued and nurtured in our western schools might find a place to
tackle the complexity of this issue and make more public the need for its
resolution. Debates, moot courts, mini United Nations and mock
parliaments provide ready-made
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school-based fora for research and discussion of this issue within high
schools (see Appendix C for debate starters).
However, in order for this issue to be addressed in any of these fora
resources are required. Teachers and students require background
reading to become familiar with the issues within the debate. To combat
the question of ignorance and provide educators with resources for use
with young people, some of the poems and songs, multimedia clips,
websites and debate starters we have used in our sessions with youth are
provided in Appendices B and C. For example, in our workshops youth
have discussed poems and then created tableaus and sound mosaics to
express their interpretations and then selected key words and visuals
from poems, songs and legislation to construct consciousness-raising
wall murals for display in public settings.
Conclusion
The articulation of values floats below the level of our consciousness just
above our ability to critically connect what we say we believe and value
and our behaviour, i.e. what we do with our time as individuals and as a
society. In the West, time is money and although many are profiting
from the phenomenon of child soldiers, their direct connection to our
everyday lives is opaque. We cannot show support or resistance by
placing a personal embargo on a brand name shoe or clothing item in this
phenomenon. We cannot turn to a pharmaceutical company to solve the
matter nor accuse them of hegemonic post-colonial capitalism. We
cannot sort through our own possessions and send donations to a
provider of necessities. The demands of responding to the phenomenon
of child soldiering require the increased international interdependence
and collective cooperation that defines global education and a concerted
effort to build a generation in the West aware of this atrocity, willing to
ignite dialogue about its resolution at many levels. ―The age of the global
village has dawned. Ignoring instability and conflict leading to … mass
atrocities today seriously threatens the health, security, and prosperity of
our . . .peoples‖ (W2i, 2009, p.6).
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Appendix A
Background on Legislation
Greater protection for children in situations of armed conflict can be
found in The Geneva Conventions, 1949 and the Additional Protocols I
and II of1977, the United Nations Convention on the Right of the Child
(CRC), 1989 and the Optional Protocol on the Involvement of Children
in Armed Conflicts, 2000.
Geneva Conventions 1949 and the Additional Protocols 1977
Form the base of international humanitarian law; the special
branches of International Law governing the conduct and
means of warfare.
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 They are binding on both States parties and non-States but to
different degrees.
 Outline that warring factions distinguish between civilians
and combatants, including objects. This discernment is meant
to prohibit attack on civilian population and the use of
weapons.
 Attacks on civilians and enlistment of children into armed
faction constitute war crimes and crimes against humanity.
 Their short fall is that only recruitment of children under 15
years constituted breaches of the conventions.
Convention of the Rights of the Child (CRC) adopted in 1989
 Placed 18 years as the age for childhood but left exceptions to
countries in which the age of majority is attained earlier
 Laid down 4 principles, which include the ―best interest of
the child principle‖, but retained 15 years as the age limit for
voluntary recruitment into the army while prohibiting their
‗direct taking part in hostilities‘ (combat).
Optional Protocol to the Convention on the Rights of the Child (CRC)
 Entered into force on 12 February 2002 and was adopted by
the United Nations specifically to address the issue of
involvement of children in armed conflict, which was
inadequately addressed by the 1989 CRC.
 Removed to a greater extent the disparity between
recruitment and participation in hostility.
 Added the element of parental consent and prior declaration
in case of voluntary recruitment of persons above 16 years of
age (instead of 15 years of age).
Other Legislation Protective of Children in Armed Conflict- African
Charter of the Rights and Welfare of the Child 1990
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Appendix B
Songs and Poems
Songs
Black Eyed Peas - Where Is The
Love?
http://www.azlyrics.com/lyrics/black
eyedpeas/whereisthelove.html
What's wrong with the world, mama
People livin' like they ain't got no
mamas
I think the whole world addicted to
the drama
Only attracted to things that'll bring
you trauma
Overseas, yeah, we try to stop
terrorism
But we still got terrorists here livin'
In the USA, the big CIA
The Bloods and The Crips and the
KKK …
Puppy Soldiers- CHILDREN OF
WAR
http://mickterry.com/lyrchildrenofw
ar.html
His first contact with an AK,
at the ripe old age- of five,
was the murder of his father outsidetheir door
by three rebels having a hey-day
as they plundered his- whole tribe,
all- in the names of politics, Godand war.
His mother, beaten & savaged,
had so bravely tried- to fight,
couldn't save his older brothers, both
dragged- away…

Poems
A Child Soldier Diary
http://burmadigest.wordpress.com/2007/
07/06/poem-a-child-soldier-diary/
I am a child soldier
My gun is taller than me
Why! I am a child
It is too heavy, and so loud
I hate it since I got it
But, it‘s always on my shoulder
Day and night
I have to learn to shoot
I have to sleep with it, nightmares
Why I have to shoot the people …
- Koko Latt (Mike)
Fighting in Sierra Leone
By- Viva La Vie Boheme
http://allpoetry.com/poem/2525378
Clad in khakhihe runs with others
following the orders
of giants up ahead.
He's panting, tired,
but ready for the fight.
Rifle around neckhe pauses, he breathes,
he takes a steady aim
and then he shoots
at someone just like him.
Watching his stephe's heard the deafening roar
of a mine as it releases power,…
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Websites
Amnesty UK:
http://www.amnesty.org.uk/content.asp?CategoryID=10420
British Red Cross: http://www.redcross.org.uk/standard.asp?id=73549
Global Dimension:
http://www.globaldimension.org.uk/resourcesearch/results.aspx?selTopic
=13
ITVS: http://www.itvs.org/beyondthefire/Lesson_plan2.html
Sprockets- Toronto International Film Festival For Children:
http://docs.google.com/gview?a=v&q=cache:nmytcDlI0NAJ:www.reelle
arning.ca/docs/War%2520Child%2520Teacher%2520Resource.pdf+teac
her+resources+child+soldiers&hl=en&gl=ca&sig=AFQjCNEEo9_wB0B
jB_2saVFUPg2JEXPmKg
United Nations: http://www.unhcr.org/458160af2.html
United Nations:
http://www.un.org/works/goingon/soldiers/lessonplan_soldiers.html
War Child: http://www.warchild.org.uk/schools/teaching_materials
Invisible Children: http://www.invisiblechildren.com/home.php
Appendix C
Moot Court Debate Topics
Use information from Appendices A and B to shape your arguments
when debating the following questions.
The United Nations Convention on the Rights of the Child (CRC), 1989
defines a child as any human being below the age of 18, unless under the
law applicable to the child the age of majority is attained earlier. The
African Charter on the Rights and Welfare of the Child
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1990 defines a child as ― a child means every human being below the age
of 18 years.
(a) Should children below the age of 18 be recruited into armed forces?
(b) Issues related to child soldiers should be taught in school.
(c) Western countries should intervene and save lives of children in
armed conflict.
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Minerva Ladores
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Frostburg State University
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Abstract
In this article, we discuss our experience in integrating a cultural walk
activity in our educational foundations class for graduate students.
Students were given a Scavenger Hunt List as guide for what to look for
and were asked to take photographs as they took the walk. The cultural
walk experience was processed using three online tools: Picasa web
albums, VoiceThread, and blogging. Student reflections indicate a deeper
appreciation of the local culture, in this case, the City of Hagerstown,
MD. In the end, students benefited from this activity by gaining a tool for
viewing a local culture and making sense of it - a tool they can use in the
future if they were to take a "cultural walk" in other neighborhoods and
other countries.
Introduction
Prospective teachers benefit from an understanding that children are
best seen in the light of the community in which they grow. Building
respectful and reciprocal relationships is part of the National
Association for the Education of Young Children‘s standards for early
childhood professionals (NAEYC). Pursuits such as planning
curriculum, collaborating with parents, and planning with the
community for school ventures all require that teachers learn the
cultures and subcultures of the community. Epstein (2002) wrote, ―If
educators view students as children, they are likely to see both the
family and the community as partners with the school in children‘s
education and development.‖ For future teachers to view students as
children, they need to connect with the culture of the children. In this
sense, we share the viewpoint expressed by Zygmunt-Fillwalk & Clark
(2007) that emphasized the importance of ―the encounter‖ as termed by
Gay (1985) as the catalyst that ignites a process challenging the
individual to reconsider former beliefs. Through an encounter, there
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is a better chance for prospective teachers to view students as children.
Our encounter with culture is a cultural walk through a downtown
section of a city. The walk is organized as a scavenger hunt followed by
a technology-based presentation from the prospective teachers.
Significant reflective debriefing is integral to the process in order to
bring out student insights.
Our Context
The experience takes place at a satellite branch of Frostburg State
University (FSU) located in Hagerstown, Maryland. The students are in
a Master of Teaching certification program. They are graduate students
who have earned a bachelor‘s degree in fields other than education but
have decided to go back to school to be certified in teaching. The course
in which the cultural walk takes place is a course in human growth and
development which naturally includes an emphasis on how culture
impacts development. The cultural walk is the experiential, hands-on
part of the study of culture. Though the students are college graduates
and have discussed and even studied culture previously, the awareness
and the awakening of the need for a deeper perspective as a teacher has
not been fully assimilated. In order to truly understand culture, they
need to experience it as prospective teachers.
Cultural Walk– History and Evolution
The cultural walk has evolved from its beginnings as an undergraduate
invitation for students to locate authentic curricular connections to the
community. Mathematics, for example, was found in patterns on
brickwork. The clocks in the area could be seen as part of the city‘s
history, a mathematical measurement instrument, and a piece of art.
Flowers and gardens in the area showed how people were made to feel
welcome, how the culture decorates, and how they value nature. Art in
the local community was found in expected and unexpected places
including the design of store windows or in iron railings. The goal was
for students to be mindful of the community as an authentic source of
curriculum, but in the process, the students also uncovered the area‘s
culture. For example, the pride in the clocks reflected a love for
mechanics, the time orientation of the area, and the German heritage.
Hence, the curriculum component just seemed to migrate to discussions
about the local culture. The richness of the discussions led
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us to take the experience further in the direction of culture. We kept
the curricular areas, since the search generated the curricular authenticity
component, but added a second section focusing on cultural
attributes. The list is presented in Figure 1. Revisions, of course, could
and probably should happen constantly, but we think that for our
candidates the present scavenger hunt has hit a balance between too
meager and too overwhelming.
Cultural Walk – Logistics
Planning for the cultural walk. One of the first things we did as
instructors was to go around the community and chat with businesses to
tell them what‘s going to happen. We also tried to plan for some very
interesting happenings such as setting up a snack break at a
Mediterranean restaurant. Other things done in the past include
arranging for t-shirts, a haircut, and hunting for a particular book at the
local bookstore. We also tried to arrange the activity during a time when
there‘s a local event, such as a Jazz Festival or a Health Fair at the town
center. We alerted local police because it will be unusual to have a big
group of people walking around taking photographs.
For planning, we also selected and prepared technology we will be using
for the students. In this case, we had cameras, headsets, and cables
ready. The computer lab was reserved beforehand. The computer
programs that will be used for creating projects were set up. We made
sure that VoiceThread, Picasa and the class blog site worked. Hand-outs
on step by step procedures were also prepared.
Setting Up. We asked the students to simulate teachers who are entering
the community who will be employed in the region. Hence, they really
were trying to learn about their future students and their culture. We also
asked them to be aware of their professional behavior. They were
reminded to be mindful of the language they use, their dress, and their
conduct. Issues of security were also discussed, including the boundaries
of our walk and the importance of staying with the group. We advised
the students to the protocol on taking photographs of people. They were
also made aware that during the walk, they would experience a variety of
subcultures to mitigate surprise or shock.
Students were divided into small groups of 3-4 members each. They
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were then given a Scavenger Hunt list (Figure 1). They were instructed
to take photographs of items on the list. In our instructions, we
emphasized that while engaged in the scavenger hunt, they should try to
find items that are unique. The emphasis on unique findings removed
much possible redundancy and kept interest high.
2During the Walk. Armed with their Scavenger Hunt list, most students
were off to a quick start. However, some students drew blanks and
couldn‘t engage. With these students, we needed to walk with them for a
while and model finding some items on the list. It normally does not
take too long before they are on their own.
One of the neat things about the cultural walk is that it pushes bonding
among class members. On a scavenger hunt, together is definitely
better. Being out there and being a part of a group makes the cultural
walk an enjoyable experience and the ―teamness‖ of the scavenger hunt
helps solidify the bond. The timing of the cultural walk is something we
have been debating. On one hand, we do not want to have it too early
during the course in order to give time for students to get to know each
other. But we don‘t want to have it too late, either, since this activity
tends to bonds students.
Another neat thing about the cultural walk is the surprise it brings to both
instructors and students. For us as instructors, there are always surprises
about the personalities, leadership styles, and interpersonal skills
demonstrated by students. For example, one time we had a student who
chased after a man in a unicycle because it was indeed, unusual! So was
she. While the rest of us were standing thinking, ―Oh, we missed that
one,‖ she was in action. This dynamic of this particular student‘s
personality would often be muted inside the classroom.
As for the students, they were surprised to find unexpected art forms,
helpful people, and items on the list they have not noticed before. Most
come back as wide-eyed as third graders.
After the Walk: Technology Projects
The invitation to use new technology to make a presentation might
initially seem to be diversionary when the focus needs to be on
culture. However, the technology tools added an element of
satisfaction and pride. Now the candidates shared significant and
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exciting findings using a rich media format. Brain research advocates
involving the learner in a complex experience. Technology advocates
also call for using technology as a tool for thinking. In this case, the use
of technology supported the processing of the candidates‘ experience.
Students had three assignments after the cultural walk: a Picasa web
album, a class VoiceThread, and a blog entry on their personal road to
cultural awareness.
Picasa Web Album - Upon their return, students proceeded to the
computer lab where we demonstrated the steps for creating a web album
on Picasa. A web album is a compilation of photographs posted online
with accompanying comments. Viewers can see the album on any
computer that has Internet access. The album can also be projected
onscreen for an audience. In this way, it is a great presentation tool.
There are several programs online for creating web albums such as
Picasa, PhotoStory, and Flickr. The major benefit of creating an online
album is that it will remain accessible for later viewing. It also saves the
expense of paper copies and photographs. Each group had to create one
album. After completion on a subsequent day, they presented their
finished work in class. Students were very proud of their presentations
which were of high enough quality to go to a larger audience, e.g.
audience for teacher training. The following student comment articulates
the appropriateness of using Picasa for this activity:
“The diversity of student backgrounds represented in our class and the
diversity of culture we experienced within our Picasa projects have
demonstrated to me that culture is everywhere. “
VoiceThread – A VoiceThread is a collaborative, multimedia slide
show that holds images, documents, and videos. It allows people to
navigate pages and leave comments in five ways - using voice with a
microphone or telephone, text, audio file, or video recorded using a
webcam. After the Picasa presentations, we selected the best 40
photographs and uploaded them to a VoiceThread for a class
project. We showed the photographs in class and asked students to
record comments. One thing that surprised us was how much attention
the students paid to voice. The students practiced using and projecting
their voice. Amazingly, some of them wrote scripts prior to
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recording. We appreciate this because it showed dedication to doing a
good job. This also demonstrated an awareness of voice as a powerful
teaching tool. You can view our class VoiceThread
at http://voicethread.com/?#q+hagerstown. The following student
comment illustrates the impact of using VoiceThread:
“This evening we looked at what has happened on the culture walk
presentation to this point. This “VoiceThread” piece of technology is
really a nice tool to show the diversity on how people view different
things. When I listen to each individual discuss what they see in the
photo, I hear exactly that – their individual take on what they see, formed
by their own cultural background. The cultural walk of the city has
become a cultural walk of the classroom as well.”
Class Blog – A blog is an online journal, a tool for publishing and
sharing one‘s thoughts and opinions. Many educators have started using
blogs to encourage student writing. At FSU, we place importance on
reflective practice. One of the assignments is for students to reflect on
their personal road to cultural awareness. In the past, these assignments
have been collected as paper copies. However, many of the stories are
too precious to be lost. We decided we needed a repository in which
students can share their stories with others. A blog was an appropriate
tool for this. You can read these stories at http://ed606.blogspot.com/.
Debriefing. Processing the experience after the cultural walk is a
combination of listening and recording the insights and surprises that the
students have made and to making meaningful connections between
those insights and multicultural proficiency. Discussion began with a
simple question: What surprised you? Student responses indicate that
even those who were local to the city of Hagerstown found aspects of
culture novel to them, such as the amount of humanitarianism present in
the city. Many were surprised with how helpful the local people
were. One team was at a loss while looking for a good example for
humanitarianism. A local resident came by and asked inquired about the
object of their search. She then took the team to a hidden corner where
the collection bins for food for the homeless are located. Another group
observed the afternoon parade that occurs in the city, how people would
come out and sit on their steps, greeting passers by. They were surprised
by the sense of ownership that local residents displayed. The people
considered the city as theirs.

84

Ladores & Palardy
As the discussion progressed, students started noting patterns. For
example, they noted the prevalence of accommodations made for people
in wheelchairs. They noticed the level of informality among the local
residents. In particular, strangers were seen chatting as if they have been
close friends. They noted that in other cities, this is not the case. They
also observed the pace of the city and talked about ―slow cities‖ and ―fast
cities.‖ Hagerstown they thought was ―laid back‖ and a ―slow
city.‖ They noted several instances of ―fight for life,‖ an item on the
Scavenger List. The city itself was in survival mode and there were
efforts being made to revive it. There is an office at the center of town
for encouraging small business. There were also butterfly sculptures
made by local art students decorating the streets. These sculptures will
eventually go into auction to raise money for the art school.
Noting all these patterns, students started to ask general questions about
culture. How does one understand culture? Discussion rotated to
questions about expertise in the area of cultural differences. Processing
the questions led us to offering students some theories about culture. We
discussed Geert Hofstede‘s Dimensions of Culture, Ruby Payne‘s work
on understanding poverty, and Nieto & Bode‘s levels of support for
diversity. Paradoxically, the students welcomed the theories. It‘s almost
an irony that students were the ones who asked for theories.
The discussion went into the benefits of becoming an expert on
culture. The differences that expertise could make were addressed
referencing standards and code of ethics of professional organizations
such as the Association for Childhood Education International (ACEI),
the National Association for the Education of Young Children
(NAEYC), and the National Education Association (NEA). In addition,
we addressed the difference that cultural proficiency would make in
student achievement and in their teaching. All the time spent learning
about the community and working with the community pays off in terms
of student achievement. Epstein (2002, p7) cited research studies that
show ―just about all families, students, and teachers believe that
partnerships are important for helping students succeed across the
grades.‖ We also suggested that expansion of teacher understanding is a
worthy goal and that pursuit of that expansion in the area of
multiculturalism has many paths but the dispositions to begin and to
continue are key.
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The following is a sampling of student comments about the Cultural
Walk experience:
“I found the cultural walk very exciting and interesting because it
opened my eyes to various things I would have never noticed on a
regular basis. Doing this activity really got me interested in exploring
what culture really has to offer.”
“I should never be afraid to reach out and explore my community as well
as other communities. I walk around my neighborhood all the time. I
could take these walks wearing my “culture glasses.”
“I need to (work on) becoming more aware and truly listening and
watching for cultural clues in my community.”
“I see myself striving to understand the hearts of all the communities
around me. Each community’s culture has a heart, and by finding it you
are opening yourself to the community as a whole.”
“I will stay committed to remaining culturally sensitive despite the
preconceived prejudices that I might have about a group or idea. This
dedication to remaining open to culture in all its forms is crucial to
becoming a competent teacher, and also a competent member of the
global community.”
“My plan when I enter the classroom is to get to know as much as I can
about my students and their families. I want to be able to walk through
their community with my dogs. I need to be able to see through other
people’s glasses so I can relate to them. I have to be the example. If it
means going grocery shopping across town but near my school in order
to have those chance run-ins with parent and students, I will do that. I
understand and see the need to be part of something larger than just the
classroom. I need to belong to a community and I will do whatever I can
to grow and step out of my comfort zone.”
Conclusion
Although our students in some way or another have been exposed to
multicultural education, the work is predominately academic with
reading and writing as the norm. Somehow their background seems to
lack the enjoyment and personal perusal of culture. Many are still
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reluctant or even fearful to personally become involved. To our minds,
we have bright, well-read students who simply resist exposure to
differences. The cultural walk is our version of ―the encounter.‖ In a
sense the constructivist idea of the hand preceding the mind makes
sense. Reading alone may never be enough. Touch and taste are
needed. This introduction is a hands-on experience.
Three components tend to make it work. The first is the scavenger hunt
list with the curricular areas and the cultural attributes described earlier.
The second component that seems to make this experience work is the
social arena created. Walking around a city on a pleasant summer day,
listening to jazz played by a local band, and stopping for snacks in an
ethnic restaurant would be a good experience by itself. Brain research
which advocates involving emotions does apply. Brain-based teaching
principles suggest emotions are critical to patterning (Caine, 1990).
During the cultural walk, the students were in a state of relaxed alertness
and emotionally primed for a learning experience.
The third component which makes the experience work is the
technology. As each team worked to make Picasa mini-presentations
and the class VoiceThread, cooperative and collaborative behaviors
occurred which assisted with the class team-building. Posting blog
entries encouraged reflection and provided for collective insight. In
addition, the students seemed to devour the new technology. Besides
making their presentations to the class, they were collecting ideas for
present and future classroom applications.
Currently our cultural walk is introductory. From an educational
viewpoint, we see that children are best seen in the light of the
community in which they grow. We see opportunities for curricular
authenticity. When we look a little deeper, we see opportunities for
collaboration and arenas for action in establishing and building
environments. We see leadership and heroism. We see history and
change and a need for preservation not just of reverenced sites but of
ideals. We see love and concern expressed in planning. For the school
teacher as a developing professional, we see that identifying with a
community is a spring that can flow to many meaningful connected
activities.

