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evoke reactions in most. Just keep the re-
sources coming, keep them up to date and fresh
and everyone will find something to respond to.
They will all get engaged.

3. Creative ideas for homework

I create a class list with e-mail ad-
dresses during the first week of a session, and
thereafter send them their homework—
podcasts, video clips, animations etc. which
they can use as the basis for oral summaries,
opinions, descriptive narratives, and student-
written and performed dialogues.

They need only click the links which I
provide, and they can watch or listen to the ma-
terials as often as they wish, and until they un-
derstand the materials to their own satisfaction.

Then they have the tools — both the language
and the ideas they need — to provide their own
written or spoken responses which have been
generated in the process.

4. Allow learners to choose their own topics

Give students the freedom to choose
their own topics for presentations. Of course
not every presentation will be memorable, nor
even good, but you will often be privileged to
watch and share outstanding presentations, and
surprisingly quite often by students whom you
least expect to communicate so skillfully their
pride, or sorrow, or memories.

I have been privileged to share amaz-
ing student presentations on topics such as
these: the Ukrainian Famine, the Rape of Nank-
ing, AIDS hospitals in Thailand, the culture of

(Continued on page 9)
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Chechen horseback riding, the intricacies of
Kurd carpet making, the biography of a Colom-
bian Nobel prize winner by a student who had
gone to school with him, the story of a Georgian
ballerina who had defected to New York, and a
Kurdish lament for the people gassed by Sadam
Hussein at Halabja in Iraqg.

5. Internet Resources

Because so many of our learners have
computers and are increasingly computer liter-
ate, we can use Internet resources for listening
materials to teach vocabulary, idioms, and
speaking skills, as well as to access powerful
and universal personal experiences which will
evoke authentic reactions in your students.

These resources are particularly good:

e for podcasts and dialogues:, http://
www.eslpod.com/website/index.php
e for instructional video clips showing
‘how to’ do many things, http://

www.videojug.com/
e for movies, stories, video clips, tall
tales,

* Paul Bunyan: http://www.voanews.com/
specialenglish/archive/2006-06/2006-06-12-
voal.cfm

* John Henry: http://www.manythings.org/
listen/ckmp3-jhl.html

* The Law of Life, Jack London

(Part 1): http://www.manythings.org/listen/
lawoflife.html

(Part 2): http://www.manythings.org/listen/
lawoflife2.html

(d) for animations/animated stories,

* The Sweater, http://www.nfb.ca/animation/
objanim/en/films/film.php?
film=&_onfplr_sel=plr&sort=title&id=13316

* Roses Sing on New Snow, http://www.nfb.ca/
animation/objanim/en/films/film.php?
sort=title&id=50784

* George and Rosemary, http://www.nfb.ca/
animation/objanim/en/films/film.php?
sort=title&id=16945

6. Personal Realia

“The treasures you brought from
home” is a wonderful topic that never fails to
evoke communication, writing and especially
speaking in the classroom.

You can set the activitiy up by asking:
Of all your possessions, if you had to choose
only what could fit into a couple of suitcases,
what would you choose? All of our students
have made that choice! Let them share it with
you and each other.

1. Extensive reading

Books and stories on immigrant life.
Real stories from all over the world. Works of
fiction in easy English. Look for stories that
evoke emotion and reaction.

8. Universal topics about personal experi-
ence, life issues, crises

You can find podcasts on universal top-
ics at  http://www.eslpod.com/website/
index.php. The article numbers shown here are
used to identify individual podcasts.

e “Betrayal, A Flaky Friend” #129.
(Continued on page 10)
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You can betray your partner, your
parents, your country, your friends,
your faith, etc What stories will you
hear?

e Disappointment

e Family dynamics, care of the elderly,
and the handicapped. Issues with
children.

e Giving credit where credit is due/
women’s issues (Maylin)

e “Roses Sing on New Snow” http://
www.nfb.ca/animation/objanim/en/
films/film.php?sort=title&id=50784

e Homesickness # 225

e Dating

Videojug, http://www.videojug.com/
is another excellent source for instructional
video clips, very useful for teaching process
writing and summarizing.

Some video clips at this site are great,
some are not so useful or even appropriate, so
use your judgment!

e Mid-life crisis # 311
® Being under stress # 319
® Being micromanaged # 320

® Neighbours # 68, # 313 A wonder-
ful opportunity to practice dialogues,
complaining, etc.

® Getting revenge # 237

® Working overtime # 240

® Getting laid off # 139

® Get-rich quick schemes # 268
® Saying goodbye # 279

® Employee performance review #
120, # 244

® Anapology # 197

® Irritating co-workers # 229, # 25

® Offending someone #282

® Asking for a raise # 212

® Describing hatred and anger # 394

Many of our students speak English only
in the class. If we want them to take what they
have learned at school into their lives beyond the
classroom, we need to give them the materials
and the words to share their ideas not only with
each other, with us as their teachers, but perhaps
most importantly with their family and friends. If
we can achieve that, we will have brought English
fully into their lives and homes in a way they will
remember and enjoy.

The ideas, words and materials provided
by us will be a gift they will treasure forever.
When they can share the materials they have met
in our classrooms with their families, when they
show video clips or tell stories to their children —
and all in English —- we will have reached them in
ways that will enrich their lives and in so doing en-
rich our lives as instructors as well. m

Roslyn Maian has a B.A. in
English and Psychology, and an
LLB. She has practiced law and
taught EAP and LINC. In her own
words: “ I love language and
teaching communication. I love
the craft and the art of teaching,
and am always looking for a
creative way of reaching people
and igniting their learning.”


http://www.videojug.com/
http://www.nfb.ca/animation/objanim/en/films/film.php?sort=title&id=50784
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Using Authentic Resource Materials:
“Inside my Mother’s Kimchi Fridge,”

a 14 min. radio documentary
By Judy Pollard Smith

ome adult ESL classes have a consider-
S able number of Korean students. It is not

easy, however, to find authentic resource
materials which explore Korean culture, prompt
conversation, are suitable for classroom use
with adults and at the same time deal with uni-
versal themes.

But I have found one that really works —
originally broadcast on CBC Radio One’s pro-
gram Outfront. It’s a 14-minute radio documen-
tary called “Inside my Mother’s Kimchi Fridge”
that first aired in November, 2005.

Some themes explored:

e Cross-generational communication prob-
lems.

e Raising children in an L2 environment.
e Childhood memories.

e Hopes and dreams for oneself and one’s
children.

e Food and cooking activity as an enabling
device for communication.

(Continued on page 12)
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The documentary can now be accessed at Glo-
ria Chang Productions: www.gloriachang.com/
radio/kimchifridge.htm

About “Inside my Mother’s
Kimchi Fridge”

Korean-Canadian jour-
nalist Gloria Chang of
Vancouver delivers a
poignant look at her
early childhood years in
Korea and the family's
subsequent move to Can-
ada. The quest that drove

her to make a radio docu-
mentary, however, was a
painful one. She wanted to get to know her elderly
mother better. Her mom, who also came with the
family to Canada when they emigrated, never
learned to speak English.