87

Ladores & Palardy
References
Caine, R.N. & Caine, G. (1990). Understanding a brain-based approach
to learning and teaching. Educational Leadership, 48(2), 66-70.
Epstein, J., Coates, L., Salinas, K., Sanders, M., & Simon, B.
(2002). School, family and community partnerships: Your
handbook for action. Thousand Oaks, CA: Corwin Press.
Gay, G. (1985). Implications of selected models of ethnic identity
development for educators. The Journal of Negro Education,
54(1), 43-55.
Hofstede, G. (2001). Culture’s consequences: Comparing values,
behaviors, institutions and organizations across nations.
Thousand Oaks, CA: Sage Publications.
National Association for the Education of Young Children. (2009).
NAEYC Standards for early childhood professional preparation.
Retrieved from
http://www.naeyc.org/files/naeyc/file/positions/ProfPrepStandar
ds09.pdf
Nieto, S. & Bode, P. (2008). Affirming diversity: The sociopolitical
context of multicultural education, 5th ed. Boston, MA: Pearson
Education, Inc.
National Education Association.(1975). Code of ethics of the education
profession. Retrieved from:
https://sites.nea.org/aboutnea/code.html
Payne, R. (2005). A framework for understanding poverty, 4th ed.
Highlands, TX: aha! Process, Inc.
Zygmunt-Fillwalk, E., & Clark, P. (2007). Becoming multicultural:
Raising awareness and supporting change in teacher education.
Childhood Education, 83(5), 288-293.
Appendix A
EDUC 606
Scavenger Hunt
Things to Look for:
Subject Areas - Community resources for possible use in planning and
teaching
Math (Geometry, Number, Measurement, Multiplication Fact,
etc.)
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Science
Social Studies (Government, City Planning, History, Social
Services)
Art – Think of unusual forms – Architecture Hair Design, Pizza
Physical Education (Maybe a free sporting event)
Language Arts
Languages (sign language, Spanish, French, etc.)
Dispositions – Norms of behavior, evidence of values of the culture
Ingenuity
Self-Expression
Creativity
Life‘s Fight
Perseverance
Pride
Humor
Humanitarianism
Study- A student‘s task
Empathy
Tolerance
Celebration (Life and Love)
Etiquette
Evidence of collaboration among community members
Time or Space orientation
Others we have not thought of
Appendix B
EDUC 606
Cultural Walk Directions
We are going to search for aspects of culture tonight while taking a short
walk around the immediate downtown area of Hagerstown.
Directions:
1. Work in small groups of three or four members each.
2. Walk around the area. Parameters will be explained.
3. Find as many of the items on the Scavenger Hunt list as you can.
4. Record them in the space provided on your worksheet.
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5. Provide an explanation.
6. Take photographs when possible. If taking a picture of a person,
ask permission as appropriate.
7. Stay safe. Use your intelligence and stay with your group. You
may also want to stay in close proximity to another group.
8. A snack has been arranged. Be at the Mediterranean restaurant
at 7 pm.
9. Work until the designated time.
10. Return with your Scavenger Hunt collection to the computer lab
to make a web album on Picasa.
11. We are asking for a minimum of 15 items per group. You will
notice that some of the items are recognition and cultural
understanding and some of the items are about using culture and
immediate reality to engage students. Good luck.
12. Prior to next week, we are requiring a personal
narrative. Explain how you have become aware of culture in
your own life and experience. For example, maybe you have
traveled extensively or maybe you have lived in different places.
Perhaps you have had limited travel, but some friends added to
your knowledge of culture. In either scenario you may have
noticed that the thoughts, values, actions, or expressions of
others were different than what you knew. Keep this explanation
to a page or a page and a half.
13. Each narrative will become part of a class blog. The blog site
is http://ed606.blogspot.com. Look for ―Personal Road to
Cultural Awareness.‖ Click on ―Add Comment‖ to post your
story.
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Technology and the Role of Educational Leaders in Bringing
the Global Educational Community Closer Together
Gary Stewart
Austin Peay State University
Clarksville, TN, USA
Abstract
Technology has had far reaching influences on the transformation
of global education in recent years. Likewise, the role of the
instructional leader has undergone some remarkable changes.
Technology usage has altered our perspective on learning to a
global one. Technology has become essential to instructional
programs and has expanded the curriculum and learning
opportunities to unimaginable horizons. The influence of
technology has promoted a global appreciation of cultural and
societal differences, which could be the antidote to countless
global issues. It is essential for the instructional leader to
understand the powerful influence of technology on the curriculum
and how this can serve to reshape and transform the global
community through the acceptance of cultural diversity.
Introduction
American schools are no longer islands separate from the global
community of learners. Globalism has infiltrated every aspect of
our economic, social, financial, political, and educational systems.
As a result, Americans must accept that their world has expanded
to encompass peoples and societies on a global scale. Educating
students for the present as well as the future must transform
learning into a global event. Bogotch (2001) contended that the
challenges facing principals in the future will focus on
determining the best ways to integrate technology into the
instructional program while preparing students to become
functioning members of a global learning community. The
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integration of technology into students‘ learning experiences will
be crucial in preparing them to be successful and competitive in
a rapidly changing global community (Anderson & Dexter, 2000;
Bogotch 2001).
Bogotch (2001) suggested that technology reforms in American
schools are transforming how teaching in a global community is
viewed. Educators and students are also realizing the value of the
cultural connections created by the integration of technology in
schools. The influence of technology in schools has promoted a
global understanding and appreciation of the crucial nature of
accepting cultural and societal differences. The future implications
for the development of trust and acceptance between nations and
cultures through world-wide connections and friendships
associated with technology are too important to ignore.
Technology will continue to play a crucial role in the education of
the youth of the world. The foundation will be established by the
attitudes of American educators and their global counterparts. The
key element to technology integration and implementation in
schools globally will be the leadership demonstrated by
educational and community leaders working in concert with worldwide learning communities.
―As teachers begin preparing their students to succeed in the global
marketplace and society, they are integrating international content
into the curriculum and linking students to other students to teach
them values of other cultures‖ (Gersch, 2009, p. 11). According to
Glimps and Ford (2008), ―Students in the United States need
diversity skills that enable them to function in an increasingly
interdependent and varied world. Internet technology provides an
untapped resource for helping children understand and value
diversity‖ (p. 91). Nieto and Bode (2008) suggested that a basic
education should focus on the development of social and
intellectual skills that will provide students with the capacity to
understand and empathize with a diverse global population.
Glimps and Ford (2008) and National
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Geographic and Roper Affairs (2006) indicated students should be
taught to value diversity, develop a social-consciousness, and
be able to recognize similarities and differences among groups of
people. Glimps and Ford (2008) stated:
Students can develop a concept of diversity by introspectively
examining attitudes that contribute to an accepting classroom
environment. Examining attitudes requires understanding how
one‘s life experiences influence beliefs, attitudes, and values.
Students need to understand the role culture plays in their personal,
family, and community lives. This understanding can contribute to
valuing and respecting one another as individuals and as members
of culturally distinct groups. When individuals value their cultural
heritage, they are likely to value and respect other‘s heritage. (p.
92)
Merriman and Nicoletti (2008) contended that a contemporary
education in the schools of the United States must have a global
perspective. Merriman and Nicoletti (2008) also stated that ―In the
present interdependent world, problems must be shared on a global
scale‖ (p. 10). Additionally, they contended that attitudes of
American educators, over the last twenty years, have evolved into
a more global perspective and they have encouraged their students
to do the same.
The Influence of Technology on Global Education
Students around the globe are being connected by current
technology and learning is moving away from the traditional
classroom in spite of what many experts previously believed
possible only a short while ago. The young learners of America
and those from remote regions of other countries are adopting the
new technologies and their potential at a far greater rate than their
adult counterparts. The gap between student and teacher use of the
latest technologies is widening daily with the technology
explosion. Schools cannot keep up with the demand for the latest
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technological advances in computers and software. However, this
has not deterred young learners in the global community
from expanding their learning possibilities through the use of these
new technologies.
The future of technology integration into the curriculum will be
determined in large part by the leadership of principals who exert
the influence necessary to promote technology for teaching and
learning. It is imperative that the instructional leader understand
the powerful influence of technology on learning. Technology
possesses the power to make the entire world the classroom for the
student. Technology has the potential of bringing the various
nations and cultures closer together through information exchange
and acceptance of cultural differences. People become fearful
when they are uninformed or misinformed. Technology provides a
venue for acquiring the information necessary to make intelligent
and informed decisions about other nations and cultures. Students
from a global learning community, who are engaged in sharing
unique cultural aspects and are learning to become accepting of
other peoples and cultures, will serve as the ambassadors for the
future.
Schools are microcosms of the larger society from which the
students, teachers, and parents are drawn. The changes influenced
by technological advancements will provide some unique
challenges for educators and principals in the global community.
Teachers in American schools are being challenged in their efforts
to integrate technology in their classroom instruction (Bogotch,
2001). Anderson and Dexter (2000) suggested that the use of the
various technologies is inherently inconsistent with the traditional
expectations for teaching. However, Becker (2000) argued that
when technology is provided teachers who are supportive of
technology, integration efforts are highly successful and student
learning is maximized.
The technology is available for students to be connected to the
world and participate in a global learning experience. However,
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schools will need financial, technical, and supervisory support to
be able to accomplish the task necessary for the globalization of
education. The leadership is present but is in need of specialized
training to maximize the potential for linking all students globally
together in a common learning experience using current
technology. This will require instructional leaders and teachers
dedicated to a common purpose with current technology and the
cooperation of global nations with a similar vision.
Technology’s Influence on Globalization and Learning to Value
Diversity
―Globalization is a potent force in today‘s world. The welfare of
the United States is tied to the welfare of other countries by
economics, the environment, politics, culture, information, and
technology‖(Merriman & Nicoletti, 2008, p. 8). Gibson,
Rimmington, and Landwehr-Brown (2008) contended that
globalization has an effect on the lives of us all and stated:
At no time in human history have we been faced by so
many challenges of global proportion, such as climate
change, terrorism, or spread of diseases. These are
challenges that will require unprecedented levels of
collaboration across many cultures to reach sustainable
solutions. A paradigm shift from the prevailing democratic
national governance to a mix of concern for this and the
effects of global cooperation necessitate world citizenship
and global awareness on a level that is not familiar to most
people. (p. 21)
Gibson et al. (2008) stated that ―Leaders in a globalized world
need skills that allow them to collaborate, communicate, negotiate,
think critically, and gain multiple perspectives through dialogic coconstruction of meaning with individuals from different cultures‖
(p. 12). Gibson et al. (2008) also suggested that these skills
―promote a deeper understanding of diverse

95

Stewart
cultures and ‗humanizes‘ people who might otherwise seem
abstract‖ (pp. 12-13).
Glimps and Ford (2008) contended that technology provides active
learning experiences utilizing instructional resources on the
Internet to promote the understanding and acceptance of global
diversity and also simultaneously developing computer-literacy
skills. Glimps and Ford (2008) suggested that technology has the
potential to make real-world situations available through the use of
pen pal links where teachers and students link with their
counterparts in the various countries. ―These exchanges encourage
the development of new international friendships‖ (Glimps &
Ford, 2009, pp. 93-94). Glimps and Ford (2008) contended that
students will benefit from the vast reservoir of technology in their
quest to promote international friendships and a sense of global
community creating a foundation for understanding and acceptance
between nations and cultures.
Teachers have the opportunity with the current technology to
transform their classrooms into global learning venues (Gersch,
2009). Gersch (2009) proposed that teachers can collaborate with
their counterparts around the globe using the current technology
and noted that teachers already exceed 130,000 globally in 80 plus
countries. Various communications tools such as Skype can be
used to bring video-conferencing into classrooms and connect
students globally on collaborative projects focusing on cultural
awareness and acceptance of diversity. Glimps and Ford (2008)
stated that ―Twenty-first century students need skills to participate
in globally diverse learning communities‖ (p. 91).
Technology has the potential to successfully connect diverse
cultures on a global scale. Gibson et al. (2008) proposed that
people from around the world are increasingly interconnected
because of technology causing global consumers to become more
in touch with each other which encourages respect for diversity.
Gibson et al. (2008) stated that, ―The world is becoming more
diverse on a local scale due to migration and a high volume of air
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travel, and this has implications for the classroom and the
workplace‖ (p. 11). Glimps and Ford (2008) proposed that teachers
must structure their instructional strategies to help
students acquire the interaction skills necessary for a global
context. Glimps and Ford (2008) stated that ―Students need to
understand how diversity issues have affected world history and
how they are vital to the nature of their identities and
communities‖ (p. 91).
School districts have also discovered that the use of computers for
classroom instruction and research often produces unexpected
benefits for students and teachers. Merriman and Nicoletti (2008)
stated that:
An example of integrating technology into the classroom
can be found in schools and classrooms that are a part of
the International Education and Resource Network, which
allows for global collaborative classroom projects where
students and teachers share basic cultural information
through the use of the Internet and other technologies. (p.
17)
This collaborative learning venue enhances the awareness and
understanding of cultural diversity leading to a more open
acceptance of differences. Latham (1999) suggested that new
technologies have created a culture of young learners in the global
community. Students are being exposed to technology that
promotes a global mindset. The young technology users are
developing a new culture within their native cultures. The new
cultures are focused on procuring facts and the truth about the
history of nations, cultures, and peoples from the global
community. Old barriers are being swept away by the use of
technology and the self-awareness developed by the acquisition of
accurate information. Students are learning the fearful cost of
generations of hatred and fear between cultures and nations.
Gersch (2009) stated that:
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Students need to learn more about other cultures. Teachers
should teach about and review the general concept of
‗culture‘ and ‗cross-cultural‘ understanding as
well as exploring the many diverse aspects of cultures such
as literature, art, music, history, religion, language, daily
life, customs, and traditions of other cultures that exist both
in their own country and other countries. (p. 12)
Gersch (2009) proposed that studying other cultures allows
students to develop a deeper understanding and appreciation for
cultural differences and similarities, which will help avoid biases,
preconceptions and misconceptions about those cultures. The City
College of New York designed CultureQuest to train teachers to
use inquiry-based investigations of other cultures (Gersch, 2009).
CultureQuest relies on a variety of resources using technology ―to
allow students to examine, understand, and appreciate diverse
cultures, including their own‖ (Gersch, 2009, p. 13). The projects
are undertaken with the entire class working as a team in a
collaborative endeavor using technology to develop an
appreciation of cultural diversity on a global scale.
Global Peace Through Understanding and Acceptance
Students are learning that, through technology, they can learn
about their heritage. These learning experiences carry over to
understanding and acceptance of the differences of other cultures
and peoples. The awareness they acquire for the different cultures
in their native land are now relevant to those of the global
community. Merriman and Nicoletti (2008) suggested that citizens
of the global community must first be citizens of their native lands.
Developing an understanding and acceptance of cultural
differences on a global scale must be preceded by understanding
our own values and attitudes toward the cultural differences in our
native land.
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Glimps and Ford (2008) noted that much of present-day oppression
has its roots in the nation‘s past, which is why it is essential to
portray historical events accurately to students. Glimps and Ford
(2008) recommended YouTube videos as a
means to present powerful moments, often oppressive, from our
past. Technology allows us to experience national events and
global events that have contributed to the current social, economic,
religious, political, and cultural situations in the nations of the
world. The nations of the world currently find themselves faced
with problems and dilemmas which must be dealt with by present
and future generations if peace and a global conscience are to be
realized. The peoples of the global community must develop a
feeling of connectedness beginning with children learning to value
their own cultures, which is vital to their acceptance of other‘s
similarities and differences (Glimps & Ford, 2008). Nieto and
Bode (2008) and Glimps and Ford (2008) proposed that an
understanding of diverse cultures and nations must focus on the
similarities and not just differences. Focusing on differences alone
will continue to perpetuate conflict and not understanding.
The education students receive is often from a particular
viewpoint, depending on where the student lives. Gersch (2009)
illustrated this with the story of the Mayflower and its voyage to
America. The children of America concentrate on the landing
while the children in England learn about the passengers and the
reasons for leaving their native country. Gersch (2009) stated that,
―Realizing how nice it would be to enable children from both
countries to better understand both sides of the story, The Global
Education Telecommunications Network Project was born‖ (p 10).
This international project linked school children in New York
with those in London using the best technology available. At least
a dozen countries joined the network and a global project is
flourishing using technology to meet the project goals. The
project was born almost 20 years ago and has grown into a
collaborative global network with learning aimed at global
understanding. Gersch (2009) contended that global projects
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encourage students to interact with global partners in different
countries to collaboratively work on real-world problems and
issues and find solutions that are amenable to the various cultures
involved.
Gibson et al. (2008) described one global learning project, which
was designed to dissipate misconceptions of other cultures. The
Cage Project illustrates how people deal with one‘s cultural
background, experiences, and attitudes that interfere with our
perspective of the issues. Gibson et al. (2008) stated that ―When
people of different cultures interact, their invisible ‗cages‘ interfere
with effective intercultural communication‖ (p. 15). Merriman and
Nicoletti (2008) believed that educators have a duty and
responsibility to present critical global issues that impact the world
by fostering awareness in their classrooms. ―Global issues such as
environmental challenges, the ongoing threat of conflicts, war,
terrorism, the discovery of new infectious diseases, the
exploitation of workers, and gender discrimination need to be
explored by students through creative and effective lessons‖
(Merriman & Nicoletti, 2008, p. 18).
The Challenges for Educational Leaders
Crystal (2001) suggested that the principal is the conduit through
which all issues must be channeled, including the implementation
and integration of technology. The challenges in schools due to the
influence of technology must be addressed by the educational
leader. The educational leader must be able to foresee and manage
the influence of technology and determine the proper course to
chart in the utilization of technology to benefit students. Twentyfirst century principals will need to assist teachers move from
traditional roles to facilitator roles allowing students latitude and
freedom of exploration. The infusion and integration of technology
into the lives of our students and their learning experiences will be
crucial in preparing them to be successful and competitive in a
rapidly changing global community (Anderson & Dexter, 2000).
Crafton
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(1998) suggested that technology reforms in American schools are
rapidly transforming how teachers and administrators view their
roles as educators in the global community. Educational leaders
have the responsibility for the guidance and support teachers and
students receive for technology identification, selection,
implementation, integration, and usage. Ertmer (2002)
contended that educational leaders play a crucial role in the
implementation, integration, and facilitation of technologies in the
instructional program.
Ertmer et al. (2002) maintained that the real issue seems to be the
development of technology leadership skills, which appear to have
been incidental rather than intentional. Ertmer et al. (2002) and
Schmeltzer (2001) agreed that innovative initiatives would be
required to help administrators accrue the necessary knowledge
and skills required to become the technology leaders and models in
the new age of technology. Anderson and Dexter (2000) suggested
that strong leadership from the instructional leader is needed to
sustain momentum. Ertmer et al. (2002) noted that far too many
principals had minimal experience or training to be strong
instructional leaders in promoting technology. They also suggested
that technology leadership is best defined by the extent the
instructional leader is able and willing to model the use of
technology and the level of support they demonstrate for the
implementation and integration of new technologies. Strudler and
Wetzel (1999) proposed that becoming a leader of teachers in
technology use would require instructional leaders to communicate
a real vision of technology use and also a plan to implement and
integrate the technology into classroom instruction.
Conclusion
In a world filled with turmoil, terrorism, hunger, and human rights
abuses, it is prudent to teach the present and futures generations to
deal with global issues rationally and humanely; allowing truth,
understanding, and acceptance of differences to
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replace the sword with justice. The answers lie in education and
the power of technology available to the current generations. The
world‘s dependency on technology is undisputable as is the global
connectedness. The economic viability and security of each nation
is tied directly to that of all the other nations. War in one part of
the world affects the security and economics of all the
other nations. As peoples of the world become closer because of
our dependency on technology, the greater will be the need for
acceptance of cultural and societal differences. Nowhere in the
world is there a greater representation of varying cultures and the
accompanying differences than in the U.S. It behooves us to
influence the peoples of the global community in accepting
cultural differences. Differences, like similarities, have the
potential of making a nation stronger not weaker. Likewise, it
serves the same purpose in the great global community we call
humanity. Technology has the capability to exert an enormous
influence on the security and well being of the global community
when used to educate the populace to truths and not
misconceptions, acceptance of differences through the recognition
of similarities, and tolerance rather than violence.
Technology has the potential for granting every child a global
education. The internet has the potential of providing experiences
and learning opportunities that will bring the youth of the global
community together in a way we have never imagined or believed
possible. However, before we can possibly lead our students to an
understanding and acceptance of other countries and societies and
their differences, we must be able to lead our students to the same
level of understanding and acceptance of the differences right here
in this country.
Technology will allow American schools to collaborate with a
world-wide global community of educators who are like-minded in
promoting a global community of learners. This will require the
strong and committed leadership from principals with a vision to
recognize the potential of technology for promoting a 21st century
technology agenda to enhance and enrich the
102