The Chang daughters, as is often the
case, understand and speak some Korean, but
they have lost the nuances of the language. The
result is one we see with many of our ESL adult
learners in the form of teens, parents and grand-
parents who can no longer fully communicate.

In the documentary, Gloria uses the
preparation of kimchi, the Korean national side
dish, as a jumping off point to get her mother to
talk about the past. The program contains interac-
tions with her mother and her sisters and the result
is both heart-rending and funny.

Using this documentary in
the classroom

I used this radio documentary as a con-
versational tool to get my students talking about
the frustrations of raising kids in their L2 and — if

@b radioone About
cac Outfront

Outfront is a program of 15-minute radio documentaries
about real life. It's all about people’s ideas and experi-
ences, their perspectives, their stories. The CBC hands
you the microphone and you make a radio documentary —
with their help.

For more information, a schedule and an extensive list of
past programs, go to: www.cbc.ca/outfront.

they are willing - to talk about their own child-
hood memories. This documentary underlines the
need for Adult English learning as nothing I have
heard before, especially for women.

To make the best use of the program I
found it effective to bring in a jar of commercially-
prepared kimchi and some plastic forks. If you
have Koreans in the class, one of them might offer
to bring some. It is often prepared in the autumn,
for consumption over the winter.

I have also used the documentary with
other nationalities as well and they all enjoyed it. I
would recommend it for Level 4 to get maximum
use.

Below, I have included a summary of the
content so that learners can listen to the documen-
tary first, discuss what they thought they heard,
then read the summary and afterwards listen to
“Inside my Mother’s Kimchi Fridge” again. =

#1" Judy Pollard Smith is an ESL instruc-
= tor in Hamilton. Her interests are lan-
guage, culture and cross-cultural
communication. She is a frequent con-
tributor to Contact.
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Inside my mother’s kimchi fridge (summary)

Program summary: Narrated and produced by Gloria Chang in Vancouver, for CBC Radio.

1. Gloria Chang wants to get to know her mom. Gloria was a little girl when she moved to Vancouver from Korea. She and her four sis-
ters speak perfect English. Their mom did not learn how to speak English. Now they have trouble communicating. They can talk only
about small things, but cannot have important conversations.

2. Gloria has decided that if she can get her mother to discuss how to make Kimchi, then she might understand her mother better.
(Kimchi is the Korean national dish, made by pickling cabbage and adding hot red pepper.)

The documentary opens with a Korean children's song that is her mother's favourite.
You can hear the girls in the kitchen with their mother. They are trying to make kimchi.

Many years ago in Korea, the whole community made kimchi together. Big trucks brought in cabbages and radishes.

SR A

Their mom tells the girls that many years ago they made kimchi in big clay pots and buried the pots in the ground. Gloria remembers
that after they moved to Canada, they put glass jars of kimchi on the apartment balcony. Now her mother has a kimchi fridge and
she keeps it in small, brown, plastic boxes in the special fridge.

7. Gloria has 4 sisters. They cannot communicate with their mom, who speaks only Korean. Gloria says "l feel like I'm missing some-
thing."

8. Her sister Brenda remembers that when her younger sister Diane was born she had to go to stay with their grandmother, as their
mom was too busy with all the children.

9.  Gloria's sisters all have children. Gloria's mom had five children. Gloria has no children. Gloria's says that her ‘children’ are words
and the stories they tell. She is a journalist and a writer. Her mom thinks she should work in computers or as an accountant.

10. Gloria's sister, Linda, does not have many memories of Korea. She remembers one day when she told her mother that she didn't like
her itchy clothing and her mother locked her outside for a while to teach her not to complain.

11. Another sister remembers that she got run over by a motorbike when she was walking to the candy store when she was a little girl.
Her mother yelled at her. She thinks that maybe her mother wanted to yell at the motorcycle driver, but he escaped, so she yelled at
her daughter instead.

12. They lived in the Korean countryside. The cicadas sang in the summer and in the wintertime the snow fell and the sparrows sang.
There was a stream beside their house and when it rained the stream became louder. It was hot in summer and the girls learned to
swim in the stream. They learned to dog-paddle.

13. Sometimes her mom asks Gloria how her life is progressing. Has she found a husband? A job?

14. The mom says that when she was young she wanted to be a career woman! Gloria is surprised! Gloria's mom's mother got sick and
she had to leave her accounting training in the city and go back to the country to take care of her. Later, she returned to the city to
find her old job, but they had given it to another person. Gloria's mom says she loved math and physics and science. Gloria is getting
to know her mom!

15. Another sister remembers when she was a little girl she wanted her mom to make her some kimbab to take on a school trip. The
mom said she had no time to make it. The girl found a chocolate bar in her lunch and got chocolate all over her face. (She cries
when she remembers that her mom did this for her so that she could have the same lunch as Canadian kids.)

16. Gloria says, "My mom is human!"

17. Gloria asks her mom if she has any regrets. She says "Yes, you girls can speak English and | can't. We can't have good conversa-
tions."

18. Gloria says that her sisters and she will probably not make kimchi. Their mom tells them that it is not her business, but then she tells
them that homemade kimchi is very healthy, much better than store-bought kimchi, and that SARS never came to Korea because
everybody eats kimchil
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Inside my mother’s kimchi fridge (activities)

Sample Discussion Questions How to make whole-cabbage kimchi

Why do you think Gloria Chang’s mother never
learned English?

Can you explain why their mother sings songs
that she learned as a child?

What are some of the memories that the girls
and their mother recall from Korea?

What does Gloria’s mother think about the fact
that her daughter is a journalist?

What are some of the most surprising things that
Gloria and her sisters learned about their
mother?

Have you ever learned things about your own
parents that surprised you?

How does the story about Gloria and her
mother’s kimchi fridge make you feel?

Extension Activity

Internet research:

e  Offer students the choice of working alone
or in pairs. If there are Koreans in your
class, try to pair them up with non-Koreans.

e Choose (or assign) one question from the
list below. Have each pair collect as much
information as they can from an Internet
search and prepare an oral or written re-
port for the class.

e Type the word “kimchi” into a search en-
gine. Start your information search, using
one of the ideas in the list below.

Some research ideas:

e Find the names for three different kinds of
kimchi.

e Find pictures of different types of kimchi.

e How did people store kimchi in the old
days?

e Why do some people say that kimchi a
healthy kind of food?

e  Why is the kimchi different in different
parts of Korea?

e Isit easy or difficult to make your own kim-
chi?

e IsKorean kimchi similar to a dish from your
culture?

e Can you find kimchi in your city?

Ingredients

e 3 tablespoons plus 1 teaspoon pickling salt
e 6 cups water

e 2 lbs. Chinese (Napa) cabbage, cut into 2-
inch squares\

6 scallions, cut into 2-inch lengths, then sliv-
ered

e 1 1/2 tablespoons minced fresh ginger

e 2 tablespoons Korean ground dried hot
pepper (or other mildly hot ground red

pepper)

e 1 teaspoon sugar

Preparation

1. Dissolve the 3 tablespoons salt in the water.
Put the cabbage into a large bowl, a crock, or a
nonreactive pot, and pour the brine over it.
Weight the cabbage down with a plate. Let the
cabbage stand for 12 hours.

2. Drain the cabbage, reserving the brine.
Mix the cabbage with the remaining ingredi-
ents, including the 1 teaspoon salt. Pack the
mixture into a 2-quart jar. Pour enough of the
reserved brine over the cabbage to cover it.
Push a freezer bag into the mouth of the jar, and
pour the remaining brine into the bag. Seal the
bag. Let the kimchi ferment in a cool place, at a
temperature no higher than 68°F, for 3 to 6
days,until the kimchi is as sour as you like.

3. Remove the brine bag, and cap the jar
tightly. Store the kimchi in the refrigerator,
where it will keep for months
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The line between innocence and experience:

Persepolis — The Story of a Childhood
By Marjane Satrapi

Review by Matthew Jackson

arjane Satrapi’s graphic

memoir, Persepolis, set in Iran

at the time of the Islamic Revo-
lution of 1979, is a wonderful example of
a new literary genre, the graphic novel.
First published in French, this unusual
book provides interesting insight into
actual historical events that have often
been interpreted in our media from
an outsider’s perspective.

Satrapi tells her coming of

age story in simply drawn, black
and white comic book style. Her
deft combination of text and pic-
tures immerses us in the turbulent
social and political context of Iran
during the last days of the Shah
and the ascendancy of the radical Is-
lamic clerics. Uniquely, we see all of the unfold-
ing events through the eyes of Marjane herself,
from the ages of six to 14.

The only child of wealthy and progres- Persepolis — The Story of a
sive parents opposed to the Shah, the young Childhood, by Marjane Satrapi.
Marjane, even at six, is precocious, outspoken, Pantheon, 2003, 154 pages, soft-

cover. Also available on DVD,

and keen to understand. French with English subtitles

(Continued on page 16)
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il

Marjane Satrapi

(Continued from page 15)

Her curiosity even leads her into the
fray of protests and street demonstrations in Te-
hran. The story text and pictures graphically
portray the events leading up to the Islamic
Revolution, as the Shah’s reign at first stands
firm, then wobbles, and eventually topples in
the face of civil unrest.

The protestors, many of whom be-
longed to Iran’s intelligentsia, were, like Mar-
jane’s own parents, inspired by Marxist ideol-
ogy. They viewed the Shah’s oppression of the

people as a cause for change. But as the vestiges
of the Shah’s rule were pulled down, their initial
optimism turned to wariness of a new force that
quickly grabbed power: radical Islamic clerics
who were able to unite the people in a way that
Marxism could never have done. In a short pe-
riod of time this wariness was replaced by scep-
ticism and then by outright fear as the new reli-
gious rulers enforced strict new codes of dress
and social interaction, becoming new oppres-
sors.

One of the endearing qualities of Perse-
polis is that the author has succeeded in portray-
ing this turbulent and dangerous period in Iran’s
history through the eyes of a precocious young
girl, alternating between adolescent naivety on
the one hand and sarcastic, but perceptive,
commentary about what is happening in society
on the other.

She has skilfully avoided historical over-
kill, however, always shaping the reader’s per-
ception of the events through universal aspects
of childhood. This often leads to grim humour,
such as when “My dad is bigger than your dad!”
becomes “My dad was tortured more than your
dad!” By effectively documenting such child-
hood games of one-upmanship, Satrapi effec-
tively illustrates the co-existence of both inno-
cence and experience in her adolescent pro-
tagonist. Smart children like herself at ten are
not often fooled by propaganda.

This fine line between the innocent and
the sinister is one that Persepolis walks with bal-
ance and poise. An undercurrent of menace is
never far from the surface. In one unforgettable
chapter, Marjane’s beloved uncle Anoosh is
suddenly pulled into the vortex of the revolu-
tionary events, never to emerge, leaving only
ripples of grief for Marjane’s family and friends.
Her uncle’s death by firing squad for being a
traitor is not only a tragedy for Marjane, it ma-
tures her quickly into understanding the harsh
realities of the adult world.

(Continued on page 17)
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This accelerated

FROA, THE TR PATH OF HLass

propulsion into adulthood is
countered, however, by
Marjane’s refreshingly ado-
lescent foray into rebellious
self-expression. She deco-
rates the lapel of her denim
jacket with a Michael Jack-
son button, dons Nike sneak-

GO0, WAHAT A BECTWARLT POLICY

EDUCATE FUTLEE IMPERALISTS,

\N_ ]
/H\

THUS, THE LNAVERSITIES WERE
CLOSED FOR, TWO YEARS,

ers, and festoons her bed-
room walls with posters of |,

MO SADAE LRIV G T, AN |
WAMTEDR TD £TUl CHEAMSTIEY,
| WAHTED T BE LIKE MAAEE

the rock group Iron Maiden
and British pop star Kim
Wilde.

A particularly sur-
real moment has Marjane
cranking up her stereo and
bellowing out the lyrics of
the song, “We’re the kids of

America” to console herself
after being harassed on the
streets of Tehran and narrowly avoiding arrest
by female Guardians of the Revolution for dress-
ing like a Western punk.

The detailed black and white illustra-
tions throughout Persepolis are more than a
decorative enhancement to the text. They are of-
ten as important as the actual words in present-
ing the meaning. Throughout the book, Satrapi’s
illustrations effectively capture the hopeless-
ness, the fear, the love, and the humour of this
coming of age story. Smiles and tears, anger
and happiness, despair and joy are all effec-
tively and simply captured, allowing the reader
to comprehend the story and the characters, of-
ten only incidentally relying on the words.

In the ESL context, graphic novels like
Persepolis would seem to offer great learning
opportunities for English language learners, re-
specting the mature student’s need to think criti-
cally and make personal connections, while re-
lieving the burden imposed by dense English

I wAMTED TC B AN E0UCATED,
LIBERATEE WihMAM A0l F THE

PUSLELNT OF KaOWLEDGE MEANT
GETTIMG CARCLE, S0 BE IT.

AR G0 AROTHER GELEAM WEST
P N SR,

MUSERNT AT THE AGE
THAT MARM CUARE FRDLT
WEHT TO FRAMIE T
STLLY, FLL PROBABLY
HAVE TEM CHILOEEM .

IT5 1wl DHLOWEEED
Till MEWEST ILACROACTIME
ELEENT,

text found in the traditional novel form. The il-
lustrations comparing the fundamentalist man
and woman with the progressive man and
woman on page 15, for example, can be under-
stood easily by all. They also inject a healthy
dose of satirical humour.

Satrapi’s graphic memoir also effec-
tively captures the tragedy of conflict and op-
pression as young Iranian soldiers, many just
teenage boys, were sent to almost certain death
in the war against Iraq. The theocratic rulers
identified them as martyrs. Her illustrations of
people fleeing their homes in terror, of empty
supermarket shelves and packed hospital
wards, of amputees and the rubble of bombed
apartments all portray the tragic impact that war
had on the nation.