Stewart
educational opportunities for students around the world. Anderson
and Dexter (2000) believed that strong leadership is a prerequisite
for effective implementation and sustained maintenance of a strong
support base. Schmeltzer (2001) and Merriman and Nicoletti
(2008) contended that principals would be required to possess a
myriad of experiences to be in a position
to serve as a leader of technology implementation and integration
in schools. The quality of leadership in the schools of America will
determine if we are successful in creating a world-wide global
network of learners who are accepting of cultural, institutional,
religious, political and economic differences.
The educational leaders in our global community must strive to
develop a sense of global responsibility for each other and the
future. They must promote a sense of family where the members
are bound by love for mankind to seek solutions to our past and
current problems and societal issues. Instructional leaders of the
schools of America and the global educational community must
assume their rightful places in promoting the integration of
technologies and providing the necessary support and modeling for
teachers and students to begin to maximize the true potential of the
current and future technologies available to the education system.
The leadership of principals in American schools and their
counterparts around the world will determine how successful
schools are at implementing and integrating technology. The
commitment of principals will determine the success of
establishing collaborative connections, intercultural understanding
and acceptance, global networks and cooperative projects.
Additionally, they will need to promote a sense of a global oneness
that will result in the best chance this world has of becoming a
world-wide community of learners, accepting of differences,
celebrating the accomplishments for the good of all members of
this global community, and bringing peace and prosperity to the far
corners of the globe. The architects of such dreams are called
principals. Their tools of choice in this endeavor to eliminate
ignorance, misconceptions, preconceptions, hate, hunger, famine,
and the multitude of other
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ills of global society will be the existing and future technology.
The vision, collaboration, and commitment of principals worldwide must focus on making sure that our children and
grandchildren have a future to enjoy. The attitudes that children in
schools develop now will provide the basis for their relationships
in the future (Gibson et al., 2008; Dexter et al.,
1999). When students interact with other students from around the
world via the internet and the various technologies available to
them, the ground work is being established for future diplomacy
through cultural awareness and understanding.
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Abstract
This paper describes the impact of an elder program on language
revitalization in a northern Cree community. Four seasons of an action
research project are presented along with the resources created and
piloted. Through traditional storytelling elders became messengers of
hope, not only passing on the gift of language and identity to the
youngest generation in the community but also inspiring all generations
in the community to value their language and culture.
Messengers of Hope in Reversing the Language Shift
During the past 100 years or more, nearly ten
once flourishing languages have become extinct
[in Canada]; at least a dozen are on the brink of
extinction. When these languages vanish; they
take with them unique ways of looking at the
world, explaining the unknown and making sense
of life. (Norris, 1998, p. 1)
In light of the fact that the Canadian Census of 2001 reported that
only one quarter of Aboriginal people could conduct a conversation in
an Aboriginal language, that the proportion of aboriginal people who
reported having an Aboriginal mother tongue dropped from 26% in
1996 to 20% in 2001, and that among children under five the
percentages decreased from 20% to 15% (Norris, 2004, p.6), how
many more languages will be lost in this century? These statistics on
Aboriginal language loss reveal the legacy of colonialism and the dire
need to find ways to recover language, knowledge and identity.
Context
In Cumberland House, Saskatchewan, the community that is the focus of
this study, as elsewhere, the story of language loss is understood as
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a negative legacy of the European fur trade, the influence of Christianity
through the churches and the assimilation efforts of
educational institutions. ―Colonialism was and is an oppressive system
that strives to subjugate a group of people to keep them from having
equitable access to the economic opportunities and social privileges
enjoyed and taken for granted by members of the colonizing group,‖
(Goulet, 2001, p. 76). Unless on-going action is taken to reclaim
Aboriginal languages in our communities and schools, hope for language
revival in the next generation may disappear.
In response to the severity of language loss, the Northern Lights School
Division initiated an Aboriginal Language Immersion/Bilingual pilot
program in 1999. Charlebois community school and the parents from the
community expressed interest in piloting the project. At that time, Bilash
(2004) reported that ―(t)he elders in the community all speak Cree, as do
their children and some of their grandchildren. However, most people in
this community under 40 years of age have limited to no knowledge of
Cree‖ (p. 1). The pilot project was an effort towards ―Reversing
Language Shift‖ (Fishman, 1991). Throughout the project, Bilash
relayed the importance of teamwork and was actively engaged in the
pilot classrooms as a Language Teaching and Learning Specialist
(LTLS). Upon completion of the four year pilot program, students were
not fluent but in comparing their progress with that of the base line data
at their entry point in the program, they had learned considerably more
Cree. Further, their teachers in other subjects noted that the young
children in the community seemed to have increased self esteem and
increased desire to come to school (Bilash, 2003). Administrators also
noted that parents were more interested in visiting the school and
participating in cultural activities. Encouraged to continue along this
path, the Kindergarten Cree Immersion and Grades one to three Bilingual
program was subsequently adopted as a permanent mainstream program
in the community.
At the school level, the students are instructed by local teachers who
were trained to deliver an English language (and mainstream-developed)
curriculum. The switch to teaching students how to learn in Cree was a
dramatic change and in preparation for the challenge, interested
practitioners received training in Aboriginal Language material
development and Second Language teaching and learning
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methods and strategies. The courses were delivered by the LTLS during
the initial stages of the project and followed up by classroom
coaching. Once implemented, the program was maintained, extended
and supported at the school and divisional levels.
This initiative awakened hope in the community; however, when the
project was completed, financial support ceased and human capacity
building in the CBP also stabilized. Original teachers retired, their
replacements were not as fluent and had not undergone the same training
and the community needed another boost of momentum. The external
catalyst of a graduate outreach program offered such an opportunity and
along with a small grant the revival of a long term action research
project, the first three cycles of which have been reported by Bilash
(2004). This time the Reversing Language Shift resource development
component in Cumberland House‘s community school was premised on
indigenous decolonization: bringing back traditional cultural knowledge
in the new society, and the source of the traditional cultural knowledge
was the elders.
Elders
Long after their departure to the spirit world, we remember Elders for
their stories. Through oral tradition, they shared powerful messages
which value our language and culture. From generation to generation,
their stories continue to be passed on in semi-remote aboriginal
communities. The best story tellers bring evenings to life, put children
to sleep, stir imaginations with their underlying message of the need to
respect others, pass on history, survival knowledge and genealogy. Their
words create an understanding of interconnectedness to a spiritual
source, share the humour of our lives, help us learn about our friends,
neighbours and family members and help us to develop the sense of
identity that Goulet (2007) identifies as ―ahcunoogehinu: legends,
myths...acimohinu: stories of activities…and ahtotumohinu: stories of
event” - Cree narrative structures that have specific purposes in Cree oral
tradition. He validates the unique role of oral tradition as a practice in
Aboriginal cultures and as a foundation of teaching which has shaped
identities for centuries and the central role of elders in that teaching.
―They preserve a rich history, while living and embodying Aboriginal
knowledge,‖ (Cordoba, 2005, p. 2). Put another way, ―for every Elder
who dies, an entire library burns down‖. Thus elders are messengers of
hope in aboriginal communities.
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Methodology
Action Research, a form of collective, self reflective inquiry undertaken
by participants in an education site in order to better understand and
improve their practice, (Kemmis and McTaggert, 1988; McNiff, 1993;
McNiff, Lomax and Whitehead, 2003) was appropriate for this
endeavour and manifested into four phases. In Phase 1 Elders shared
lived experiences that they told in their first language - Cree. This event
inspired members to join a Cree-ative Collaborators Committee. In Phase
2 the Elders and a team of teachers and support staff unravelled the
Indigenous ways of knowing into the framework of a second language
acquisition method coined by Bilash as a ‗Sequence‘. In Phase 3, the
Sequences were delivered by classroom teachers and in Phase 4, the gift
of story was celebrated as an intergenerational connection and a new
perspective on practice (see Appendix A). All participants completed
university approved ethics forms from the onset of the study or as they
joined and understood that action research is a collaborative approach to
exploring a shared need in a more democratic world (Greenwood and
Levin, 1998; Kemmis and McTaggart, 2000).
SIGWAN/SPRING: PHASE 1
The link between the community and the school was made in spring
/sigwan. The history of the CBP and the close knit community in which
we lived made fluid the critical first step of gaining entry into the
community (Moorlag,et.al, 2008). We who had seen the establishment
of the CBP seven years earlier knew the ―realities of the community, the
cultural values, and community structures‖ (Friesen, 2007, p. 6) and
could easily see ―how the research would benefit the community and not
only the researcher,‖ (Friesen, 2007, p. 6).
With the vision of integrating Elders and recording their stories as a way
to revitalize the CBP curriculum, local staff identified the Elders in the
community according to their age, Cree language fluency, demonstrated
skills and practises. There was little deliberation on what constituted an
Elder; they were defined by the language and cultural link they could
make to the school. According to Wilson (1996) aboriginal elders differ
from other elderly people in the following ways:
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It is…important that an elder have a good knowledge of the
culture and traditions of his [her] people…an elder is one who is
willing to share this knowledge by passing it on to the younger
generations through the teaching and modeling of correct
behavior…Elders must convey a spiritual continuity of the past,
present, and future. It is the special ability to apply this
knowledge, wisdom, and spirituality to the well-being of the
community that makes the elder such an important and unique
individual. It is the elders‘ responsibility to interpret the events of
today into the cultural framework of the traditions of the people.
Elders are concerned with the well-being of the entire community
as well as with the well-being of individuals within the
community. (p. 47-48)
Elders were approached following appropriate protocol and those who
consented to share their wisdom gathered. An elders gathering was
called and over 600 minutes of electronic stories were recorded. As they
told their stories the staff listened and took notes. Their stories captivated
the participants who laughed with them, cried with them and thanked
them. The Elders gathering thus marked the cornerstone for the project the gift of story from Elder to Child.
Interested staff members who had the time and the courage to move
forward, were invited to join the Cree-ative Collaborators Committee
and to work on creating Cree Sequences over the summer. Their
recommendation for continued Elder involvement into the summer was
also accepted. Three weeks prior to reconvening as a group for the
summer project, the school based collaborators gathered and carefully
revisited the digital videos to ensure accuracy of wording and meaning.
Thus, there was time for reflection on the stories before the next phase
began.
NIPIN/SUMMER: PHASE 2
The summer/nipin season saw the development of eleven BSLIM
Sequences and collaboration between Elders and ‗teachers‘ who
included local musicians, artists, elders, teachers and support staff.
By tapping into the Indigenous Ways of Knowing in our community
and harnessing that knowledge into Sequences, we all expanded our
understanding of education. The action research approach was helping
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us to create valid social knowledge. (Carr and Kemmis, 1983; Kemmis
and McTaggart, 1988; Greenwood and Levin, 1998)
School based participants were asked to log experiences, activities and
meetings with Elders. The daily reflections served as a spin off for
Focus Group meetings we called Sharing Circles, held at the start of each
morning. Stories were narrated and then critically explored both literally
and narratively. From the literal perspective we looked carefully at the
language, complexity, emotional appeal and how each would fit into a
structured sequence unit. Narratively we considered what the story
meant to our collective pasts and values. (Clandinin, Pushor & Orr,
2007)
In the daily Sharing Circle participants shared ideas, brainstormed for
solutions to issues that arose and moved from being a committee to being
a team. One teacher who had previously learned about the second
language instructional method in turned taught another team member: ―I
went over what a sequence is and what goes inside the package. . . I
showed her my material (sequence) and explained how it is used‖ (DT,
2008). It was the true practise of the Circle of Courage (Brendtro,
Brokenleg, & Bockern, 1990) whereby those with mastery helped others.
This extension of help overcame intergenerational differences and
created a supportive exchange within the school based team. One
participant‘s log entry provides evidence of the team work and
excitement of learning: ―Mrs. M told me what to cut and paste, little did I
know that I was making a sequence, which indeed was a great learning
experience and a ‗hands on‘ activity with many learning activities -song,
games, flashcards, and visuals.‖ (VM, 2008)
The incorporation of video, audio and print intertwined unique skills and
along with the pedagogic skills of Sequence creation, much teaching and
learning took place. As co-researchers, we wove together ‗local‘ and
‗professional‘ perspectives to produce knowledge and action directly
useful to our community, testing and validating knowledge through
cycles of reflection and action, increasing our team member‘s capacities
to act on their own behalf to improve their lives, and overall seeking to
create a more just and democratic world. (Greenwood and Levin, 1998;
Kemmis and McTaggart, 2000)
For the school based participants, collaborating with Elders was a new
experience. Capturing the essence of stories meant careful attention to
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detail and listening to Elders at another level. Upon collaborating with
an elder a practitioner participant reflected:
Did first interview with Elder. She appreciates the effort we the
teachers are doing in trying to save our language. I think she
was a little surprised to see how much work can be done with
one interview. She only wished that work such as this was done
a long time ago. . . I made the sequence with a lot of thought
put into it. I wanted the vocabulary, pictures (visuals) and song
to portray the life on a trap line as lived by a young girl. (See
Figure 1 in Appendix B.) I wanted to make sure that I did justice
to her story…[The elder] was very impressed with the lay-out of
the sequence and all the material that goes with the seven words
that I picked from her story. She enjoyed the song [we] wrote. I
had [musicians] sing the song for her. She was really amazed by
the work that was done from her story. (BC, 2008)
The creation of the teaching material had to meet the expectations and
standards of both streams – teachers and elders - so changes to
Sequences were made in response to Elder input at any time or stage of
the process. Interaction between the researcher, elders and school based
Creative Collaborators was central to the research method throughout the
three week summer project. Thick reviews by the participants were
summarized and interpreted and revealed that the process and products
of the research project were of equal importance.
TAGWAGIN/FALL: PHASE 3
Tagwagin began with meetings of teachers in their previously established
school-based Professional Learning Community (PLC). The newly
created Sequences were adopted and implemented by three practitioners
in the Kindergarten Cree Immersion and Grades one to three Bilingual
classrooms with 63 children. The PLC met ten times over the season and
offered technical recommendations on improving the Sequences (which
would be followed up in the next cycle) and reports about how the
children were responding. This taught us new lessons about culturally
relevant pedagogy. The experience helped us understand what
anthropologist Margaret Mead‘s famous quote meant: ―In order to know
where you are going, you have to know where you come from‖.
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PIPON/WINTER: PHASE 4
The winter/pipon season marked ongoing implementation, closure to the
formal component of developing Sequences but also continued
involvement of all through ongoing focus meetings (Sharing Circles)
with the teachers. It was a time to analyze and synthesize the data
collected throughout all phases and reflect on the learnings and
accomplishments as well as the hurdles and how we overcame them.
Learning from the Action Research Cycles: Learning through the
Seasons
Seasons come and seasons go and in this project they created a
sense of identity and discovery that is at the base of transforming the
culture of a school. (Lipka, 1998) While True Learnings occurred
throughout the year, those reported in this paper will be restricted to what
the elders taught the team and brought to the project. True Learnings are
those that touch the heart in a deep way because they connect so closely
to our upbringing, lifestyle and the people we are part of – and this is
brought into focus by the Cree language. The term helps us differentiate
what we learned on a daily basis from what we really truly learned at a
deeper heart level. In the daily reflection sheets, participants recorded
what they had learned but in the summative reports and the thick
reviews, they were asked to write about True Learnings. For example,
one of the summer participants almost gave on up the Indian Medicine
Sequence because the visuals were extremely difficult to find and
explain to an artist to illustrate. However, through the support of the
team she was able to complete the sequence. Her True Learning was that
she did not want to give up, partly because we encouraged and supported
her but largely because her grandmother hadn‘t given up.
Hope
Steele (1991) argues that schools can no longer remain as isolated
structures within Indigenous communities but should rather be seen as
representational of the people, as centres of what he calls ―wise
schooling‖ (Lipka,1998, p. 67). One of the elders interviewed
expressed that, ―when there is no language, the culture fails to be
transmitted; the feeling, the language, the advice‖. In terms of the
language, she also said, ―|k`wina c\skwa pagic[k,” (Personal
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Communication, Elder LB, February 2008). It was a command for all of
us not to give up yet; encouragement from the community Elder gave us
hope.
Knowledge - geography
The Elders also shared cultural ownership through their traditional
territories mapping expertise by giving Cree names to places identified in
English on provincial maps and associating stories to the place names.
See Figure 2 in Appendix B.
Knowledge – health
Information from Elders on medicinal use of plants from the land was
also retrieved, but not directly from the woman whose mother had passed
the teachings on to her daughter. Rather, the woman‘s husband came to
speak ―about how the Elders used our natural surroundings to make
medicine that helped cure so many adults/children from so many
ailments.‖ One Cree-ation participant added that, ―[The Elder] is
especially proud that his wife still uses it and that even strangers go to
her for help and how he uses his visions to help each and every family in
times of need. I have a lot of respect towards this couple and to all elders
- this is one thing my parents taught us.‖ See Figure 3 in Appendix B.
Using natural products as medicine is a deep rooted tradition. Elder
knowledge confirmed that we were decolonizing the curriculum through
story and narrative inquiry.
Language
At the end of a sharing circle one participant recognized that ―Elders in
their wisdom play a vital role through their magnificent stories rich of
language and culture... I also learn from each story, as it validates my
understanding and reinforces the importance of continual exposure to the
language.‖ Narrative evaluations revealed that ways of knowing
demonstrated by the Elders inspired the staff. Through this process
participants were able to see the generational language loss in the
community and expressed the importance of holding on to our language.
This awareness was accompanied by hope: ―I realize how much we have
lost our language and culture and how we need to try every effort to
bring it back to our people. If we could work on
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bringing our language back, we would benefit.‖ (Participant reflection,
March 2008)
The themes in all the sequences related to the lifestyles of the Cree Metis
and the land we rely on for survival. They are about beadwork, a bear
encounter, trap line chores and tools, rabbit snaring and duck hunting,
steamboat transportation, memories, natural Indian Medicines and land
place names and gratitude to the Creator. The elders told of lifestyle
patterns and overcoming adversity through sheer determination. They
recalled traditional technologies and survival. There were stories of a
spiritual interconnectedness with Ogicitipenicigew, the Master Creator
and provider of all things. ―From our Aboriginal Elders we learn our
histories, languages, traditions, cultures, arts, medicines, sciences, and
how to survive; their stories and experiences teach us who we are, where
we come from and guide us in visioning for the future‖ (Cordoba, p.2).
Elders share stories of Indigenous wisdom and of their life experiences.
Stories told by the Elders are the building blocks of awareness and
reconnection: a tool of decolonization as the story of the elder usurps the
story of the colonizer (Goulet and McLeod, 2002). They are important
for the design and implementation of second language instruction for
second language practitioners in Aboriginal language programs and to
work on the belief that it is imperative we feel our knowing is honoured
and validated to be hopeful (LeMay, 2008). We reached out to the
Elders in our community and from them we found the answer. The
Elders have contributed to the preservation of the Cree language and
their knowledge is now visible on Cree flashcards, in Cree songs and in
the games children play in Cree. These outcomes of BSLIM Sequence
units are symbols of hope and a tribute to the community Elders who tell
us not to give up hope.
It is evident that hope knows no borders and that wakefulness to stories
told by people across all disciplines results in a greater understanding of
humanity. Attentiveness and reflection on hopeful stories has increased
our awareness of how hope fits into our spaces. The consensus was that
in order to help students know where they are going, we have to teach
them where they come from. The passion and commitment expressed by
colleagues and Elders who have shared their stories in our PLC have
been integrated into our educational landscape.
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Closing – new seasons
These findings provide an introductory glimpse of current thoughts,
difficulties and aspirations of Aboriginal language practitioners. They
emphasize the importance of embracing a holistic approach to education
for Aboriginal students by applying a hopeful pedagogy in partnership
with a culturally sensitive pedagogy. They reveal that work with elders
is a promising way to recover language, knowledge and identity. In this
light, the white blanket of snow that covers the earth in pipon melts to
make way for a new s[gwan. It signifies a new cycle of language
retention with the buds of a new beginning and other journeys.
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Models
The Bilash Second Language Instructional Model (BSLIM) (Bilash,
1999; Xu, 2004; Bilash, 2004; Braul, 2006) expands on the work of
Supahan & Supahan (2001) and provided a structure of language
delivery for the stories collected from Elders. It is a framework that
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incorporates activities that integrate Gardner's Multiple Intelligences
(1983) as well as many other applied theories and concepts of learning.
The Sequence follows a structured spiral curriculum of daily review and
recycling of vocabulary in familiar and new contexts for 5-15 minutes
per day over an eight to ten day span. For each Sequence, teachers select
seven words that are then generated into visuals, flash cards, games,
songs and activities in the Cree language and used not only to introduce
the new content, but also to practice, review and use it in fun ways
(Bilash, 2004). Activities move from teacher guided student engagement
to pair and individual output projects as proof of learning.
Developed by a group of North American Aboriginal professors, the
Circle of Courage is a model representative of traditional North
American Aboriginal teachings and has four components. The Elders
modeled mastery by sharing knowledge through oral tradition in the
Cree language. They displayed generosity in giving of their time and
lived experiences in response to our invitation. The In-service
evaluations completed by the participants indicated that a strong sense of
belonging had been created. In terms of teaching, the Elders had fostered
independence by permitting us to represent their stories in classroom
form.
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Appendix B
Figure 1.
Wan[g\wask[hk Atosk\wina