But the author’s simple drawings also
reveal the depth of a father’s love, as he smug-

(Continued on page 18)
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(Continued from page 17)

gles pop star posters, bought in Istanbul for his
beloved daughter, through the customs desk at
the Tehran airport. His shoulders, shaped by the
corners of the posters sewn into the lining of his
overcoat, look square, but at the same time they
suggest the enfolding power of love and devo-
tion within the tightly knit family. It is this love
that ultimately prompts Marjane’s parents to
send their daughter out of Iran to the safety of
Austria, aged just 14. The final few frames of the
story will break your heart.

Satrapi’s insider perspective reveals
much, yet also succumbs to stereotypes the
West has become all too familiar with. In the
opening chapter, entitled “The Veil”, we are
presented with tyranny personified in cartoon
frames depicting bearded Iranian men and
veiled women shouting, “The veill” in open dis-
pute with women shouting, “Freedom!”

From a western perspective, wearing
the veil is often characterized as inimical to free-
dom. In fact, this has become a popular polemic

in western media. Yet rarely are we prompted to
question our own preoccupations with fashion,
make-up, and body-image. Could our own so-
cially-sanctioned behaviours, bolstered by re-

lentless advertising and marketing, possible
take away our freedom, too? Indeed, are any of
us free to be who we would really like to be? Or
is it possibly that the imposition of society’s stan-
dards restrict freedom in all cultures?

Whether Satrapi’s stereotyping is real,
perceived, or a result of Western influence, it
does offer further opportunity to think and dis-
cuss events critically with adult ESL students.

For this purpose alone, Persepolis is a
rich resource. m

Matthew Jackson is an ESL

teacher working in Hamilton.

ba Originally from England, he has

¥ j worked in Kuwait and enjoys the

~ cultural diversity of Canada and
the teaching opportunities it pre-
sents.
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Using Student-Centered Methods with
Teacher-Centered Students

Review by Marlene Toews-Janzen

n Using Student-Centered Methods with
Teacher-Centered Students, the authors
Marilyn Lewis and Hayo Reinders ad-
dress an important issue that confronts
ESL teachers of adults, adolescents and chil-
dren in ‘Inner Circle’ countries (England,
Canada, the U.S., Australia and New Zea-
land): the students not only need to learn a
new language, but they must also adapt to a
new culture and to a new system of educa-
tion. Most educators and language-learning
researchers in these countries believe that
more student-centred teaching aimed at
increasing learner autonomy through the
development of useful learning strategies
facilitates all learning, including language
learning, and so better equips the stu-
dents to function not only in the school
system but also in the larger society.
However, as the authors point
out, because most ESL students have
experienced a different, teacher-
centred approach to education where
the teacher controls all classroom ac-
tivities and makes all decisions related
to their learning, they are uncomfort-
able with this more interactive student-
centred approach. They (or their par-
ents) may feel that it is non-productive, ineffec-
tive, and a waste of time. Thus learners them-

ik —
i Student—Centered Met czesz ;

I(JJsT\gared Students, by MarllyZOOB

ineders. Toronto: pippin Press: .

ith Teacher-

nd Hayo Re-
selves may resist attempts to have them make

decisions about their own learning and become
more independent. This kind of resistance to

(Continued on page 20)
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(Continued from page 19)

unfamiliar approaches to education is not
unique to ESL students. In general, research and
classroom experience have shown that educa-
tors must provide bridges to move learners
from the familiar to the unknown. For example,
Little and Sanders (1990) found that in English
classes, “unfamiliar activities with a communica-
tive or process orien-
tation were not highly

gradually and sensitively from where they are
to where they would like them to be, providing
opportunities to use familiar learning methods
but also gradually introducing new elements.
Being student-centred implies such a careful,
gentle approach.

The two authors have extensive experi-
ence in teaching ESL students in many different
settings and in ESL teacher education. Their
book is full of excellent
ideas and practical sugges-

valued by students
from traditional back-
grounds.” The gap
between the familiar
and the intended
learning experience
was too large. It
“resulted in a break-

educators

known .
down in language pro-
duction and frustration

for the learner.” (cited

Research and classroom ex-
perience have shown that

bridges to move learners
from the familiar to the un-

—M arilyn Lewis and Hayo Reinders

tions in a number of areas:
classroom organization and
teaching methods; deci-
sions about what aspects of
language and which lan-

provide

guage items to teach; carry-
ing out the various roles of
the teacher in a student-
centred classroom; measur-
ing progress (testing and
evaluation); teaching learn-

in Ellis, 1996:214).
Lewis and Re-
inders are respectful and empathetic about such
learner resistance to more student-centred
methods. They give careful explanations to help
teachers understand why students may resist
efforts to have them become more involved in
decisions about their own learning. They also
provide many practical suggestions about how
to help move students toward greater independ-
ence in their own learning while respecting two
fundamental principles. One is that teachers
should always provide an age- and proficiency-
level-appropriate rationale for what they are
doing in the classroom, in order to help their
students (or their parents) to see the value of the
particular activity, not just for academic success,
but also for their “real life” outside the class-
room. The other principle is that teachers must
“take it slow”. (p.99). Rather than simply impos-
ing their preferred methods on new learners,
teachers need to think about how to move them

ing strategies; and develop-
ing self-access materials. The book also has a
large number of useful bibliographical listings,
including a new section on helpful Internet re-
sources.

This is an excellent book. I first came
across it in its first edition about 10 years ago,
shortly after my first foray into LINC teaching
with a multi-level continuous intake evening
class for beginners. I wished then that I had
seen the book sooner, and found it very helpful
both in its general approach to working with
ESL students and because of its excellent practi-
cal suggestions for implementing this approach.

The new edition is even better. It has an
expanded section on learner strategies in lan-
guage learning — what they are and how to
teach them — as well as on strategies for lan-
guage teaching In fact, this is the most concise,
understandable and persuasive discussion of
teaching learner strategies that I have ever
(Continued on page 21)
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read. There is also a greater emphasis in the
new edition on using technology to facilitate
language learning and learner autonomy. This is
likely due to the influence of the new co-author,
Hayo Reinders, whose areas of interest and ex-
pertise include learner strategies, developing
learner autonomy, and the integration of tech-
nology and language teach-

ing.

changes in pedagogical practices must be made
carefully and in a culturally sensitive way, work-
ing together with local teachers who really un-
derstand the day-to-day classroom reality. A
companion volume to this book for EFL contexts
would be a wonderful contribution to the field.

I highly recommend the book. I believe
it will be a useful resource for teachers new to
the profession and also for experienced ESL
teachers looking for
new inspiration or

The language in the
book is neither convoluted
nor full of jargon. The expla-
nations are clear and well
developed. I found the au-
thors’ style attractive. They
have used the same ap-
proach in informing and edu-
cating teachers that they ad-

vocate using with ESL stu-

This is the most concise, un-
derstandable and persuasive
of teaching
learner strategies that I have
ever read.

discussion

—Marlene Toews-Janzen

suggestions on how to
help their students
achieve even more of
their language learn-
ing potential. I plan
to recommend the
book to the pre-
service teachers 1
work with in some of

my classes. It is a

dents, recognizing that ESL

teachers themselves may feel a certain resis-
tance to abandoning more teacher-centred
methods for all the reasons the authors discuss
in the book. Lewis and Reinders are respectful
and sensitive to the realities that teachers face
every day. They do not insist that everything be
changed overnight, but rather provide sugges-
tions for how teachers can implement small in-
cremental changes in their classes to see what
happens.

I would add one note of caution, how-
ever. This book is intended for use by ESL
teachers in western English-speaking countries.
Implementing student-centred methods in EFL
classes in countries with very different systems
and traditions of education is a more compli-
cated undertaking. Here, teachers need to take
into account a number of institutional, curricular,
and cultural constraints on how English is taught.
That is not to say that it is impossible or undesir-
able to bring about any changes in those con-
texts, or that none of Lewis and Reinders’ sug-
gestions would work there. However, any

very readable slim
volume (113 pages), and would be a worthwhile
investment for individual teachers and for re-
source centres or libraries in ESL centres or
schools with ESL students. It is available from
Pippin Press for just $16.00. =

Marlene Toews Janzen teaches
ESL and Second Language Teach-
ing at the Official Languages and
Bilingualism Institute (OLBI), Uni-
versity of Ottawa where she is also
the undergraduate studies coordi-
nator. She has extensive teaching
& experience in both French and ESL,
~ as well as in ESL/EFL teacher edu-
cation, both in Canada and in
Egypt. She has taught a variety of
courses, Including second Ilan-
guage teaching courses and nu-
merous writing classes. She also
has experience in writing test de-
velopment and in rater training.
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A Million Words and Counting- How Global
English is Rewriting the World

by Paul J.J.Payack

Reviewed by Marg Heidebrecht

dorkable. There it was in the

“Review” section of the Globe and

Mail. Adorkable. Word one million and
5? 10? in the English language; an adjective
used to describe actress Anne Hathaway, in
town for the Toronto International Film Festival.
Adorkable. A hybrid of adorable and dork
which aptly describes this attractive but self-
conscious, sometimes awkward star.

Paul Payack’s to blame, or perhaps
credit, for my interest in monitoring these
lexical additions. In February 2006 he in-
formed the English-speaking world that we
were about to welcome word 1,000,000 into
the language. Champagne and cigars all
around. Maybe a seven-digit tally would
give us enough words to chat (in person
and on-line...) and we’d call it a day. Not
a chance.

A Million Words and Counting is
Payack’s recently-published book
which explains how and why English is
spreading around the globe. It took
more than the fingers and toes of all
his friends to do the calculations. A
self-confessed language geek, Payack left
employment in academia and business to make
his living in a sea of words, more accurately, a
cyber-sea of words.

In 1999 he launched yourDiction- A Million Words and Counting- How
GClobal English is Rewriting the World

. . by Paul J.J.Payack. Kensington Publishing
Global Language Monitor (GLM) which system- Corp. — a Citadel Press Book, 2008.

atically tracks, analyzes and documents trends
in the English language from all corners of the

ary.com. Four years later, he “established the

(Continued on page 24)
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globe... [and he] devised a proprietary algo-
rithm, the Predictive Quantities Indicator (PQI),
for the analysis of words and phrases in the
global print media, on the Internet, and
throughout the blogosphere.” Given that I'm
not much for devising algorithms of my own, I
vote we trust his word count.

Payack’s book deals with two major
trends in English — the first trend being the ex-
plosion in vocabulary and the second being the
geographic explosion. We now live in a world
where English is used for communication by

Simply adorkable: Anne Hathaway

1.38 billion speakers. There was a time when
many linguists thought Spanish, Chinese or a
totally new language would dominate, and that
English would have to move over, or at least
share centre-stage a bit more graciously. What
happened?

Let’s go back to Anne Hathaway for a
minute, the Hollywood one, not the wife of
Shakespeare. English is the dominant language
of her industry, the entertainment industry.
And that reference to Shakespeare’s wife —
how did I confirm my hunch that they shared
the same name? With the help of our friend the
Internet. And the dominant language of the

(Continued on page 25)
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Internet? Bingo. English again. Payack quotes a
figure of 90 per cent of e-mail being written in
English.

So it’s not one last effort by the British
to keep the world map predominantly pink like
in those 1960s classrooms, and it’s not Ameri-
can imperialists seeking world domination. It’s
the Internet and entertainment sideswiping the
planet.

Payack states that there are four main
sources for the new words:

Science and & technology.
Onomatopoeia.
Brand names.

W

Domain names.
An example of each:

1. Software.

2. Arrgh (from Johnny Depp’s
mouth to the dictionary).

3. iPod.

4. YouTube.

I might add that hybrids seem to be an-
other common source, remember adorkable,
but perhaps they don’t make it into dictionaries
before their star fades.

How, then, does a word get into the
dictionary? Back to Payack’s algorithm. When
enough of us use a word, it goes in. New words
are considered - as are foreign words - when
they are adopted and absorbed. Payack ex-
plains:

Who decides when a word be-
comes part of the language? You
do. Dictionaries, for the most part,
are descriptive in nature rather
than prescriptive. It also means
that the dictionary does not tell

Languages with the most
native speakers
Mandarin 1,050,000,000
English 535,000,000
Hindi 487,000,000
Arabic 475,000,000
Spanish 417,000,000
Bengali 205,000,000
Portuguese 200,000,000
Russian 158,000,000
Japanese 125,000,000
German 100,000,000

you how to pronounce a word.
Rather, it lists the pronunciations
actually used by English speakers,
in the order of their prevalence.

Payack is bold enough to make a pre-
diction about the future of English, or rather
two predictions. The first is that English won’t
be able to bear the weight of so many speakers
and will subdivide into Chinglish, Hinglish,
Spanglish, making a series of dialects that will
move further and further away from each other.
The second prediction is that English will be-
come standardized in some way that makes
global communication possible.

All of these observations and descrip-
tions take only 25 pages. A thought-provoking,
stimulating article, but not enough for a book.

(Continued on page 26)
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Payack writes another 125 pages that are a
cross between a book of lists and fodder for a
trivial pursuit tournament - words used in Hol-
lywood, recently named children of celebrity
parents, top 15 Bush-isms, global fashion capi-
tals of 2007, hybrid dog names. Huh? Of more
interest to teachers of English might be fre-
quently misspelled words, palindromes, offi-
cial languages of various countries, number of
speakers and number of words of various lan-
guages, as well as gender and language.

All language teachers could benefit
from reading the introduction and first chapter.
It places our jobs and skill set in global context
that no one mentioned, or imagined, when I
took my first TESL training in 1990. Read those
25 pages at one sitting. Talk about them with
colleagues. Get reaction and input from your
students. The rest of the book? Take it on the
subway, leave it beside the TV, flip through it
while waiting for an appointment.

The contrast between the first and lat-
ter parts of the book is huge, and mysterious.
Maybe Payack was creating another hybrid, a
volume that’s part essay, part exemplar. If so,
let’s come up for a new word to describe this
kind of book, send it to him. Nothing intrigues
him, and me, more than new words. =

Marg Heidebrecht is currently
clearing clutter in Dundas while she
looks for a bungalow on a bus
§ route. She teaches what’s been
nicknamed “lovely LINC 6” at Mo-
hawk College. In addition to new
words, she keeps her eyes peeled
for new soup recipes, new cycling
routes, new books of poetry and
new Reitmans flyers.