Wan[g\wask[hk Atosk\wina
(Sung to the tune of Are You
Sleeping?)

Wan[g\wask[hk Atosk\wina or
Trapline Chores tells of a lived
experience on the trapline in the

Niwan[g`n, niwan[g`n
K`-s[gwak, k`-s[gwak
Wan[g\wask[hk, Wan[g\wask[hk
Nit`tosk`n, nit`tosk`n

springtime. They include daily
chores of trap setting, hauling water,
skinning a muskrat, chopping wood,
making a fire and cooking.
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Figure 2:
Wan[g\skan`wa
~cin[ S[p[hk,
Kw`skw\picigan`ns[hk, M\scac`gani
P`yistig]hk, Minscigw`cag`s[hk,
P`skisigan K`-ag]t[hk,
S`gitaw`tag`hk, Sasagi
S`gahigan[hk are the Cree names of
mapping areas known to the Elder
who recalls them in the
Wan[g\skan`wa or Trapline Place
Names Sequence. The places are
identified in English on government
maps but known to traditional
resource users in Cree. The unit
Sequence is about a Cree trapper
who lives off the land and travels
by dog team to trap in these areas.
A storybook was created to
accompany the Sequence.

Wan[g\skan`wa (Sung to the
tune of This Old Man)
N\hinaw owan[g\w
N\hinaw\ pim`tisiw
Sipw\t`p`stim\w
Wan[g\w ~cin[ S[p[hk
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Figure 3:
Inin[ Mask[g[

Inin[ Mask[g[
(Sung to the tune of K[spin
Kisag[hin)
K[spin ki-otagigomin
W[g\s`poy `pac[t`
K[spin ki-otagigomin
W[g\s`poy `pac[t`
K[spin kit`gosin
Inin[ mask[g[ `pac[t`