More Interesting Stats

Nontechnical English
has over 1,000,000
words

Spanish has more than
250,000 words

German has about
185,000 words

French has fewer than
100,000 words

Chinese has about
50,000 ideograms, each
glyph representing as
many as eight words

The Bible contains
fewer than 20,000 dif-
ferent words (Actually,
12,143 in the English;
183,137 total in the King
James Version; 8,674 in
the Hebrew Old Testa-
ment, and 5,624 in the
Greek New Testament)

24,00 differing words
are to be found in the
complete works of
Shakespeare. He in-
vented about 1,700 of
them.
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Tastes of the Text

/“We’ve also come to realize that there are several momentous trends that are occurring in the English

language of today: (1) A vocabulary explosion: the number of everyday words we use to communicate - those

recorded in dictionaries, in news-papers, in blogs and on the Internet, in correspondence to our loved ones, in
classroom assignments, in paying our bills, in recording our history - is expanding at an unprecedented rate, the
total approximating 1 million at this very moment; and (2) A geographic explosion: the English language, which at

the time of Shakespeare was spoken in a narrow band in the south of Britain by only a few million people, has
suddenly, and rather unexpectedly, become the language of global discourse, commerce, science, entertainment,

and communications, with approximately 1.35 billion speakers.” /

But a funny thing

happened on the way to the funeral
of the English language. It exploded!
Rather than the great mass of humanity learning Chinese,

the Chinese are learning English - some 250,000,000 of
them by the latest count. Rather than the billions of Indians
of the Subcontinent rebelling against the language of their
former subjugators, they are embracing it as the interna-
tional language of science, engineering, and commerce.
English is the primary language

“This fact (1.35 billion speakers of English) stuns the experts, who
for the last couple of decades predicted that English would be over-
taken by Spanish or Chinese or some postmodern artificial language
that you and | could never quite fathom, let alone speak. English was,
after all, the tongue of the now-defunct British Empire, the vehicle for
spreading American imperialism, and the progenitor of most of the ills
of the modern world.”

on the Internet and in the
entertainment world.”

And one of his many lists that fall somewhere in the “way-too-much-time-
on-your-hands” department....

Dressy Casual:
Casual elegance; one of the many definitions of cas-

ual dress in various situations that include:

e Active Casual e Rugged Casual
o Business Casual e Smart Casual
e (asual Casual e Sporty Casual
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Ten Educational Visionaries:

E'thical Visions of Education — Philosophies
in Practice

Edited by David T. Hansen

Review by Robert Courchéne

You might not have heard of
these 10 seminal thinkers in
your TESL training course.
But you should have.

David Hansen has surveyed the contribu-
tions of ten philosophers, committed
educators from the 19th and 20th centuries,
who did not simply react to the pressures
they encountered within their societies and
the prevailing educational doctrines, but
responded in a transformational manner.
This important work is organized
by three overarching themes. The 13
contributors’ essays outline the impact
each thinker had — and continues to have
— on our conceptions of the human endeavour
we call education.
In examining the dates of birth and
death of the visionaries presented in this vol-

]:n this visionary and insightful book,

Ethical Visions of Education —

ume, it is striking to discover how many of them Philosophies in Practice
lived within the same time frame from 1860- Edited by David T. Hansen.
1960. Teachers College Press, Columbia

University, New York, 2007.

(Continued on page 29)
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Part 1: Foundational Perspectives on
the Aims of Education

e Chapter 1: John Dewey on Educa-
tion and the Quality of Life (David
T. Hansen)

e Chapter 2: Paulo Freire’'s Politics
and Pedagogy (Stephen M. Fishman
and Lucille McCarthy)

e Chapter 3: W.E.B. Du Bois and an
Education for Democracy and Crea-
tivity (Rodino Anderson)

Part 2: Political Pressures, Educa-
tional Responses

e Chapter 4: Value Creation as the
Aim of Education: Tsunesaburo
Makiguchi and Soka Education
(Andrew Gebert and Monte Joffee)

e Chapter 5: Learning from Experi-
ence: Jane Addams’s Education in
Democracy as a Way of Life
(Charlene Haddock Siegfried)

e Chapter 6: Tao Xingzhi and the
Emergence of Public Education in
China (Zhang Kaiyuan and Wang
Weijia)

Part 3: Unleashing Human Growth and
Potential

e Chapter 7: Peace as a Premise
for Learning: Maria Montessori’s
Educational Philosophy
(Jacqueline Cossentino and Jen-
nifer A. Whitcomb)

e Chapter 8: Art, Nature and Edu-
cation: Rabindranath Tagore’s
Holistic Approach to Learning
(Kathleen M. O’Connell)

e Chapter 9: Artful Curriculum,
Evaluation, and Instruction: Les-
sons Learned from Rudolf
Steiner’s Spiritually Based Wal-
dorf Education (Bruce Uhr-
macher)

e Chapter 10: Caring for Others as
a Path to Teaching and Learning:
Albert Schweitzer's Reverence
for Life (A.G. Rud)

In his introduction to the book, Hansen
reminds us that ideas (here, educational) are
generated by human beings who seek to re-
spond to specific problems, issues and crises.
These ideas, which have consequences, are ca-
pable of transforming not only the context in
which they were generated but also the global
educational arena. Hansen’s introduction is or-
ganized around three themes: “the nature and
efficacy of educational ideas... the way a phi-
losophy of education provides educators with
an articulate sense of values, a moral compass
to guide their work and a fruitful source of their
day-to-day efforts...a brief overview of the ten
figures’ central education ideas and ac-
tions” (pp. 2-3).

Ideas and their significance

In this opening section, Hansen makes
the important distinction between ideas and
facts and information. For him, facts and infor-
mation are inert and stable, whereas ideas are
created, wrestled with, and involve “thinking
activity and personal transformation.” Ideas are
dynamic and must be constantly recreated;

(Continued on page 30)
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ideas, like facts, cannot be transmitted in their
dynamic form. Further, ideas have conse-
quences, whereas information and facts do not.
However, once facts and information are incor-
porated into ideas they become an important
part of the ideas’ dynamic and transformational
power.

Meaning and necessity of a philosophy of
education

For Hansen, “as ideas matter for the
conduct of life, it is wise to put forward the most
ethical and empowering ideas possible” (p.6).
The people included in this book all developed
educational philosophies that included;

1. A statement of values.
2. A moral compass.
3. An abiding engine of ideas.

Their commitment to these principles
enabled them to ‘“devise creative, fruitful re-
sponses to issues and problems that are tai-
lored to their specific circumstances...guided
by a moral compass” (p.8). Following this set of
principles does not result in the generation of
similar philosophies of education but differing
philosophies for different contexts.

Chapter overviews

Hansen selected the educational re-
formers included in the book based on five cri-
teria:

1. Their work generates ideas and prac-
tices pertinent to today’s world.

2. They provide more than a theory about
education; they articulate and enact an
educational philosophy that can be
lived in practice.

3. They contribute to a common moral
compass to guide educational work to-
day, even while they emphasize quite
different tactics and strategies.

4. They present an international scope,
while demonstrating how good ideas
can transcend borders in their benefi-
cial consequences.

8. They are remarkable, unusual human
beings whose example edifies while it
also educates.

(Continued on page 31)

Human beings bear within
themselves, in their inner
lives, secret stores of infinite
possibility, sources of bound-
less strength that can be
unleashed and directed to-
ward the challenge of meet-
ing and overcoming all trials
and difficulties. Education
holds the key to releasing this
power, the immense and pri-
mordial potentialities that ex-
ist in all people.

-Daisaku Ikeda, Introduction to
Ethical Visions of Education:
Philosophies in Practice
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John Dewey (1859-1952)

(Continued from page 30)

John Dewey (David T. Hansen)

John Dewey (1859-1952), “philosopher,
educational theorist, founder of a famous
school, public intellectual, prolific writer (more
than 37 volumes), renowned professor” (p.21)
is as relevant today as when he was alive. For
Dewey, life was a gift with limitless possibilities
and the role of education was to help individu-
als attain their maximum potential through the
educational process. Aware of life’s potential,
he was also realistic enough to realize that
forces existed that lead to the demeaning of life
and humanity as a whole.

Dewey adopted an indirect approach to
education, believing that one must build on the
experiences of those who have gone before us.
He believed that creating experiences that
would allow students to interact with their envi-

ronment in such a way as to stimulate intellec-
tual and moral growth was the fundamental pur-
pose of education. To do this, educators need to
have a sound grasp of both educational theory
and practice; for him, mastering educational
methodology was insufficient — one needed to
know when and how to use this to make educa-
tion a transformational process. Teachers
needed to be attuned to the needs of the stu-
dents, to be aware of their strengths and weak-
nesses. They needed to be “students of students
and of their subject matter” (p.25).

For Dewey, education was not to be
subservient to any cause, to be used as a tool to
achieve externally imposed ends. Education is
its own end with the objective of promoting hu-
man growth not “through self-production but
self-transformation” (p.26) He abhorred the re-
duction of education to “routine, ruts and low-
ered expectations” (p.27). The transformational
power of education was, for Dewey, the basis
for creating and sustaining democracies.
Through individual empowerment and growth
that results from transformational experiences
with other members of society, democracies
can create the conditions for stimulating per-
sonal and societal growth.

Hansen provides a concise overview of
the role that Dewey played in the life of Ameri-
cans both as an educator and a philosopher, in-
cluding the founding and overseeing of his
laboratory school, where he was able to put into
practice both his theory and philosophy of edu-
cation. Such was the status of Dewey that ac-
cording to Hansen “no public issue in America
was settled until Dewey had commented on
it” (p.29).

For Hansen, Dewey’s legacy remains
contested in the sense that his own personal
view of progressive education has been trans-
formed in ways that are not consistent with his
original view. For him,

(Continued on page 32)
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In the broadest sense, progres-
sive education represents a
commitment to the student as an
individual rather than a cog in
the social wheel. It advances the
notion that life in school can in-
fluence life in society, and that
the school should enjoy consid-
erable autonomy. It stands for
establishing democratic values
throughout the educational proc-
ess. (p. 33).

For us as ESL teachers, Dewey’s phi-
losophy of education offers many lessons: that
we should not ‘dumb down’ our lessons be-
cause we believe our students are not capable
of academic success; that as teachers we have
an enormous responsibility to focus on and help
create the conditions for each student to con-
tinue to recreate him/herself; and that we need
to help students become equal participants in
our democratic society.

Suggested Reading

e Democracy and Education
e Experience and Nature

e The School and Society
(Dewey’s writings have been published as col-
lected works)

ooo

Paulo Freire (1921-1962)

Paulo Freire’s Politics and Peda-
gogy (Stephen Fishman and
Lucille McCarthy)

In their brief presentation of the work
of Freire (1921-1962), Fishman and McCarthy
divide their chapter into three sections: the in-
tellectual movements that influenced Freire, the
influence of Freire’s politics on his pedagogy
and a brief overview of the worldwide impact of
Freire’s ideas.

According to the authors, four different
movements influenced Freire’s politics and, by
extension, his pedagogy: Marxism and class an-
tagonism, neocolonial critique, existentialism

(Continued on page 33)
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and Christianity, with Marxism being the most
influential. For Freire, class struggle is at the
heart of social reform, the transformation of so-
cieties and people oppressed by capitalism, co-
lonialism or by Marxism that has betrayed its
roots.

Born into a middle class family in Brazil,
a former Portuguese colony, Freire is acutely
aware of how his people have been exploited
by neocolonial forces. For him, oppressed
classes have an existence that is “a form of
death in life” (p. 37). In his most celebrated
book, The Pedagogy of the Oppressed, he states
that to escape the ongoing cycle of ‘oppressor-
oppressed’, the oppressed classes need to free
themselves from the hegemony of their oppres-
sors. In his view, the oppressed-oppressor
status is not limited to Brazil or other third-world
countries but exists everywhere where classes
are subjugated by external forces.

In trying to elucidate his oppressed-
oppressor theory, he draws on existentialist
theory with its notions of being, having, liberty
and self-creation/transformation. He sees an in-
dividual’s need to be free as an ‘ontological
need’, a cornerstone of what is means to be hu-
man. Oppressors focus on ‘having’ while for
Freire it is the quality of ‘being’ that is primor-
dial.

Finally, Freire is strongly influenced by
his Christian upbringing and liberation theol-
ogy that was such an important force in South
American society (until Pope Jean-Paul II
banned it). Based on Christ’s words and actions,
he advocates for the poor, for their practical
wisdom, their lived experiences. Freire see Je-
sus as a radical who challenged many of the be-
liefs of his time, whose philosophy and life were
based on love, the basis of life. Educators, he
says, need to believe in their students, appreci-
ate what their students can teach them, help stu-
dents empower themselves. For Freire, the

teacher-student relationship should be based
on Martin Buber’s I-Thou rather than an I-It.

In Freire’s view, pedagogy’s ultimate
goal is to transform both the individual and soci-
ety. To achieve this, he proposed a process
called conscientization, “a method that helps
peasants and workers overcome their passivity
by becoming conscious about, and by ridding
themselves of, myths perpetuated by the ruling
class” (p. 39). However, this is only one side of
the process; the ruling class/oppressors must
also strip themselves of colonial attitudes and
become co-transformers with the people to
change society. One of Freire’s goals was to
“educate the educators’, to make all teachers
realize that education is a political act and they
are important and influential players. He rails
against the ‘banking’ approach to education,
whose aim is to replicate the system of power in
order to sustain the ruling classes rather than to
empower the oppressed by enabling them to
think for themselves. Education in his view must
reconcile the teacher-student contradiction, al-
lowing for real dialogue.