The Inin[ Mask[g[ or Indian
Medicine Sequence gives a
snapshot of ways to treat various
ailments using natural products
such as plant roots, bear grease,
spruce gum, skunk gland and
powder from spruce and birch
trees.
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Comparing the Teaching of Reading in the East and West
Mary Ann Pangle
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Nashville, TN, USA
Abstract
The purpose of this research project is to share the results of a
study that examined the teaching of reading in China and Thailand
and how it is related to those practices taught in the United States.
The study indicated that the objectives and methods of teaching
reading resembled the teaching of reading in the United States. The
language may differ, as does the reading instruction in these
languages, but the aim is the same, to promote literacy in ways that
lead to common understanding and negotiation of meaning
between peoples.
Introduction
Collaborations between peoples are connected to the degree that
they have attained equivalent literacy. To determine such a
relationship requires comparing the type and method of instruction
in different cultures. An experience as a visiting teacher in China
and Thailand prompted an investigation into the comparison of the
teaching of reading with these two countries and the United States.
It is important to note that the education systems are different in
China and in Thailand compared to the United States. In China and
Thailand, the Department of Education makes the curriculum
decisions. In the Constitution of the United States, the 10th
Amendment states that education will be the responsibility of each
state.
The Chinese Education System
Xiaoying and Anderson (2007) examined the character
identification strategies of Chinese children during their oral
reading of a continuous text. Results showed that children, even
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poor readers, consistently used information available within
characters and information from context to identify unfamiliar
characters. This study suggest that Chinese children as young as
second graders can apply appropriate strategies to decode their
logographic writing system. During interviews with Chinese
children, they were able to describe their thinking process while
decoding characters (Xiaoying & Anderson, 2007).
Cunningham (2008) reported young children‘s attitudes toward
reading and writing related to the literacy environment in which
they were enrolled or participated. The survey results indicated
attitudes toward reading and writing varied depending on the
quality of the literacy environment. Children‘s attitudes became
more positive as the quality of the literacy environment improved.
Attitudes toward reading and writing were related. Variables such
as race and gender were not related to children‘s attitudes
(Cunningham, 2008).
Wang, Perfitti, and Ying (2005) investigated the relationship
between children learning to read two different writing systems,
Chinese and English. Chinese and English were designed focusing
on two reading processes, phonological and orthographic
processing. Reading skills in both systems were tested. Results
revealed that Chinese matching and rhyme skills were significantly
correlated with English. Pinyin, an alphabetical phonetic system
used to assist children learning to read Chinese characters, was
highly correlated with the phonetic system of teaching children to
read in English. The finding of this study suggest that bilingual
reading acquisition is a joint function of shared phonological
processes and orthographic skills (Wang et al., 2005).
Ho (2005) described one of the vocal representations of the
Chinese languages, Mandarin, which is spoken by 70% of the
Chinese people. Mandarin is one of the seven dialects spoken in
China and is understood by 94% of the population. Mandarin is the
language of instruction in primary and secondary schools. It
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differs from English in the sounds, grammar, and writing. Chinese
is not a phonetic language and the characters do not have a
resemblance of the actual pronunciation.
It became necessary to develop a system of transcribing Chinese
phonetics to assist people learning to read words in Chinese. The
pinyin system means putting sounds together. Pinyin was
developed in 1958 to introduce a standard pronunciation of
Mandarin to school children (Ho, 2005).
There are six vowels in Mandarin Chinese, a, o, e, i, u, u, and they
must be learned in this sequence. There are twenty-one consonants,
b, p, m, f, d, t, n, l, g, k, h, j, q, x, z, c, s, zh, ch, sh, and r. By using
four tones, there are 400 possible sound combinations in Mandarin,
compared to about 158,000 possible sound combinations in
English. (Ho, 2005).
Ho (2005) described the four tones in Mandarin Chinese. The first
tone is called the high level tone which is the upper limit of a pitch
range. The second tone is called a rising tone. It starts from the
middle of a pitch range. The third tone is called a falling-rising
tone. It has two parts, first falling and then rising. The fourth tone
is called a falling tone. It falls from the top of the pitch level. There
is a fifth tone which is a toneless tone.
The Chinese writing system does not have a phonetic alphabet. It
uses a script in the form of characters. Seventy percent of the
Chinese characters are composed of two parts, a left part or a top
part and a bottom part. Chinese characters are referred to as square
characters because each one is shaped like a square. When writing
Chinese characters, each character occupies the same amount of
space.
The Chinese education system consists of primary school, middle
school, high school, university, and a variety of technical and
vocational schools. Protocol must be followed in order to visit a
school in China. Request was granted to observe the
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teaching of reading in two different schools in Tianjin, China. This
city is the third largest city in China and has a population of eleven
million people. Tianjin is located one hundred kilometers from
Beijing.
Upon arriving at the suburban elementary school, a guard checked
the list of people who would be allowed onto the school campus
for the day, smiled, and welcomed the American visitor. The
campus consisted of several buildings that are needed to have
room for one thousand eight hundred students from grades 1-6. It
was ten o‘clock and all of the students were assembled on the
soccer field for their daily exercises. All of the schools in China,
from elementary to the university level, must stop classes each
morning at ten o‘clock for the students to exercise. The students do
physical and eye exercises. The Chinese teachers say that the eye
exercises will help rest the students‘ eyes from studying the
morning lessons. The school is a government school, but the
students are required to pay a small tuition fee and buy their own
books. Depending on the province in China, the expectations of the
schools comes from the parents‘ backgrounds. The students walk,
bike, or come by car to school. There are no school buses provided
by the government.
Each class in this government elementary school had fifty students.
The students were sitting in straight rows facing the teacher who
was standing on a raised platform. Pictures of past Chinese leaders
were hanging above the chalkboard. Reading was taught in one
large group.
Using the Chinese pinyin phonetic system, the students were
learning the sounds and writing the words. After learning the
phonetic system, the students will learn to write the words using
the Chinese characters. Many strategies are taught to bridge
reading from the phonetic system to reading Chinese characters.
Music was played while the students changed classes. The students
wore uniforms. Many of the students had red kerchiefs around
their necks indicating they had good grades and a teacher
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had recommended them to become a member of the Youth
Communist Party.
The Professional Development School on the campus of Tianjin
Polytechnic University had two hundred twenty students, ages two
to six. There were twenty-one teachers and the school had student
teachers from the university. Students were being taught reading
using the Chinese pinyin system. The students were learning the
pinyin sounds by singing a song, much like the students in the
United States learn the alphabet. After learning the pinyin sounds,
the Chinese characters are introduced. Much time is spent on
learning to write the Chinese characters. Students learn to read at
the age of five or six. The students are taught as a whole group,
and do a lot of memorizing.
All areas of the curriculum are taught in the Professional
Development School. Math is taught by using an abacus. Manners
are emphasized in the Chinese culture, and this subject is taught
every day in the classroom. Parents get a report of their child‘s
work every day. If there is a discipline problem, the parents talk to
their child. With the Chinese rule of each family having only one
child, the parents are very interested in their child‘s education.
Breakfast, lunch, and dinner are provided at the school. Chinese
children eat with a spoon until they are about six years old and
then chopsticks are introduced.
The Thai Education System
Chansomsak (2008) explored a Thai educational practice that
responds to culturally sensitive education. This is based on three
Buddhist principles of learning, moral conduct, mind training, and
wisdom development. The principles are practiced simultaneously
and can be applied to many dimensions, including personal,
family, school, and communal levels to cultivate responsive living
practices for the learners. Because the
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majority of Thai people are Buddhists, this approach could be an
alternative way of developing sustainable education in Thailand.
Lockheed, Fuller, and Nyirongo (1989) state that family
background and prior achievement affected Thai students‘
educational expectations, perceptions of ability, and effort, which
in turn influenced achievement.
Kosunen (2008) indicated that in a globalised world, literacy is
affected by at least three significant trends, globalization,
regionalization, and nationalism. Literacy in the local Thai
language plays a major role in language maintenance and the
management of identity.
Buddhism defines the character and culture of Thailand. Every
Buddhist male becomes a monk for a period of time ranging from
seven days to a lifetime. When a baby is born, he/she is taken to
the temple for the monk to give the child a name. Buddhism is also
reflected in the education system. A small shrine with an image of
Buddha is located on the campus of every government school.
In the early 1800‘s, Christian missionaries came to Thailand to win
souls and teach children to read. The evidence of these
missionaries is seen today in schools that they founded, and they
are considered to be the elite schools of Thailand. The Christian
schools have many of the same objectives as ones in schools in the
United States. However, the following objectives are different: to
teach all students to develop a sense of honesty and to possess
lady-like characteristics; to teach all students to be competent in
singing and swimming; to teach all students to love the Thai
culture; and to teach all students to proficient in the English
language. The government curriculum must be followed closely
also.
The Thai education system is comprised of four levels, preschool,
primary school, secondary education, and higher education. Preschool education is provided for three to five year
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old children. The aim of pre-school is to encourage physical,
intellectual, emotional and social development of the children prior
to formal education. The pre-school is provided by child care
centers, nursery schools, and kindergartens. Primary education
emphasizes literacy, communication skills, character development,
and basic skills. Secondary education is divided into two levels,
each covering three years. The lower level emphasizes ethics,
morality, and basic skills. The upper level provides appropriate
academic and vocational knowledge and skills. Higher education is
organized as colleges, universities, and schools for specialized
studies.
The Thai language is one of the most ancient languages in the
South Eastern part of Asia. Thai has its own distinctive alphabetic
script with syllabic characteristics, and it has implicit vowels for
some consonants. Consonants are written in a linear order, but
vowels can be written non-linearly above, below, or to either side
of the consonant (Winsket, 2009).
Thai is a tonal language. Each syllable has a choice between five
distinct tones, high, rising, mid, low, and the falling tone. There are
forty-four consonants in the Thai language, and they are grouped
into three different classes, low, middle, and high. The class in
which each consonant belongs determines the tone to use. There
are thirty-two vowels which include short vowels, long vowels,
single vowels, and compound vowels. There can be no space
between the words in a sentence, and no punctuation marks at the
end of a sentence. The tone of the last syllable denotes the type of
sentence.
Upon arriving at an elementary school in Thailand, it is the Thai
custom to be taken into the director‘s office, served refreshments,
and given a beautiful bouquet of orchids. At this time, the director
gives a history of the school and explains the curriculum. The
philosophy of this school resembles the early childhood programs
in the United States. The school had kindergarten and grades one
to four. The teacher/student ratio is
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about one to fifteen in the kindergarten and one to thirty or thirtyfive in the elementary school.
The campus included several buildings, delightful playgrounds
with all types of equipment, and lovely gardens with tropical
flowers. A large statue of Buddha was located in one of the
gardens. A vegetable garden is tended by the students in grades
one to four, and many of the foods from the garden are eaten in the
school cafeteria. A certain section of the campus was devoted to
various animals, such as chickens, turkeys, and rabbits, which
provided a different learning experience for the students.
Rows of shoes lined the hallways beside each classroom.
Following the Thai custom, students remove their shoes before
entering a home or a classroom. Kindergarten students were busy
playing, listening to stories and music, participating in art
activities, and working in learning centers in small groups. Grades
one to four were more formal, with students sitting in rows, and
the teacher standing in from of the class. The instruction wasn‘t
individualized. The students are evaluated every day with a
narrative report detailing each student‘s progress. A check list of
the classroom activities is also provided for the parents.
The government curriculum must be followed closely. Reading is
taught in large groups in the Primary School. The students learn to
read by first learning the sounds of the five tones, then the Thai
letters, before putting the letters together to make words.
Vocabulary knowledge leads to reading comprehension. Language
acquisition is important in learning to read.
The United States Education System
In the English language, there are twenty-six letters in the
alphabet, five vowels and twenty-one consonants. However, there
are forty-four phonemes that consist of twenty-five phonemes and
nineteen vowel phonemes. A phoneme is the smallest sound unit of
a language that distinguishes one word
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from another. There are many irregular pronunciations that do not
appear to conform to phonics. There is strong evidence to suggest
that children who are taught phonics at the beginning stages of
reading instruction do better than those who are not. Phonics is
only one of several word recognition techniques (Dow & Baer,
2007).
Reading is taught in small groups. Formal instruction begins with
an emphasis on initial consonants. Since there is a vowel in every
word, there is an early introduction of the vowels that will allow
students to decode words (Doe & Baer, 2007). Students learn to
read by using some of the following strategies: phonics; word
recognition; vocabulary development; and various reading handson-activities (Frey & Fisher, 2007).
Conclusion
The results of this study indicated that there were differences in
teacher-student interaction and the use of hands-on-activities in the
classroom. Teachers had resources to help in the teaching of
reading, and the aim of each teacher was to provide instruction to
help each student to learn to read to his/her ability. The use of
technology provided teachers access to educational resources to
improve the teaching of reading. Teachers used some of the same
techniques for teaching reading. The students were eager to learn
to read, and had intrinsic motivation to accomplish this objective.
This study revealed that the objectives ad methods of teaching
reading in China and Thailand were very similar to the teaching of
reading in the United States. The language may differ, as does the
reading instruction in different languages, but the objective is the
same; to promote literacy in ways that lead to common
understanding and negotiation of meaning between peoples.
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Abstract
In this putative ―position paper,‖ I review the necessity of a global form
of education by addressing the global and human crisis we are in. I note
that many postmodern and multicultural approaches deny there are
universal human values or that individuals can rise above their cultural
traditions, either of which renders hopeless any attempt to meet this
crisis through global education. Instead, I insist that there are a)universal
values and b)identifiable stages of individual conscious development, the
higher of which allows for a planetary (i.e., transcultural and
transnational) perspective. It is my contention that the above makes
decolonized global education (as espoused by groups such as the WCCI)
desirable and necessary.
[Preamble: This paper has been written in plain English and without an
excess of references in an attempt to avoid placing its proposals within
any particular political stance or academic discourse. The global
education approach I advocate for such groups as the World Council for
Curriculum and Instruction (WCCI) is meant to apply across the board as
foundational to all stances and discourses. For this reason, this ―position
paper‖ is broad and basic, lacking in application details, and daring, in
these difficult times, to be an idealistic call to action but not a blueprint
for same.]
Introduction
It is well known that we humans are the greatest threat to ourselves and
other life on this small planet. There is no need to list the looming
dangers from ongoing wars and environmental destruction to
overpopulation that have been created or at least exacerbated by human
activity. We have the means yet have been unable to work together to
plan how to save our civilizations or the natural world in which they
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are nested. In fact, it seems quite clear that much of the human
population on this planet is working hard against each other to speed
our descent into chaos. The us against them mentality continues to
prevent us from seeing our common danger. I submit that tradition and
indoctrination often leave individual minds wearing such cultural
blinders that they may be said to suffer stunted conscious growth, and,
further, that this is the primary reason we cannot get along with each
other or even talk to each across deeply conditioned borderlines.
I here outline a general position that will hopefully lead to future action
at which time the details of such action can be worked out. I suggest that
global education of a particular type is a fair and reasonable objective
and, indeed, a necessary one if we peoples of the Earth are to learn to
share the responsibility of preserving our planet and our ways of life
upon it. To those who say such an approach is bound to conflict with
certain cultural or religious value systems and that there are no
―universal‖ human values, I have three suggestions that will be further
outlined in what follows. First, I must insist that there are universal
human values. Second, I support theories that indicate there are
verifiable stages of human conscious development, the higher of which
tend toward both more individuality and planetary awareness. Third, I
suggest a postcolonial global education that works across international
borders yet without obligation to any institution or organization external
to it is the long-term path toward harmony and mutuality of purpose
among all the world‘s peoples.
Institutions for helping all people (across cultural boundaries) cooperate,
share, and generally get along with each other do not include those that
look inward for their values, beliefs, and practices, or those whose goals
are to export such values, beliefs, and practices. Historically speaking,
neither national governments nor organized religions have done much of
lasting importance toward realizing world peace and a cooperative
international human community since these types of organizations have
strict codes of behaviour or absolute ontologies that are accepted as
either the best way to live or as universally true. This statement may
seem to ignore the important work done with and through governments
by the United Nations, but the state of the world is testament to the
continued lack of international cooperation. Further, it is true that various
religions from across the planet have organized interdenominational
conferences to promote mutual understanding and goals like world
peace. [See, e.g., Council f
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or a Parliament of the World‘s Religions (2009), and The World Council
of Religions for Peace (2009).] However, religions, whatever
their metaphysics or rhetoric, remain religions and thus tend to see our
Earth through a spiritual glaze and not as the natural reality it first and
foremost is. Economic systems from capitalism to communism have
faired even worse when it comes to sharing wealth and power and
helping the peoples of the Earth to work together for mutually beneficial
ends. With this in mind, it should not be surprising that the most
encouraging moves toward awakening ourselves from cultural isolation
and xenophobic hostility have come from transnational movements that
have arisen from the ground up, so to speak, such as the
environmentalists and intelligentsia.
There are numerous diverse international groups and agencies that might
be labeled environmentalist (so many none will be listed here), and I do
not think it is possible to take them too seriously. What they all have in
common is the broad and deep view that we need to maintain the natural
balance of life among the ecosystems of planet Earth. There are
differences, however: Some view sustainability as merely a practical
matter, a sort of postmodern enlightened self-interest. Others, however,
have begun to think of our planet as a living organism with non-selfconscious awareness of its own (e.g., Lovelock, 1979, 2006). Such
global awareness may be both the source and goal of higher states of
human consciousness, according to systems theorist Laszlo (2004, 2008),
who presumes universal states of awareness beyond this. To even think
of the Earth this way – as something real beyond corporate, national,
cultural, regional, or parochial religious concerns – is anathema to those
who remain lodged within the limited worldviews of the groups just
mentioned. On the other hand, the worldview of environmentalism is
exactly that, a view of the world we all live in and on; it only takes a
blink of the imagination to realize that this world, Earth, is the
fundament of all these other perspectives and must therefore be first in
importance. This is not to deny that the Earth itself may be subsystem
among other higher order systems. This paper, however, is not
specifically about environmentalism but about education, so this topic
will be put to rest here, except to note that the environmental movement
is the source of the first universal value I will suggest in what follows.
By the intelligentsia, I refer specifically to the intellectuals and academic
movements (including their manifestation in curriculum
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theory and educational practice) that have arisen mostly in continental
Europe but have by now spread around the world. These movements
have been variously and uncomfortably known as structuralism,
poststructuralism, postmodernism, post-postmodernism, postcolonialism,
critical theory, post-critical theory, etc. The predominant feature of these
very diverse intellectual movements is that cultures are unique entities
unto themselves and need to be respected as such. Multiculturalism – the
recognition that various sorts of cultures and subcultures must be able to
live peaceably side-by-side without any of them sacrificing its unique
identity – may be the most important notion of this era of movements,
especially as regards curriculum and instruction. Postmodern or extreme
multiculturalism sometimes goes so far as to consider individual cultural
(aka ethnic, linguistic, religious, tribal, gendered) units as sacrosanct, not
to be interfered with, pockets of truth unto themselves, but these units
can never be the large national conglomerates who export their culture
either through military or economic colonialism. The world, according to
this view, needs to allow its distinct cultures to live and let live, each true
to itself, since values are products of individual cultures and thus always
relative and never universal.
Multiculturalism as defined above is an essential ingredient in the hope
for global harmony. A global community must recognize cultural
distinction and allow each culture its particular value system if we are to
get along by embracing our differences. But everyone, or nearly
everyone, knows that this ideal is a façade over the reality of a much
more brutal world. When postmodern multiculturalism insists that each
culture has a right to its own values and life-style, it takes little openminded observation to see that as a result we are forced to accept each
culture‘s right to ruthlessly oppress certain groups of its own people
(often its women), as well as accepting each culture‘s right to hate,
scapegoat, and plan destruction of other cultures that it sees as its
nemesis. Of course, we need to tolerate opposing viewpoints, but, as
Voltaire is said to have asked, is it tolerant to tolerate intolerance?
In what follows, I will insist that, contrary to postmodern
multiculturalism, there are indeed universal (i.e., planet-wide) human
values upon which we can educate a global community. More
controversially, I will follow this by arguing that there likely are
recognizable stages of conscious development that may lead many
individuals to rise above cultural containment. Finally, I will briefly
suggest how global education groups like the WCCI can avoid the
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colonialist label and move gradually toward enlightened global education
that will benefit us all as human beings on planet Earth.
Universal Values
Traditionally, when one seeks universal values tied not to faith but to
reason, one has turned to Immanuel Kant‘s categorical imperative: ―I
should never act in such a way that I could not also will that my maxim
become a universal law‖ (1959, p. 18), which roughly asks, ―Would it be
bad or good if everyone did what I am now doing?‖ Thus thievery is
wrong on each occasion because if everyone did it life would be chaos.
On reading this imperative today, however, one sees more clearly
perhaps than was possible for Kant that his ―universal moral law‖ is in
fact culturally relative. This also applies to the ethic of reciprocity,
otherwise known as the Golden Rule.Surely every member of an
extremist group like the Taliban desires that everyone else do as he does,
accept his medieval Islamism, and become a Taliban like him. It appears
we can find no transcultural morality in the West‘s most famed moral
philosopher.
However, as indicated above, the heightened awareness of the members
of the environmental movement implies a simple, new planetary value
against which it is difficult to argue: Does this action generally promote
or imperil life on Earth? (Note that the focus is not on human life alone.)
Of course, there will a continuum of refinements and numerous
contradictions when one studies particular cases, but, in general, if life is
more or less imperiled, the action is wrong, and if it is promoted or
protected, the action is good. I seriously suggest this as a first principle
for a planet-wide moral maxim.
Successful multiculturalism itself requires that we accept certain
universal human values. To live harmoniously in a planetary
multicultural society demands a degree of tolerance but also a unified
stance against intolerance, totalitarianism, and oppression that I might
state as follows:
1. tolerance for difference along with knowledge of and interest in
other perspectives
2. universal human rights
3. intolerance for intolerance
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Admittedly, some of these may overlap and every human statement is
open to debate, but I suggest these are close to a list of transcultural
values needed with active (or interactive) multiculturalism.
Since language itself may be seen as culture in action (cf. Cassirer, 1944;
Lifton, 1993), it does not seem likely that any one of us can transcend
cultural influence entirely. Though many in the mystical, spiritual, or
aesthetic traditions claim to have done just that. It should be noted,
however, that as soon as this claim is made in language it becomes an
interpretation of experience rendered in cultural symbols. Yet those who
have reached the higher echelons of education or intellection have found,
sometimes to their surprise, that they can readily share ideas with those
also so educated from entirely different belief systems. (Of course, I refer
to education in the broad, liberal arts sense – learning of other ways of
being – and not to narrow professional or vocational achievement.) I
suggest that a worldly education helps us to see over the barriers of our
cultural containment and to sometimes catch glimpses from the
perspective of the other. In reality, this is not escaping one‘s culture but
in effect creating new, less restricted cultural forms peopled with less
restricted and more open-minded selves.
Traditional or mainstream multiculturalists often do not see this
possibility since for them one‘s lived culture and one‘s heritage/ancestry
must be identical – an error commonly made by educators. What I am
calling the postmodern multiculturalists sometimes also fall into this
trap, defending intracultural oppression as an inviolable tradition. The
static way culture itself is understood is a major problem with the
multicultural vision, as though culture were a state of being into which
one is born and cannot later escape or alter. Matus and McCarthy (2003)
protest that
culture and identity are the products of human encounters, the
inventories of cross-cultural appropriation and hybridity, not the
elaboration of the ancestral essence of particular groups. Within
this alternative framework, culture and identity are
conceptualized as the moving inventories and registers of
association across narrowly drawn boundaries of group
distinction. (p. 77)
Constructivists today see this as a circle of creativity: The self is
culturally constructed via intersubjective process, but, later, this same
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self may achieve such a level of independent agency that it will, in turn,
reconstruct the cultural construction. To explain such learning of
conscious agency further, I turn to the next section.
Conscious Learning and Learning to be Conscious
This section attempts to demonstrate that there may well be stages in the
development of individual human consciousness, but to argue that these
stages exist in everyone in every group on the planet, at least potentially,
is admittedly to step into the speculative. To add to the controversy, I
will look at psychological theorists from the United States (aka ―the
West‖) as an example of how such stages may look. Stage theories of
consciousness most certainly do exist in ―the East‖ and elsewhere, but
the most well known are in the context of spirituality or mysticism.
Examples of these include the serpent of consciousness rising through
the bodily chakras from lowest to highest in Kundalini Yoga or the
awakening identification of Atman (the self) with Brahman (Godhead) in
Hinduism. Both are seen as forms of liberation.
Psychological theorists in the West have generally stayed more grounded
and less metaphysical. Erik Erikson (e.g., 1980), for example, viewed
life as a series of crises (e.g., identity crisis, mid-life crisis) that, when
met successfully, led to a new virtue or threshold of consciousness. In
old age, we face the crisis of wise self-acceptance or despair. Those who
choose the former will have gained the virtue of wisdom, the highest
level of consciousness, in Erikson, that is notably transculturally
significant.
One of the most famous stages of mind theorists is Abraham Maslow
with his hierarchy of human needs. As is well-known, in Maslow‘s
pyramidal structure, human needs are set in a hierarchy from the base of
survival needs through security needs through emotional needs through
self-respect needs and on up, for the few, into self-actualization. All
deficiency needs must be fulfilled before one can emerge into the selfactualization zone where self-observation eases and spontaneity and
creativity can emerge into action unfettered. But self-actualization, the
fulfillment of the self, does not equate with self-transcendence. Maslow
(1972) reconsidered his hierarchy late in his life when he became drawn
into transpersonal psychology and conceded that there was a further (and
presumably final) stage beyond
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self-actualization, that of self-transcendence: ―For transcenders, peak
experiences and plateau experiences become the most important things in
their lives,‖ and, further, ―Transcenders … find it easier to transcend the
ego, the self, the identity, to go beyond self-actualization,‖ and,
finally, ―Not only are such people lovable as are all of the most selfactualizing people, but they are also more awe-inspiring, more
‗unearthly‘, more godlike, more ‗saintly‘, … more easily revered‖ (as
cited in Conway, 2008). Such purple prose strikes one today as over the
top, but it does indicate the notion of self-transcendence, which is to say,
cultural transcendence, since self and culture are inextricably
intertwined. However, even venturing Maslow the benefit of a doubt, the
question remains: Just what are such self-transcenders aware of since
they apparently do not see the world through the limiting lens of self?
Perhaps it‘s best to avoid the concept of transcendence entirely and
continue to admit that where we have language we have culture and
selves within that culture. What may vary is the degree of individual
free-will cross-cultural understanding that it is possible to attain within a
particular cultural process. A more responsible approach to the creative
stages of human consciousness avoids the suggestion of transcending to
some universal, spiritual realm where all is one and one is all, or
something equally unclear. In Robert Kegan‘s (1982) theory of the
creatively evolving self, development is bottom-up, so to speak, so each
new stage is more emergence than transcendence, which seems to imply
more of a telos, a pre-determined goal for the emergence. For Kegan, the
self moves from a state when all existence is experienced as subjective to
a state when it all becomes objective; ironically, liberating the ineffable
subjective viewpoint that is beyond all possible categories of thought or
conceptualization. Kegan divides developmental learning into five
stages, beginning when subject and object are one. In each stage, what is
presumed to be subjective is creatively and willfully objectified and
understood, until one‘s own self-concept is seen as yet another
construction and one is freed from it. Conscious volition, freedom,
increases at each level:
Kegan‘s Creative Learning Stages (interpreted from Kegan, 1982)
Stage 0: Incorporative stage
Subject: reflexes / Object: nothing
Stage 1: Impulsive stage
Subject: impulses, perceptions / Object: reflexes
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Stage 2: Imperial stage
Subject: needs, interests, desires / Object: impulses, perceptions
Stage 3: Interpersonal stage
Subject: interpersonal relationships, mutuality / Object: needs,
interests, desires
Stage 4: Institutional stage
Subject: authorship, identity, ideology / Object: interpersonal
relationships, mutuality
Stage 5: Inter-individual stage
Subject: creative core self / Object: authorship, identity, ideology.
At the beginning, one is one‘s reflexes until one comes to objectively
identify them and control them, and, in later stages, the same goes for
impulses, desires, and the mutual identification of youth and young adult
in-groups. Once one understands these subjective needs, they become
objectified and able to be guided. In stage 4, the ―institutional stage,‖ one
seeks to be recognized as author of their own principles and ideology,
but also recognition as an effective member of society or whatever
organization of which one is a part. Once these final subjective needs
become themselves objectified and understood, they too can lose their
centrality as one presumably begins to see the world and others in it
without the veil of culturally constructed selfhood to obscure them. In
the final stage, one becomes who one has always been, a unique human
person on planet Earth, but for the first time also an awakened person
with a humbled perspective and a high degree of individual freedom in
the choices he or she makes.
My point here is that no person need be limited by his or her current
cultural (national, religious, institutional) identification. In the first place,
there are common human values and many of them derive from the need
to accept a diversity of beliefs and practices. In the second place, there
appear to be stages of consciousness, the higher of which allow one to
rise above one‘s traditional cultural forms but without – and this point
needs emphasis – necessarily rejecting that culture. Instead of cultural
rejection, I suggest global education could open the way for a new
cultural ethos based on our mutual identification as human beings on
Earth.
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Global Education
At this point, I must be brief, for my purpose here is only to suggest
directions that future global education may take and not, as mentioned
above, to provide a blueprint for action. Global education, as I here
envision it, cannot be just vocational or professional training but must
actually engender transnational, transcultural, transreligious global
awareness. (Note that ―trans-― refers to across and does not imply a new
state or new religion, though perhaps a new cultural form of relating to
each other is indeed implied here.) It is for this reason that national
governments or religious institutions are inappropriate sources for this
sort of teaching and learning. It is my contention that independent
organizations like the WCCI and other ―teachers without borders‖ groups
are the place to look for a truly global educational body.
I do, however, wish to address the abhorrence of many for anything that
may be called ―global‖ because of their fear of globalization – in the
sense of a multinational corporate takeover of the world economy. No
doubt there is much to be wary of here, especially since many see
creeping United States hegemony behind much of the talk of global
education. I here submit that this sense of globalization need have
nothing to do with natural and benign global (or planetary, if you wish)
awareness or the general sort of education that leads to such awareness.
It should be noted that the postmodern backlash against such economic
imperialism has led many ―Third World‖ countries and various formerly
oppressed cultures or subcultures to declare each of their own particular
values to be universal positives while any values emerging from the
traditional global mega-cultures to be without merit.
Though I have tried to avoid labels, I submit that perhaps the most
applicable perspective to the sort of global curriculum and instruction I
am here outlining might be postcolonial realism. The realism I take it
applies to learning to see our place on Earth as it really is – a species
whose population growth and technological mastery has on the whole
out-paced its ability to think beyond traditional cultural constrictions and
attain global awareness. The postcolonial label I take to be as far from
any form of cultural imperialism as it is near to what I am proposing.
Matus and McCarthy (2003) express it this way:
Thinking in postcolonial terms about the topic of difference and
multiplicity in education means thinking relationally and
contextually. It means bringing back into educational
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discourses all those tensions and contradictions that we tend to
suppress as process experience and history into curricular
knowledge. It means abandoning the auratic status of concepts
such as culture and identity for a recognition of the vital
porosity that exists between and among human groups in the
modern world. It means foregrounding the intellectual autonomy
by incorporating open mindedness and inquiry that comes letting
traditions debate with each other under the rubric that we learn
more about ourselves by learning about others. (pp. 81-2)
As to curricular content, along with learning to read, write, and count
(for as many people as possible, from all classes of society, in as many
geographic areas as can be reached), a globally oriented education would
also teach about the geography of this world of ours and the shape of the
broader cosmos. A general, objective history of the world would be in
order, one that does not shy away from the facts of evolution or social
upheavals. A global education would provide information about other
cultures, worldviews, and other ways of life – not to indoctrinate but to
provide a template for introspective comparison that may in time lead to
higher stages of conscious development and the cultivation of a
worldwide liberally educated community. Considering the environmental
crisis we are heir to, it would seem expedient to include ecological
awareness in the global curriculum. Politically, the global power
structure could be taught in an objective, neutral fashion without
obscuring the totalitarian tendencies of certain powerful elites or sects.
Lastly, self-awareness should be on the agenda by allowing students to
tell or otherwise share stories of their own lives and experiences and to
listen to those of others. It may need repeating that each of these generic
approaches will be subject to distinct cultural interpretations, but I admit
to a preference for truth-grounding in empirical evidence and research
rather than tradition and mythology, even if studies of diverse traditions
and mythologies on their own terms are vital, too.
This is all so shamefully idealistic that it borders on the naïve; however, I
can only plead that I am here suggesting a very slow process that will
reveal the benefits of an emerging international culture of globally
educated world citizens in generations to come. In the mean time, we –
the WCCI and other independent global education groups – can begin
planning how to spread our educational message
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and help others towards learning to be more globally conscious. Of
course, such organizations should go wherever they are welcomed on
this planet, but it may well be that volunteers will have to sometimes
go where they are not so welcome, in fact, where they may have to teach
and learn in situations of great jeopardy.
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Abstract
One way that a generation passes its values on to the next is through
lessons in literature. This article provides a rationale for the use of
children‘s literature to teach or examine cultural values. The article
provides an annotated list of children‘s books that reveal lessons in
cultural understanding, multiple points of view, and social justice. Ideas
for instructional uses are also included. The hope is such selections will
lead children to predispositions toward appreciation of others, a desire
for social justice, and actions that lead to peaceful resolution of
difficulties.
Introduction
Each human generation seeks to transmit its values and knowledge to the
next. There are multiple ways to accomplish this transmission. A
generation indirectly and directly models its values through the way it
lives out its time on Earth. Values and knowledge may be transmitted
through verbal words, printed words, actions, and media.
While the printed word is only a part of this transmission, it is quite
important. The words and illustrations presented through children's
literature offer accessibility, permanence and appeal. Children‘s
literature provides a ready resource to help one generation to transmit its
cultural values to the next.
While transmission of one's own culture is often seen as most important,
attention to the values and histories of other cultures can help develop
attitudes of acceptance, understanding and cooperation across cultural
and political lines. These attitudes lead to greater interactivity and
perhaps the ability to coexist in a more peaceable manner brought about
by greater understanding.
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When adults share books that reveal common interests, needs, and
aspirations across cultures, young people develop global understanding
of our common humanity. By encountering complex issues from
differing perspectives, young people can develop the habit of considering
an issue from multiple points of view to aid the capacity for flexibility of
thought and generation of solutions. Literature can serve as a means for
broadening the reflective capacity of the next generations. Knowing
about the richness of other cultures fosters an appreciative attitude. When
we know about other cultures around the globe and see members of those
other cultures as our sisters and brothers, perhaps we are more apt to
work for global family harmony.
Before children's books were produced, history, knowledge, and cultural
values were often passed on to the next generation through oral
storytelling. With the invention of affordable paper and the printing
press, books became available to a wider audience for a similar purpose.
Books specifically for children have evolved over time and are now
colorful and well-designed representations of a culture. An author writes
about a place and time, and usually writes from his or her own particular
perspective of the world. By reading works by authors from multiple
cultural points of view, the reader can look beyond his or her own
cultural lens. The more books one reads from other cultures, the wider
one's horizon.
While there are thousands of new children's books that are published
each year, selecting books that promote understanding and interest across
cultures can be challenging. The collection of literature in this article
provides a sampling of available books that promote greater
understanding across cultures, contributing to more peaceful or just
interactions. Many of the examples are winners of the Jane Addams
Peace Association Award, established to honor Jane Addams,
humanitarian and social activist. Those books have been marked with an
asterisk.
The Jane Addams Award website provides the following details about
the award:
The Jane Addams Children's Book Awards are given annually to
the children's books published the preceding year that effectively
promote the cause of peace, social justice, world community,
and the equality of the sexes and all races as well

149

Leavell
as meeting conventional standards for excellence.
The Jane Addams Children's Book Awards have been presented
annually since 1953 by the Women's Chris Moran et. al., International
League for Peace and Freedom (WILPF) and the Jane Addams Peace
Association.
Further detail from the WILPF web site includes:
The Women's International League for Peace and Freedom was
founded in 1915 during World War I, with Jane Addams as its
first president. WILPF works to achieve through peaceful means
world disarmament, full rights for women, racial and economic
justice, an end to all forms of violence, and to establish those
political, social, and psychological conditions
which can assure peace, freedom, and justice for all.
WILPF works to create an environment of political, economic,
social and psychological freedom for all members of the human
community, so that true peace can be enjoyed by all."
(http://home.igc.org/~japa/index.html)
A Selection of Children's Books
In this article, books with be summarized, followed by brief ideas for
teachers, parents, and others for instructional use.
* Indicates winner of the Jane Addams Peace Association Award
*The Surrender Tree: Poems of Cuba's Struggle for Freedom written
by Margarita Engle, published by Henry Holt Books for Young
Readers, an imprint of Macmilllan Children's Publishing Group
2008.
This is a history in verse of the lives of Rosario Castellanos and her
husband, José Francisco Verona (p. 161). Rosa nursed injured and ill
rebels and refugees from re-concentration camps in the jungles of Cuba
during three wars. Her brave and heroic actions saved the lives of many.
The book can be used instructionally to illuminate the study of history
through the use of poetry. The poetry in this book flows easily and
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adds grace to the delivery of the message. The book can be used in
conjunction with a study of Cuba,
Elijah of Buxton by Christopher Paul Curtis, published by Scholastic
Book Press, an imprint of Scholastic, Inc. 2008. (Also winner of the
Newbery Award)
This book provides the point of view of eleven-year-old Elijah Freeman,
a free-born child in Buxton, Canada, son of parents who escaped slavery
in the United States. The story line moves quickly to maintain interest
but also provides insight into the horror of slavery.
While slavery and its cruelty are revealed in this novel, the author writes
in a way to aid young students' understanding and empathy. The story
helps students connect with history and the stories of those impacted by
slavery.
*Ain't Nothing but a Man: My Quest to Find the Real John Henry,
written by Scott Reynolds Nelson with Marc Aronson, published by
National Geographic, 2008.
The author/historian Scott Reynolds sought to find the story behind the
hero in the song, "John Henry". His search indeed found more about the
man, but also revealed a story of 40,000 missing men. The author's book
for adults won the Anisfield-Wolf Award for contributions to our
understanding of race and racism.
The book has a section at the end that encourages students to become
historians, describing six stages to the work. 1. Finding out what's
already known. 2. Checking sources. 3. Finding gaps and disagreements
and formulating questions. 4. Looking for new evidence. 5. Expanding
the search. 6. Sharing what has been learned.
The book encourages the study of history by allowing one to view events
from another lens, and to broaden one's perspective and awareness of
perhaps one's own narrow lens.
*We Are One: The Story of Bayard Rustin by Larry Dane Brimner,
written and illustrated by Emily Arnold McCully, an imprint of
Boyds Mills Press, Inc. 2007.

151

Leavell
This biography tells the story of Bayard Rustin, a behind-the-scenes
activist and organizer before and during the civil rights era. The author
says Bayard was called the "intellectual engineer' of the civil rights
movement." (p. 47). The book details Bayard's struggles as a social
activist.
This book adds to students' biographical knowledge and provides details
about a time period of conflict and resolution in United States history. It
increases student knowledge of African Americans and their role in
history.
Faithful Elephants: A True Story of Animals, People, and War by
Yukio Tsuchiya. Translated by Tomoko Tsuchiya Dykes. Illustrated
by Ted Lewin. 1951, 1988.
This particular book provides a look at the plight of zoo animals when
there is a war or conflict that might result in their escape into the
population. As the author comments, he wrote the book "to let children
know about the grief, fear, and sadness war produces. And that war
affects not only human beings, but also innocent and lovely animals that
don't know, understand, or even care about war. I hoped this book would
implant some antiwar ideas into children's minds while I was praying for
everyone to make his own effort for world peace." (back book jacket)
The true story in the book evokes strong emotions of compassion for the
animals in the zoo. What may not be apparent to young readers is the
parallel loss of life among the nations in conflict with each other.
Teachers can use this book to provide a study of point-of-view
perspectives.
*One Thousand Tracings: Healing the Wounds of World War II
written and illustrated by Lita Judge, published by Hyperion Books
for Children. 2007.
The book describes a relief effort that began in response to an
individual's needs across the ocean after World War II. The American
author's grandparents were ornithologists. One of their colleagues from
Germany wrote them indicating the level of need remaining after the
war. Individuals sent items of food and clothing in response to this need.
This gift led to requests for additional gifts for others, hence the
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foot tracings on paper for shoes. Other fellow scientists and neighbors
helped as they could. It is the story of a small effort leading to more
contributions through the actions of community.
This picture book provides an example of positive individual and group
actions. Parents and/or teachers could use the book to prompt similar
altruistic actions on response to perceived needs in the community.
*A Place Where Sunflowers Grow, written by Amy Lee-Tai,
illustrated by Felicia Hoshino and published by Children's Book
Press 2006.
Written in bilingual (Japanese/English) text, the picture book describes
conditions and emotional reactions felt by virtue of being in an
internment camp in the United States during World War II from a child's
point of view.
The book can be a part of a topical unit on the subject of the internment.
There are still students' relatives alive who may remember that time in
history and may have knowledge of the interment camps. This could be
a subject for an oral history collection project.
*Rickshaw Girl by Mitali Perkins, illustrations by Jamie Hogan,
published by Charlesbridge. 2008.
The book tells of economic difficulties in Bangladesh and cultural
perceptions of gender roles. A young girl is finally able to work in a job
role traditionally reserved for boys, and in so doing, helps her family
financially.
The author's note at the end offers a description of microfinance where
individuals can borrow money at a favorable rate of interest to begin a
business venture, and then pay back the loan as the business becomes
successful. The author provides a web site address where one can get
involved. (www.mitaliperkins.com)
*Let Me Play: The Story of Title IX, the Law That Changed the Future
of Girls in America by Karen Blumenthal, published by Atheneum
Books for Young Readers, an imprint of Simon and Schuster, 2005.
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Passed in 1972, Title IX said "any school receiving money from the
federal government couldn't treat boys and girls differently because of
their sex" (p.2). Access to math and science classes, some universities,
medical schools, and law schools had been limited. Title IX was to
change that. It also was applied to sports. The book tells of the difficult
challenges faced along the way but how change came to be.
Teachers can use this book to involve students in an oral history project,
especially involving female members of their family. It also serves as a
lesson in perseverance in working toward a goal.
Three Cups of Tea: One Man's Journey to Change the World . . . One
Child at a Time: The Young Reader's Edition by Greg Mortenson &
David Oliver Relin. Adapted by Sarah Thomson. Puffin Books
published by the Penguin group. 2009.
Greg Mortenson was climbing K2, a mountain in the Karakoram Range
in Pakistan, in memory of his sister Crista but became lost. His life was
saved by villagers in the mountains. After recovering his health, he
promised he would help build a school for the village. That promise has
grown to result in over 50 schools, many of which are for girls. The book
tells of the challenges he faced in this quest. It also tells how others can
get involved to contribute. For additional information, the reader can
visit the web site listed.
(www.penniesforpeace.org and another related organization: the central
Asia Institute www.ikat.org)
Jane Goodall wrote the foreward to this book and mentions her "Roots
and Shoots" program which "encourages young people from preschool
through university, to think about the problems around them, and then to
take action to try to solve them." (foreword)
(Refer to www.rootsandshoots.org)
On the dedication page is this quote from Greg Mortenson: "With the
hope that this book will inspire people to all join together to promote
peace, and honor every child in the world with the right and privilege to
learn to read, write and go to school as stated in Article 26 of the United
Nations Declaration of Human Rights.
(www.unhchr.ch/udhr/lang/eng.htm)
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Wangeri's Trees of Peace: A True Story from Africa written and
illustrated by Jeanette Winter, published by Harcourt, Inc. 2008.
This picture book format tells the story of Wangari Maatai, Kenyan
environmentalist and winner of the Nobel Peace Prize in 2004. She was
alarmed by the loss of forests in her homeland, brought about by overharvesting, which lead to erosion and other environmental problems. She
began the Green Belt Movement by planting tree seedlings in her
backyard. She inspired other women to join her in this effort and over 30
million trees have been planted. In the author's note, "In African
tradition, a tree is a symbol of peace."
The book provides students with an example of the power of individual
effort (later being joined by others). A similar project might be
undertaken locally.
*Harvesting Hope: The Story of Cesar Chavez, written by Kathleen
Krull, illustrated by Yuyi Morales, and published by Harcourt
Children's Books 2003.
This beautifully illustrated book provides a descriptive, well-written
narrative to make the life of Cesar Chavez and the events of the 340 mile
peaceful protest march in California understandable to children. It
provides insight into economic forces.
The book can be one of a collection about the life of Cesar Chavez for a
unit of study on the work of migrant farm workers. Student can examine
the differing perspectives revealed and the methods of resolution.
*The Circuit: Stories From the Life of a Migrant Child, written by
Francisco Jimenez. University of New Mexico Press, 1997.
In an autobiographical manner, Jimenez writes about the life and
experiences of being a member of a migrant family. The story is not just
the story of his life, but the life of many. The difficult economic, social,
and physical conditions are revealed in the narrative. His description of a
life of frustration, perseverance, and success is inspirational.
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Two stories within this book have been transformed into children's
picture books, The Christmas Gift and La Mariposa. A collection of
books by Francisco Jimenez can provide content for an author study
unit, examining the issues over a lifetime.
Breaking Through, written by Francisco Jimenez. Published by
Houghton Mifflin Company. 2001 (Winner of the Tomás Rivera
Mexican American Children's Book Award and others)
This book is a sequel to The Circuit, set during the protagonist's high
school years. It was followed by another book about college experiences
entitled, Reaching Out. Each book by Francisco Jimenez provides insight
into the life, experiences, and culture of being a migrant worker.
This book and others can help young students appreciate and understand
the experiences of others. Such books may help students understand that
differing perspectives exist and must be understood to be addressed and
resolved.
*The Storyteller's Candle/La velita de los cuentos, Story by Cuento
Lucía Gonzalález, illustrations by Lulu Delacre, published by
Children's Book Press. 2008.
This picture book biography tells about the life of Pura Belpré, a Puerto
Rican immigrant to New York. She was the first Puerto Rican librarian
hired by the New York Public Library System and was a master
storyteller. The Pura Belpré Award was established in her name by the
American Library Association in 1996. The award honors Latino writers
and illustrators whose children's books celebrate the Latino cultural
experience.
"Pura Belpre wished to be like Johnny Appleseed - she had read about
him in one of her books in Puerto Rico. And so, as a storyteller, she
planted her story seeds across the land" (p. 31).
This book can be used as a part of a unit studying the immigration
movement and the contributions made throughout history by the
differing immigrant groups. It joins other books that indicate small steps
can make a contribution.

156

Leavell
*Sitti's Secrets written by Naomi Shihab Nye. Illustrated by Nancy
Carpenter. Four Winds Press, 1994.
The picture book tells the poignant story of family separated on two
sides of the globe. The son and his family live in the United States. He
goes back to his homeland in Palestine to visit his mother. The
grandmother and granddaughter must communicate with signs to each
other but develop understanding and love. It is bittersweet when the son
and his family leave. It is a story that reveals culture and common
humanity.
The story can help students understand people are connected around the
globe. The book could encourage students to connect with distant family
members through the use of letters.
Alia's Mission: Saving the Books of Iraq by Mark Alan Stamaty,
published by Alfred A. Knopf. 2004.
This book tells the story of Alia Muhammad Baker, the chief librarian of
the central Library in Basra, Iraq, who worked to save the library's books
from destruction in 2003. The story allows students to see the effects war
can have on an area.
This particular book is written in graphic text format which may make it
appealing to the teen-age reader. Another book on the same topic exists
in picture book form. The book could be used as a part of a unit on the
role, purpose, and value of libraries.
*Silent Music: A Story of Baghdad written and illustrated by James
Rumford, a Neal Porter Book/Roaring Brook Press, an imprint of
Macmillan Children's Publishing Group. 2008.
This contemporary picture book story is set in Baghdad. It tells about a
young boy, Ali, and his interest in soccer, dancing, and "loud, parent
rattling music" (p.7) as well as his love of calligraphy. His mother calls
him Yakut, the name of the most famous calligrapher in the world, who
lived in Baghdad about 800 years ago. Yakut continued his calligraphy
during war times, just as Ali does.
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The art is a beautiful tribute to the language and ancient culture of
Baghdad. More study in that area will help students know the culture in
greater depth.
One World: Many Religions: The Ways We Worship written by Mary
Pope Osborne, published by Alfred A. Knopf. 1996.
This text provides an introduction to world religion to young readers.
Over 50 color photographs enhance this story of the history and beliefs
of seven major religious traditions (Judaism, Christianity, Islam,
Hinduism, Buddhism, Confucianism, and Taoism). It includes a glossary,
map, time line, and bibliography.
In public schools, teachers can teach about world religions, they are just
not to proselytize for their own particular religion. Learning about world
religions is an important aspect of learning about culture.
Concluding Remarks
Throughout history conflicts arise based on political, social, economic,
and cultural issues. By attention to the ideal of justice and the need to
anticipate and understand differing perspectives, perhaps more conflict
can be avoided or overcome.
The books in this article are a sample of many. They provide narrative
text to make historical facts more meaningful on a personal, emotional
level. Many also provide the opportunity for seeing an issue from
multiple points of view. Common threads show that small positive
efforts by one individual or a small group can make great contributions.
A number of the books winning the Jane Addams Peace Association
prize have dealt with social activism. Many of the books illustrate that
social activism takes place when conditions are such that equity issues or
lack of fairness need attention. The activism takes place because the
conditions for true peace do not exist.
Adults have the capacity to provide books to children that inspire, teach,
and inculcate values. If the choices to share help children to learn more
about living peaceably with others, the choice has been well made.
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Research Directions, Exemplary Practices and Key Issues
regarding Language(s) as a Potential Instrument for the
Promotion of Peace in Educational Practice
Peter Heffernan
University of Lethbridge
Lethbridge, Alberta, Canada
Abstract
Language is a gift to humankind, as are languages, and they can be used
for good or harm. Much research is available on the topic to guide and
inform our educational decision-making. Additionally, many exemplary,
promising or ‗best‘ practices as well as key issues have been identified.
The author discusses a sample of these: language(s) and playfulness, the
so-called null curriculum with respect to language(s), and authenticity‘s
better nature. Identified in the research on language(s) teaching, these
have been taken up likewise in classrooms arising from teachers‘
personal reflections about and articulation of their own pedagogical
theory relating to language(s) in their educational practice.
Introduction
Language is a gift to humankind, as are languages, and they can be used
for good or harm. Much research is available on the topic to guide and
inform our decision-making. As well, many exemplary, promising or
‗best‘ practices as well as key issues have been identified.
In this article, our focus is on a sample of three of these. Each will
illustrate how language and languages are central to education and can
contribute to the promotion of peace and intercultural understanding in
the classroom and beyond.
The examples chosen include: language(s) and playfulness, the so-called
null curriculum with respect to language(s), and authenticity‘s better
nature.
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Language(s) and Playfulness
We are all big people, and through our life and language experiences,
have encountered numerous expressions (proverbs) which encapsulate
certain depictions of reality for us.
For better of worse, our experience also impinges on our ability to be
playful, whether in life itself or in our interpretation of life. In this vein, I
invite the reader to complete the list (Internet, 2009) of 25 expressions
(proverbs) I am providing you here.
Big and little people – and language
Part 1:
Please complete the following expressions:
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.

Don‘t change horses…
Strike while the…
It‘s always darkest before…
Never underestimate the power of…
You can lead a horse to water but…
Don‘t bite the hand that…
No news is…
A miss is as good as a…
You can‘t teach an old dog new…
If you lie down with dogs, you‘ll…
Love all; trust…
The pen is mightier than the…
An idle mind is…
Where there‘s smoke there‘s…
Happy the bride who…
A penny saved is…
Two‘s company; three‘s…
Don‘t put off till tomorrow what…
Laugh and the whole world laughs with you; cry and…
There are none so blind as…
Children should be seen and not…
If at first you don‘t succeed, …
You get out of something only what you…
When the blind lead the blind, …
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25. A bird in the hand…
Part 2:
Out of the mouths of…(
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.

) or first-graders:

…until they stop running
…bug is close.
…Daylight Saving Time.
…termites.
…How?
…looks dirty.
…impossible.
…Mr.
…Math.
…stink in the morning.
…me.
…pigs.
…the best way to relax.
…pollution.
…gets all the presents.
…not much.
…the Musketeers.
…you put on to go to bed.
…you have to blow your nose.
…Stevie Wonder.
…spanked or grounded!
…get new batteries.
…see in the picture on the box.
…get out of the way.
…is going to poop on you.

What answers did the reader come up with?
In this case, a first grade teacher had 25 students in her class, to whom
she presented the first half of a well-known proverb and asked her
students to come up with the second half. I trust the reader enjoyed their
amazing insight (and linguistic/cultural interpretation) as much as I did.
While this example is presented with tongue in cheek, it
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is quite evident that how we use language to interpret reality is very
much experience- and culture-dependent. Delving into such examples as
this reminds us quite powerfully also of how amusing and playful
language is or can be.
Let us turn now to our second representative issue.
The so-called Null Curriculum with Respect to Language(s):
For those of us who have engaged in curriculum studies, we know that
curriculum exists on differing levels. Posner (2004: 12-14) indicates that
there exist, in addition to the so-called official curriculum, an operational
curriculum, a hidden curriculum, a null curriculum and an extra
curriculum (sometimes referred to also as the co-curricular).
For our purpose, our particular focus is on the null curriculum as it
applies to language(s) in schools. Eisner (2002) suggests that the null
curriculum consists of those subject matters not taught and of those
topics, issues, foci and practices which remain mute or unexercised even
within subject areas taught. What assumptions underlie this neglect?
As second languages and intercultural education are the author‘s area of
specialization, we will choose in way of example a case study from that
arena.
It is perhaps an appropriate segue, as we began this article with a focus
on expressions and their interpretation, that we now paraphrase another
expression to center our attention: ―While many dithered, Rome burned‖.
Let us elaborate.
In the field of second and foreign languages, a number of researchers
have spent a considerable amount of time in recent years (Duff & Polio,
1990; Cook, 2001; Turnbull, 2001; Cummins, 2007) debating the relative
weighting which ought to be given to the use of the first or second
language in the second-language classroom. Cummins (2007:221-222)
even goes so far as to announce boldly the need in this area for
―reconceptualization of the empirical and theoretical rationales
underlying much contemporary second/foreign language teaching and
bilingual/immersion programs‖. While making this bold
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assertion, he provides most examples to support his case from the ESL
setting, a setting which is substantially different in numerous ways from
that for the learning of languages other than English in the North
American context (an argument he too easily and, for the purposes of his
case, too conveniently dismisses).
Whatever the case and whatever one‘s position on this issue, while in
North America we apparently discuss a-problematically and a-critically
such variations in practice as target language use ranging between 8%
and 92% in the second-language classroom (Turnbull, 2001), Europeans
have adopted a different stance on the matter. To wit, the latest issue of
the AILA Review, the publication of the International Association of
Applied Linguistics, was a special issue focusing exclusively on the topic
of ―Linguistic Inequality in Scientific Communication Today‖.
Heffernan (2007) has also viewed as
problematic the issue of the hegemony of English in the dissemination of
scholarly work in all disciplines. In Applied Linguistics in particular, he
suggests that this practice of English-only might be construed as ironic or
counter-intuitive.
Even the AILA Review special issue (2007, volume 20), just alluded to,
is paradoxically published exclusively in English, though most of its
contributing authors, all applied linguists, are of mother tongues other
than English. Skutnabb-Kangas (2000) views the powerful stranglehold
of English in the dissemination of knowledge across virtually all
disciplines as being a social justice issue in the context of rapid
globalization in a world where languages and cultures are dying out at an
ever increasing rate and in which few appear to be stopping to take stock
or time to reflect on this phenomenon. As a hopeful sign, there are some.
The oft cited Canadian author and recently elected president of the
prestigious PEN International, John Ralston Saul, made a novel plea
upon his election, going beyond the ―old-fashioned stuff‖ of defending
imprisoned writers and journalists, to issue a warning in defense of
endangered languages and cultures: ―Languages and cultures are
disappearing at an enormously fast rate, and many of them are in
Canada. These [lost languages and cultures] are extreme examples of
removal of freedom of expression – to actually lose a language and the
ability to express that culture‖ (Barber, Globe & Mail, 2009).
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It is often said that we teach more by our example than by what we say.
In the field of second-language and intercultural-education teacher
preparation, fostering use by aspiring educators of target languages they
will teach can be facilitated by easy and wide access to applied linguistic
and pedagogical publications in a variety of the target languages most
widely taught. Publications may not be the only, or even the most
significant, source to which such teachers and aspiring teachers turn for
their professional sustenance, but they are surely one such source. When
target languages taught remain absent in pertinent publications, they are
effectively becoming part of the null curriculum.
In the Canadian context, one second-language publication which has
wide appeal to teachers, administrators, consultants, researchers and
theoreticians is the Canadian Modern Language Review/La revue
canadienne des langues vivantes (CMLR/Rclv). Given the length-ofpublication constraints for this article, I will simply share with the reader
some findings I have from recent years demonstrating the language-ofpublication practices in that representative journal (Appendix A).
Once the reader has had the opportunity to review these findings, it
should become clear that the CMLR publishes quite predominantly in
English. Unfortunately, it is not alone in this respect. Indeed, few applied
linguistic publications permit or include publication of articles in
languages other than English. Indeed, as languages other than English
become part of the null curriculum, aided and abetted by specialists in
the curriculum field most dedicated to their preservation and promotion,
unwittingly or deliberately, they are contributing to educational decline
in intercultural understanding. Better practice would see enhanced use of
languages other than English among them in their professional discourse.
Happily, the CMLR/Rclv currently has in place a policy of publication in
French as well as English, which as led in recent years to the publication
of somewhat more articles in those two languages. Related publications
might well take note.
For brevity‘s sake, we will turn now to our third and final exemplary
practice chosen for our purpose here.
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Authenticity’s Better Nature
Authenticity has been around for many years as a concept linked to
second- and foreign-language teaching. With authenticity, teachers make
their classes more alive by bringing enhanced authenticity into their
language teaching practices. Originally defined as the use in class of oral
and written texts composed first and foremost for the target
linguistic/cultural (and not specifically for the second- or foreignlanguage learning) setting, the notion of authenticity has been expanded
by Breen (1985) and others to include many things. We will expand on
this later.
In life, we can readily come up with notions of what authenticity
represents for us: being transparent, being oneself, being honest, being
true to oneself, being ‗real‘, not faking it, saying what one means and
meaning what one says, and so forth.
In the second- or foreign-language class, authenticity might be
exemplified by such things as the following: sharing personal
experiences lived in the target culture, using and encouraging use of the
target language in the classroom (by both teachers and students),
showing evidence of actively seeking out opportunities to use the target
language beyond the classroom, using both oral and written ‗authentic‘
texts, providing real or vicarious opportunities for engaging directly with
the target language/culture, and so forth. There are a number of apparent
analogies between authenticity in life and in teaching. Perhaps what
stands out most prominently is the long-time and consistent finding in
research (and in keeping with the intuitions of most) that what best
characterizes outstanding second- and foreign-language teachers is their
practice of ―having the target language dominate the classroom
interaction, whether or not the teacher or the students are speaking‖
(Moskowitz,1976). The applied linguistic theoreticians discussed in the
previous section of this paper would do well to take note; authenticity in
professional practice is not limited to the classroom.
Returning to authenticity in second- and foreign-language teaching per
se, we note the following:
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Articles on authenticity abound in the 1980s in the professional
journals on second-language teaching, few of which appear in
today‘s electronic tracking of academic discourse
Authenticity in second- and foreign-language teaching may
refer to 1) texts, 2) learners‘ interpretation of texts, 3) tasks
undertaken or 4) the actual, social situation of the second- or
foreign-language classroom (Breen, 1985), as well as 5)
authentic assessment
There are psychological underpinnings of authenticity in secondand foreign-language teaching derived from constructivist theory
(Williams & Burden, 1997)
There are sociocultural theory underpinnings of authenticity in
second- and foreign-language teaching (Lantolf, 2000)
There are communicative theory underpinnings of authenticity in
the second- and foreign-language classroom (Canale & Swain,
1980)
From Breen‘s (1985) classification cited above, let us focus briefly on
one only: the actual, social situation of the classroom. Where students‘
contributions are valued; no one is demeaned for making errors; and
errors and risk-taking are understood to be fundamental parts of the
lifelong process of learning a language, learners are empowered;
authenticity prevails; and respect for oneself and others becomes the
norm. Such teaching practice has transferability to other life situations,
with the potential for learners to espouse the principles underlying true
dialogue in lieu of out-of-touch monologue, cornerstones for peaceful
interaction between/among individuals and intercultural understanding
between/among collectivities.
Conclusion
In this article, we have seen that considerable research and thinking
about professional practice in the field of second- or foreign-language
teaching demonstrate ready links to the promotion of peace through
enhanced interpersonal and intercultural understanding. Three such
practices/issues were discussed: language(s) and playfulness, the socalled null curriculum with respect to language(s), and authenticity‘s best
nature. If we trust human nature, we can have hope that, with the
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right nurturing, we can all become peace-makers, by remaining child-like
and playful and by practicing authenticity in our classrooms as well as in
our professional lives.
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Appendix A: A Sample of Language of Dissemination Practices
(CMLR/Rclv)
Table 1
(CMLR/Rclv) Language of Publication of Articles (2000-2008)
Year/
Volume

Total
Articles

Articles
in English

Articles
in French

Articles in
Languages other
than English and
French

2000-2001

21

17

4

0

(81%)

(19%)

(0%)

21

3

0

(87.5%)

(12.5%)

(0%)

15

2

0

(88.25%)

(11.75%)

(0%)

22

5

0

(81.5%)

(18.5%)

(0%)

16

4

0

(80%)

(20%)

(0%)

16

3

0

(84%)

(16%)

(0%)

16

7

0

(69.5%)

(30.5%)

(0%)

13

1

0

(93%)

(7%)

(0%)

(57)
2001-2002

24

(58)
2002-2003

17

(59)
2003-2004

27

(60)
2004-2005

20

(61)
2005-2006

19

(62)
2006-2007

23

(63)
(Issues 1-4)
2007-2008
(64)

14

(Issues 1-3)
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Table 2
(CMLR/Rclv) Articles published in English: Language of
Bibliographical References (2000-2008)

Year/
Volume

Bibliographical
References in
English

Bibliographical
References in
French

Bibliographical
References in
Languages other than
English and French

2000-2001

733

14

3

(57)

(97.7%)

(1.9%)

(0.4%)

2001-2002

690

18

1

(58)

(97.3%)

(2.5%)

(0.2%)

2002-2003

667

5

5

(59)

(98.5%)

(0.75%)

(0.75%)

2003-2004

687

49

0

(60)

(93.3%)

(6.7%)

(0%)

2004-2005

616

19

2

(61)

(96.7%)

(3%)

(0.3%)

2005-2006

788

36

14

(62)

(94%)

(4.3%)

(1.7%)

2006-2007

478

6

0

(63)

(99%)

(1%)

(0%)

2007-2008

731

1

0

(64)

(99.9%)

(0.1%)

(0%)

(Issues 1-4)

(Issues 1-3)
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Table 3
(CMLR/Rclv) Articles published in French: Language of
Bibliographical References (2000-2008)

Year/
Volume

Bibliographical
References in
English

Bibliographical
References in
French

Bibliographical References in
Languages other than English
and French

2000-2001

69

45

0

(57)

(60.5%)

(39.5%)

(0%)

2001-2002

90

14

0

(58)

(86.5%)

(13.5%)

(0%)

2002-2003

69

20

1

(59)

(76.7%)

(22.2%)

(1.1%)

2003-2004

33

39

0

(60)

(46%)

(54%)

(0%)

2004-2005

116

32

2

(61)

(77.4%)

(21.3%)

(1.3%)

2005-2006

79

28

0

(62)

(74%)

(26%)

(0%)

2006-2007

6

25

1

(63)

(19%)

(78%)

(3%)

2007-2008

48

6

0

(64)

(89%)

(11%)

(0%)

(Issues 1-4)

(Issues 1-3)
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Table 4
CMLR/Rclv: 1990s versus 2000-2008
Total Articles: Language of Publication
Year

Total
Articles

Articles
in English

Articles
in French

Articles in
Languages other than
English and French

1990 1999

304

219
(72%)

85
(28%)

0
(0%)

2000 2008

165

136
(82.4%)

29
(17.6%)

0
(0%)

Table 5
(CMLR/Rclv) Language of Bibliographical References: 1990s versus
2000-2008
Articles in English
Year

Bibliographical
References in
English

Bibliographical
References in French

Bibliographical References in
Languages other than
English and French

1990 1999

5,885

391

78

(92.6%)

(6.2%)

(1.2%)

5,390

148

25

(96.9%)

(2.7%)

(0.4%)

2000 2008
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Table 6
(CMLR/Rclv) Language of Bibliographical References: 1990s versus
2000-2008
Articles in French
Year

Bibliographical
References in
English

Bibliographical
References in French

Bibliographical References
in Languages other than
English and French

1990 1999

1,596

921

7

(63.2%)

(36.5%)

(0.30%)

510

209

4

(70.5%)

(28.9%)

(0.60%)

2000 2008
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Increasing Self-Efficacy Through Mentorship: A Case Study
Terry Silver
University of Tennessee-Martin
Martin, TN, USA
Abstract
Training excellent teachers who are devoted to teaching students in all
school settings is more vital than ever. Mentoring has been one strategy
to support this endeavor and mentors have reported to benefit
considerably from the mentoring experience. This case study focuses on
the benefits for a class of 16 health and physical education teachers in
training as they mentor struggling readers in an urban school district.
Result indicate that the mentor‘s self-efficacy grew stronger as they
interacted with middle school students and their vision
Introduction
There is a critical need to recruit, train and retain compassionate and
competent teachers who are devoted to students in all settings. Nearly
half of all new teachers in urban school settings quit within five years
(Hayock, 1998). This suggests that there is a very urgent need to offer
support systems to new teachers and an even greater need to familiarize
teachers in training with the idea of mentorship. Mentoring programs
and service learning have become essential, based on the belief that a
mentor can experience greater levels of enthusiasm, be more open to new
ideas, more willing to try a variety of methods to better meet the needs of
individual students and become more devoted to teaching.
Psychologist Albert Bandura (1977) defined self-efficacy as our belief in
our ability to succeed in specific situations. Bandura‘s Theory of Social
Cognition states that people with high self-efficacy are more likely to
view obstacles as something to be overcome rather than to be avoided.
Teachers in training who have experienced high self-efficacy tend to be
less judgmental of students and work longer with a student who is
struggling (Tschannen-Moran & Woolfolk-Hoy, 2001). According to
Bandura (1977) people‘s belief about their self-efficacy

174

Silver
can be built by four main origins of influence. The most influential
source of these beliefs is the successful completion of a difficult task or
overcoming an overwhelming experience. When a teacher in training
believes he/she has what it takes to succeed, they know they can be
successful through perseverance. The perception that one‘s teaching
performance has been successful increases efficacy beliefs raising
expectations that future performances will also be successful. On the
other hand, failure, especially if it occurs during the educational training,
erodes one‘s sense of self-efficacy.
The second influential origin of these beliefs is the vicarious experience.
It is one‘s direct or vicarious experience that will most powerfully
influence ones self-efficacy. When a teacher in training see‘s another
person or mentee accomplish a task, the vicarious experience can have a
strong influence on self-efficacy. In seeing others succeed, our own selfefficacy can be raised. Peer modeling can be a powerful influence on
developing self-perceptions of ability and skill (Schumk, 1987).
Social persuasion in a third way of strengthening self-perception of
―having what it takes to succeed.‖ Social or verbal persuasion may
include a ―pep talk‖ about specific performance or feedback from other
people. A positive mood increases perceived self-efficacy and a
depressed mood weakens it. Often a person can determine their
confidence by the emotional state they experience as they prepare for a
certain situation. The mentoring experience makes teachers in training
feel good about themselves and gives them a greater sense of
significance in their world (Carger,1996). This study demonstrates how
teachers in training benefitted from the mentoring experience and how it
increased their self-efficacy.
Method
Students enrolled in Clinical Classroom Observations at Tennessee State
University were trained by the Reading Specialist to work with
struggling readers who were reading at 2 or more years below their
reading level. The mentors (teachers in training) were assigned one
student from John Early Middle School and one 9th grader from
McKissack Professional Development School for Ninth Graders. After
initial training that consisted of mock interviews, observing a teaching
session modeled and a 2-hour Reading Recovery lab, the Mentors were
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assigned a total of two30 minute sessions with each student. The
Mentors also completed a Teacher‘s Sense of Efficacy Scale developed
by Tschannen-Moran and Hoy from Ohio State University. In addition to
the observation, training, and survey, the Mentors were asked to write
reflection papers before, during, and at the end of the semester.
Mock Interviews
The Associate Dean of Education, Director of Vocational Education and
Department Head of the Human Performance and Sport Sciences
Department conducted mock interviews with the teacher candidates. The
interviews were designed to observe communication skills and
professional dispositions of the teacher candidates and then to offer
suggestions for improvement in weak areas.
Observation of Teaching Session Modeled
The mentors observed the Reading Specialist as she modeled a teaching
session with a 10-year old student. This helped the mentors to visualize
what the session would look like from a Mentor‘s perspective and also
give the mentor‘s common language cues that could be used in their own
sessions with their mentee. The modeled session followed a 5-point
lesson plan action which would be utilized with their mentees.
Reading Recovery Lab
A team of reading specialists and graduate assistants conducted the
Reading Recovery Lab. The lab consisted of reading recovery tips,
games to play with a struggling reader which would increase
comprehension skills, and further information on the five point lesson
plan. The five point lesson plan which would be utilized in each 30
minute lesson included:
Quick Read: The mentee reads a text that holds a low number of
unfamiliar words and in turn permits the tasks of meaning and
comprehension to occur.
Participate in games that increase comprehension and decoding
skills.
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New Read: The mentee reads a new text which has different
vocabulary words but still holds a low number of unfamiliar
words so that the reader can experience success.
Writes a K-W-L or completes a graphic organizer which shares
what the reader already knows about topic, what the reader does
not know and wants to learn about the topic.
The five point lesson plan is completed in a 30 minute session with the
Mentor.
Teacher’s Sense of Self-Efficacy Scale
The questionnaire is designed to gain a better understanding of the kinds
of things that create difficulties for teachers or mentors in school
activities. Items in the questionnaire measure self-efficacy in terms of
student engagement, instructional practices and classroom management.
Scores are totaled for each area and divided by the number of items to
calculate a mean score. Scores from the pre-survey are compared to the
post-survey to find any gains in self-efficacy in student engagement,
instructional practices and classroom management.
Reflections
Helping the mentor to move from the knowledge domain into the
evaluation domain and higher order thinking skills, the students were
asked to write reflections at the beginning, middle and end of the
semester. Some of the questions related to how the mentor was feeling
and growing in confidence as a Mentor. Other questions were related to
the experience itself and how it was impacting the mentee and the school
environment.
Findings
Being a mentor to struggling readers led to teachers in training becoming
more aware of their own teaching beliefs and practices, and becoming
more confident in their abilities to engage students, improve instructional
practices based on individual needs, and manage behavior. When applied
to the study of teachers in training, Bandura‘s theory can be used to
describe the direct effect of mentoring on teachers in training selfefficacy.
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Mastery Experience
As the mentor began to see increased comprehension and reading skills
improve with their mentees, they experienced the adage, ―Nothing breeds
success like success‖. The mentors began to seek new ways to motivate
learning and growth. They began to show up early to the Reading Clinic
in order to prepare for the 30 minute session. They began asking for
specific books that their mentee might enjoy reading based on their
conversations. They were also able to recognize their own reading
weaknesses and adapt some of the same strategies used with their
mentees to improve their reading and comprehension skills.
Vicarious Experience
Mentoring is a powerful influence on both the mentee and the mentor. In
this type of win-win relationship, One mentor described a change in the
way he valued education and its role in impacting the individual student
and potentially a community. The mentees began to enter the reading lab
with smiles on their faces as opposed to trepidation and grimaces at the
beginning. The lab became a place of concentrated time with one on one
interaction that facilitated a renewed interest in reading. It was delight to
sit in the lab as the Instructor and see instruction taking place in each and
every cubicle.
The students in Clinical Classroom Observations were not only
observing the power of mentoring and modeling but also taking an active
role in the engagement.
Social Persuasion
Many of the mentors expressed that their experience was similar to what
teachers who desire growth should also experience. Positive feedback to
the mentors helped them gain confidence in their abilities to teach and
adapt to the individual. Hearing remarks from the mentee such as ―I am
so glad you came to pick me up today‖ and ―What book are we going to
read today?‖ thrilled the Mentor and positively motivated consistent
attendance and enthusiasm for the program.
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Self-Efficacy Scale
Results from the Teacher‘s Sense of Self-Efficacy Scale showed
increases in student engagement, instructional practice, and classroom
management. For student engagement mean scores showed a 8.7%
increase over the their initial perception. Self-Efficacy instructional
practices showed the most gain with 13.1% over the initial perception.
Last, self-efficacy in classroom management had a 5.8% increase over
the initial perception. The pre/post surveys were taken after two months
of being involved in the program. On an average for all three categories
from the initial perceptions, there is an improvement rate of almost one
category. At the current rate that would mean by the end of the semester
there would be an increase in a category and one half.
Reflections
One mentor reflected, ―I think that this experience will help both of us.
Hopefully, I can help him to become a better reader and also show a
good example to him. Also, I believe the more I work with children, the
more I will become a better teacher. And you always want to master your
skill of teacher.‖ Another reflected on her reluctant mentee ―YES!!!
The first day I went to get Miss Alexander from her class she was
EXTREMELY influenced by her peers and felt the need to act out. I
believe her words were, "Why I gotta go, dis is stupid, I don't wanna go."
Well, I noticed that, addressed it, and took the time to ask how she was
feeling about what her peers were saying and how she REALLY felt.
Long story short, she has been nothing but smiles every time I have gone
to get her from class. Eager, even!!‖ The mentors were beginning to see
changes in their mentees which encouraged their own feelings of
success.
Another mentor reflected, ―My mentee is a very smart girl. She just feels
that being smart or at least showing it is not cool and by me coming to
help her she is starting to think differently about school.‖ The mentee is
benefitted by seeing how important it is to set herself apart from those
who tease her intelligence. Even though peer approval is critical in
middle school, the mentorship relationship has given this young girl a
bigger and better vision for herself.
―My mentee comes to learn with me but she doesn't just learn from me I
learn from her also. She is starting to behave better and she is
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improving her reading skills. I‘m learning to be patient with the ones in
need no matter how difficult or how long it takes to get it done. I won't
quit and I can see myself a great mentor in the future.‖ In this case, the
mentor has found meaning and a sense of perseverance in working with
all types of students.
―I feel that in the case of my mentee, he needs someone to help mold him
into not only a better reader but he seems to need a big brother. I feel that
I have gained much insight from my student. He has taught me a lot
about myself and why I really want to become a teacher.‖ The
mentoring relationship has not increased self-efficacy but also given the
students a broader vision of the world and how important it is to reach
out beyond one‘s self.
Conclusions
This study investigated the benefits of mentoring in terms of selfefficacy for teachers in training. Results show an increase in selfefficacy toward student engagement, instructional practices and
classroom management. The development of self-efficacy is vital,
especially as the trend of teachers leaving the field early in their career.
First, being successful as a mentor creates a mastery experience.
Second, looking at learning through the eyes of the learner affords a very
rich dynamic experience. Third, social persuasion adds to perceptions of
competence. Teachers‘ self-efficacy belief has a powerful influence on
their teaching. The stronger the sense of self-efficacy that a teacher has,
the greater the endeavor, perseverance, and pliability he/she will
demonstrate in teaching.
A sense of efficacy is an important outcome of the mentor/mentee
experience. Those who create mentoring programs should carefully
consider how teachers in training might benefit and therefore maintain
some type of mentorship throughout their educational career. Teachers
in training who began to show small steps can change one individual,
one school environment, and one community, and will begin to see the
world from a global sense and how small steps can be life enhancing for
many.
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Abstract
It is the belief of the researchers that the goals of Global Understanding
can be addressed through well-planned and skillfully implemented study
abroad programs. By placing students in other cultures where they must
learn to navigate through an unfamiliar way of life, students come to
understand other customs, practices, and mores. Research results will be
provided from a study of how students who participated in three separate
study abroad programs learned to articulate their cultural experiences and
began to develop the vocabulary to describe what they had learned about
global understanding. Data revealed that even short term (14 to 21 days)
study abroad programs can produce demonstrable perspectives of global
understanding.
Introduction
It is helpful to first define what is meant by the phrase ―Global
Understanding.‖ A brief review of the news media reveals that the
concept of Global Understanding is being used in several different ways.
It can refer to understanding the larger economic issues that impact
world prosperity, or it can be about our collective responsibilities to
reduce pollution and preserve a healthy planet. Global understanding can
also describe how resource rich countries can work together to alleviate
world hunger and promote health and prosperity throughout the world.
The researchers of this study adopted the description of Global
Understanding advanced by Center for Global Understanding: ―[The]
promotion of international education to foster cross-cultural awareness,
cooperation and understanding. Living and working effectively in a
global society requires learning with an international perspective‖
(http://www.globaled.us/).

182

Rapisarda & Lock
It is the belief of the researchers that the goals of Global Understanding
can be addressed through well-planned and skillfully implemented study
abroad programs. By placing students in other cultures where they must
learn to navigate through an unfamiliar way of life, students come to
understand other customs, practices, and mores. They gain first hand
experiences of how people in other countries live and what they value as
a people. The participants of this study who studied abroad were all
teachers, school administrators, and counselors. The researchers can
think of no other group for whom the concept of global understanding
could be more important than educators and counselors.
While study abroad advocates have argued that international study
programs are important to student development, it has always been
difficult to describe the benefits of study abroad experiences in concrete
terms. Returning students often speak of study abroad as ―life altering,‖
―eye opening,‖ ―an amazing experience,‖ and in other broad emotionally
expressive ways. The challenge for study abroad students is in how to
articulate to others what was learned through their cultural experience.
Literature Review
Participants provide a great deal of anecdotal evidence of the power of
study abroad programs; however, there have been a number of studies
that have provided quantifiable data to verify the impact of study abroad
programs on participants. International Education literature provides
ample evidence that study abroad experiences do result in measurable
effects. Among these effects are new insights into issues of global
understanding, reaffirmation and renewed appreciation of one‘s own
culture, and positive attitudinal dispositions for other cultures and people
(Black & Duhon, 2006; Burn, 1985; Danzig & Jing, 2007; Dolby, 2004;
Gammonley, Rotabi, & Gamble, 2007; Hadis, 2005; Kitsantas, 2004;
Opper, et al., 1990; Thomlison, 1991; Wilson, 1993; Wood et al. 1982).
In addition, there has been exploration on the influence that study abroad
experiences have on the personal development of participants (Button,
Green, Tengnah, Johansson, & Baker, 2005; Kauffmann & Kuh, 1984).
Although the data generated in these studies are very positive and closely
parallel the anecdotal accounts participants give of their overseas
experiences there has been
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some evidence that not all study abroad programs yield such positive
results (Cash, 1993; Marion, 1974).
Procedures
The purpose of this study was to provide study abroad participants with a
tool that would help them articulate how their study abroad experiences
contributed to their growth as educators and counselors.
To guide the study three research questions were posed:
1. Do the study abroad programs we designed for counseling and
educational leaders yield the same positive dispositions for developing
global understanding that earlier studies have identified?
2. Is The Reflective Learning Journal a valid data collection instrument?
3. Can study abroad participants develop a vocabulary that allows them
to articulate the impact of their international experience?
The Study Abroad Programs
Three separate short term study abroad programs were led during the
summer of 2007. The first was a program for 10 counseling students who
spent three weeks in Mexico where the focus was on learning about and
understanding the current social, educational, governmental, and health
care systems in order to better serve and support future clients in
Charlotte, North Carolina, who may be from Mexico. The second
program involved 19 community college teachers and administrators
who studied the community college systems of the Netherlands,
Germany, and Belgium. These participants spent two weeks learning
about post-secondary education by visiting community colleges and
attending presentations about the community college system in the
European Union. A month later the third program also visited the
Netherlands, Germany, and Belgium, but these participants studied the
elementary and secondary schools of those countries. These participants
were all public school teachers and administrators who spent two weeks
learning about how these countries educate their children. In addition, all
three programs provided considerable opportunities for participants to
engage in cultural activities.
The Participants
The three study abroad programs had a total enrollment of 57
participants, all of whom were graduate students in the College of
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Education. They included counselors, community college teachers and
administrators, school administrators, and classroom teachers. While all
the participants were enrolled in graduate programs, the majority were
also practicing professionals. Since participation in the study was
voluntary and anonymous, it is not known how many subjects actually
participated.
The Instrument
Previous studies have validated the use of several different varieties of
survey instruments that have been able to collect useful data regarding
the effects of study abroad program on the participants (Cash, 1993;
Durant & Dorius, 2007). Open-ended survey instruments have been
common devices to collect student impact data. Using the open-ended
survey as a model a three category instrument was developed titled The
Reflective Learning Journal (RLJ). Taking the key terms from the
definition of Global Understanding: cross-cultural awareness,
cooperation, and understanding, the RLJ provided participants with three
areas in which to record their own perceived growth. The three
categories were Personal Growth, Professional Growth, and Cultural
Growth. At the end of the narrative for each category participants were
asked to evaluate their responses and assign a numerical value on a scale
of one to ten where one equaled no value and ten equaled highest value.
Personal growth. Personal Growth referred to, ―what I have learned as a
person.‖ Examples of personal growth might include learning to
navigate through an unfamiliar territory, learning to become an observer
who could listen and watch others without making value judgments, or
learning how to step outside a personal comfort zone and enter an arena
that required new comfort skills. This category was designed to capture
insights participants came to realize about changes in how they thought
and behaved.
Professional growth. Professional Growth was concerned with what
participants learned during their study abroad programs that could help
them become more skillful or competent in their jobs. Examples might
consist of observations that counseling techniques have common
elements across cultural lines, problem-based learning can be used in
very early grade levels, or community college programs can be use
technology in ways that allow students to move to different geographic
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regions and yet continue their studies without interruptions. The
Professional Growth category recorded observations about how
the participants‘ professional activities were performed by their
counterparts in other countries.
Cultural growth. Cultural Growth represented a somewhat wide category
of observations. In a real sense ―culture‖ can be a very difficult concept
to understand. It can also present a problem when 57 different people try
to interpret whether or not they experienced some sort of cultural
development. As a short hand device, participants were asked to think of
culture as how and why people in the country being visited behave the
way they do. Examples of cultural development made by participants
included observations about the role of religion, family relationships, the
interactions between men and women, how children behaved in school,
or local foods and food preparation. Typically participants made their
observations in terms of how cultural behaviors were different from what
they experienced in their own culture.
As a final step participants were asked to rate the importance or impacts
of their statements on a one to ten scale, where one equaled a low score
and ten represented a high score.
The Collection of Data
An orientation meeting was held for each study abroad group before
departure for other countries. The purpose of the study was explained.
Participants were shown a copy of the RLJ and received an explanation
of how to use each section. In addition, participants were informed of
their rights under the IRB agreement and were assured that the entire
data collection would be done anonymously. It was explained to the
participants that no one was required to participate, participation would
be entirely voluntary.
Once the groups arrived in their various locations they were asked to fill
out a RLJ every three days. An interval of three days between journal
entries was used because it was thought that if the participants filled out
a form every day, observations might begin to blend. Discrete
observations were wanted that would be different from previous
responses. While participants responded to the instrument neither
researcher was present in the room. Participants would leave
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their completed RLJ’s on the desk. After the participants left the room
the RLJ’s were collected by the researchers.
Analysis of Data
The Raw Data
After returning from their respective study abroad courses, the
researchers collated and organized the responses from all of the RLJ’s.
The raw data consisted of block statements the participants put into three
categories. All of the Personal, Professional, and Cultural statements
were grouped to allow the researchers to begin independently coding for
themes.
Themes
Themes were formed by identifying repeated words and concepts. Five
clusters of themes were found under the Personal Growth category.
Three clusters of themes emerged for the Professional Growth category.
Four clusters of themes emerged under the Cultural Growth category.
Personal growth. Five clusters emerged from the 85 responses in the
Personal Category.
Cluster I: (n=28). Through this study abroad experience I learned
more about who I am. Among these items were: gaining a better
understanding of who I am by what I observed in other countries;
learning how to patiently listen to others talk about their culture; hearing
what people of other countries think about America; understanding the
historical significance of how other cultures are tied to my culture; and,
reaffirming who I am by observing others. Average value rating was 8.39
on a scale of 1 to 10.
Cluster II: (n=25). Through this study abroad experience I have
learned to broaden my view of the world. Among these responses
were items such as, how the participants grew to a see the world in a
much larger context; how they were stimulated to learn more about the
world, including their wish to master languages other than their own;
how they needed to overcome stereotypes and better understand the
words we use to describe other cultures; that differences in cultures do
not carry values, that is, how other people conduct their lives is not
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better or worse, just different; that their own views of the world were
being challenged by what they experienced in other countries; and
recognition of the importance of understanding other people in the world.
Average value rating was 8.86 on a scale of 1 to 10.
Cluster III: (n=11). Through this study abroad experience I learned
how to enjoy the richness of other cultures. These responses described
how the participants enjoyed exploring cities and nearby areas, eating
new and different foods, meeting people, and experiencing a slower pace
of life. They also wrote about how they planned to change their own life
styles based on what they experienced through their travels. Average
value rating was 8.54 on a scale of 1 to 10.
Cluster IV: (n=15). Comments about traveling with a group. Items in
this category described personal growth as the result of traveling with a
group. These participants were concerned about the conduct of others in
the group, relating to roommates, the constraints of being with a group,
learning to be patient with travel delays. Average value rating was 8.92
on a scale of 1 to 10.
Cluster V: (n=6). Not responsive or understandable
Professional growth. Three clusters emerged from the 93 responses in
the Professional category.
Cluster I: (n=8). Through this study abroad experience I was able to
make professional connections and network with colleagues.
Responses in this category described the professional conversations that
participants had with each other during the trip. Participants commented
on the networking that occurred both with other participants on the trip
and with new colleagues met at sites visited during the trip. Average
value rating was 7.75 on a scale of 1 to 10.
Cluster II: (n=42). Through this study abroad experience I learned
new skills and discovered new areas for professional growth. Items in
this category addressed new professional skills that were learned during
the study abroad experience. Participants reported that their new skills
were informed by increased awareness and knowledge of cultural issues
gained during the study abroad site visits. Participants also
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discussed a need for further professional development and growth.
Average value rating was 6.85 on a scale of 1 to 10.
Cluster III: (n=43). Through this study abroad experience I learned
about how my job/career functions in other countries. In this category
participants compared and contrasted different elements of their jobs
with parallel jobs in cities visited during the study abroad. Participants
commented on such things as differences in structure and definition of
job duties, financial differences, and the level of respect that those in the
respective jobs were held by the communities and countries. Average
value rating was 7.6 on a scale of 1 to 10.
Cultural growth. Four clusters emerged from the 104 responses in the
Cultural category.
Cluster I: (n=43). Through this study abroad experience I have
gained an understanding of global connectedness and an awareness
of cultural values. Participants discussed developing an increased
awareness of their personal values connected to their culture as they
learned about and experienced the cultural values of the countries visited
during the study abroad experience. Participants commented that
increased awareness of values contributed to increased global
understanding and a sense of global connectedness. Average value rating
was 7.13 on a scale of 1 to 10.
Cluster II: (n=36). Through this study abroad experience I learned
about different cultural customs. Items in this category included
reflections on different behaviors that occurred in the cultures of cities
visited. Participants also reflected on knowledge gained about cultural
customs and facts. There were additional observations from participants
about culinary differences, architectural structures, and various art forms.
Average value rating was 7.55 on a scale of 1 to 10.
Cluster III: (n=25). Through this study abroad experience I learned
about the history of different countries. Participants reflected on the
increased knowledge of historical information about countries visited
during the study abroad experience. Participants also reflected on an
increased awareness of United States history and personal history.
Average value rating was 6.08 on a scale of 1 to 10.
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Results
In discussing the results, it is helpful to review the three research
questions of this study.
1. Do the study abroad programs designed for counseling and
educational leaders yield the same positive dispositions for developing
global understanding that earlier studies have identified?
2. Is The Reflective Learning Journal a valid data collection instrument?
3. Can study abroad participants develop a vocabulary that allows them
to articulate the impact of their international experience?
1. Data revealed that even short term (14 to 21 days) study abroad
programs can produce demonstrable perspectives of global
understanding. Participants were able to articulate how people in other
countries perceive the world. They came to understand that common
values among countries can be expressed in different ways. They learned
that people of other countries see themselves as important and deserving
as our study abroad participants view themselves. They began to identify
world problems and issues as belonging to all people. They could better
understand their own culture as they compared their way of life with the
ways of life they observed in other countries. In other words, short term
study abroad programs can promote international education that fosters
cross-cultural awareness, cooperation and understanding.
2. When compared to data collected by other survey instruments The
Reflective Learning Journal was able to provide this study with a great
deal of usable data. Participants were able to use the Personal Growth
and Cultural Growth categories to describe their awareness of global
understanding and to articulate what it means to have global
understanding.
A subset of data revealed that the participants developed a clearer idea of
what it means to appreciate their own culture. Parenthetically, at the time
of these study abroad programs America was beginning to select
presidential candidates through the primary election process. Participants
were often amazed to learn that people in other countries were as, or
more, knowledgeable than were Americans about campaign
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issues. A stronger appreciation that develops for one‘s own culture was
another consistent finding among the study abroad participants.
The data collected in the Professional Growth category produced some
useful information, but that information was not as closely related to
enhancing global understanding as were the data from the Personal
Growth and Cultural Growth categories. Participants benefitted from
spending time with their professional colleagues and they observed how
their counterparts in other countries performed their professional duties.
3. There is evidence that the categories provided on The Reflective
Learning Journal gave participants a means to think about what they
were experiencing and it provided a context for organizing those
experiences.
Suggestions for Future Research
There are suggestions for future research. The researchers have
determined that it would be useful to conduct longitudinal studies to
determine the long range effects of a developed sense of global
understanding. It may be helpful for future research to also examine if
participants from the current study continue to travel to learn about
people and issues of other cultures. A third area for further exploration
involves examining whether participants from the study actually apply
the knowledge and experiences they learned from study abroad in the
classroom and counseling settings.
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