Friere’s focus on the oppressed, the
poor and the marginalized, resulted in his work
having an international impact. He saw educa-
tion as always being political in nature; he real-
ized that by transforming/empowering the lives
of the downtrodden he could also transform so-
ciety. For Fishman and McCarthy, in addition to
his contribution in the areas of education
(especially during his exile) as both a mentor
and as an educational reformer, Freire’s inter-
national influence can be attributed to two im-
portant influences: first, “his ability to blend two
great utopian visions of Western thought: Chris-
tianity and Marxism... and second, his ability to
speak for people who have long been si-
lenced” (p. 44). Being able to see into the minds
and hearts of the oppressed, Freire worked
hard to give these people voice through indi-
vidual empowerment. In the political arena, for

(Continued on page 34)
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example, his writings played an important role
in framing the revolutions in Cuba, Nicaragua
and Guinea-Bissau.

Suggested Reading

e  The Politics of Education: Culture, Power and
Liberation (1987)

e Pedagogy of the Heart (1997)
e Pedagogy of the Oppressed (1970)
e  Education for Critical Consciousness (1969)

aood

W.E.B. Du Bois (1868 -1963)

W.E.B. Du Bois: Education for
Democracy and Creativity
(Rodino Anderson)

Anderson sets the stage for his presen-
tation of Du Bois (1868 -1963) with a description
of the socio-cultural climate in the United States
at the signing of the Emancipation Proclamation
of 1863. Du Bois realized that the simple stroke
of a pen would not emancipate the Black Folk;
to deal with what he called the ‘Negro problem’
would require a new vision and a major invest-
ment of both human and material resources. His
response to the ‘Negro problem’ was formu-
lated in his most imaginative and powerful
book, The Souls of Black Folk (1903). At the cen-
tre of Du Bois’ approach to the transformation of
American society was the idea that education,
more specifically a liberal arts education, could
create an openness and receptiveness to the
beliefs of others that would ultimately lead to
freedom for all.

Anderson divides his examination of
Du Bois’ life and writings into three sections:
first, the educational formation of Du Bois until
the publication of The Souls of Black Folk; sec-
ond, a description of his views on liberal arts
education and, finally, a critical review of The
Souls of Black Folk, the principal focus of this
chapter.

Raised in a middle-class family in the
north, Du Bois originally wanted to go to Har-
vard but ended up going to Fisk University in
the south where he came face-to-face with ra-
cism in its most virulent form - social oppres-
sion, legitimized discrimination, segregation of
the economically poor. While there, he took an
active part in university life as a member of the
choral society, and was editor of the Fisk Her-
ald. Through his schooling he arrived at an in-
depth knowledge of the scope of injustice in

(Continued on page 35)



Contact volume 3 issue 4

Page 35

(Continued from page 34)

America. His next stop was Harvard which he
believed would have a more enlightened atti-
tude towards the ‘Negro problem’. While he
was able to benefit from contact with leading
scholars (William James, George Santayana and
Frank Taussig) he was ‘embittered by the limit
of social relations’, as he was not allowed to
participate fully in many of the social activities
open to white students. Though interested in
doing graduate work, Du Bois left the ‘stifling
ambiance’ of Harvard and went to Oberlin Col-
lege where he experienced a freedom of
thought and cosmopolitan thinking not gener-
ally found in the USA. Upon his return to Har-
vard, he obtained the first Ph.D. ever granted to
a black American. His educational formation
gave him the background to respond to the
‘Negro problem’ and strongly influenced his
writing, and especially The Souls of Black Folk..

Anderson describes The Souls of Black
Folk as a “unique amalgam of philosophical, po-
litical, historical, sociological and literary analy-
sis” (p. 50), an educational text composed of
multi-disciplined narratives. Divided into five
sections, it presents Du Bois’ response to the so-
ciocultural context of his time. In line with the
thought of Freire, Du Bois believed that the
“highest goal of education is to develop em-
powered individuals”. While realizing that all
blacks will not attain the highest levels of per-
sonal freedom and empowerment, he proposed
it as a goal for all to strive for. He wanted black
and white Americans to be able to share their
cultural gifts as equals. In order for this to hap-
pen the status of the American negro within
American society had be established; to do this,
he proposed the metaphor of the Veil.

In Du Bois’ view, for negroes to see
themselves as equal to white Americans was dif-
ficult if they were constantly being told that they
were less than because of the colour of their
skin. As well, any hopes for a better life were

precluded because they lacked the experi-
ences of study that would allow them to com-
pete within society. For Du Bois, the Veil was an
“ontological fabric that obscures from sight
within and hides the wearer from clear recogni-
tion from the outside” (p.52). White Americans
were blind to the black’s humanity and blacks
were not aware of their potential, of the gifts
they had to share with others. To remove this
Veil, he proposes a liberal arts education as the
road to empowerment.

For him, a liberal arts education is more
than facts and information; it is the pathway that
creates a liberating receptiveness to new ideas
in the minds of individuals. Du Bois hoped that
by creating such openness, all members of so-
ciety would see each other as possessing the
same humanness and potential, that they would
be able to rise above the racial divide. An im-
portant aspect of his liberal education was book
learning, as he believed that this would open
the door for blacks to gain their freedom (if they
were receptive to the message). Through a type
of conscientization a la Freire, the black Ameri-
can would come to realize “the burden he bore
on his back” and begin to struggle against the
oppression. He was aware, though, that this new
consciousness could also lead to violence as it
had in other countries.

In the last chapter of Souls, entitled The
Coming of John, Du Bois introduces us to the
‘Sorrow Songs’. He considers this as the only
true American music, a gift of the black folk to
American culture. These sorrow songs repre-
sent the struggle for freedom and liberty that is
at the heart of American society. For Du Bois,
the aesthetic education of humanity is what cre-
ates moral culture, the formative power that
makes people more receptive to others, that
‘shatters prejudice’. Aesthetic education cre-
ates the openness that allows people to see
above the false dichotomy symbolized by the
Veil.

(Continued on page 36)
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In his overview of Du Bois’s work,
Anderson makes reference to the differing
points of view held by Du Bois and Booker T.
Washington on how to emancipate blacks. For
Du Bois, the solution remained clear- a liberal
arts education. For Washington, who also
wanted to ‘lift the Veil’ and free the black, it was
a combination of education and industry. To en-
able blacks to compete and reach a level of
economic viability, Washington proposed an in-
dustrial training program with the aim of re-
moving blacks from the centre of political and
social conflict. However, as part of this plan, “he
accommodated the segregationist idea under-
lying mostly southern ways of thinking” (p. 57).
He promoted the construction of a segregated
society, supported by both blacks and whites as
the solution to ‘the Negro problem’. While the
two originally worked together, Du Bois lost
confidence in Washington’s position and
formed new alliances. He believed in the long
run that Washington’s position would leave
blacks disenfranchised.

Although Du Bois was disheartened by
the slow progress and the lack of justice for
black Americans and departed the US to be-
come a citizen of Ghana in 1963, he left a rich
legacy. His was the inspiration for the Harlem
renaissance that produced many poets, writers
and musicians who continued the struggle for
the emancipation of the blacks in America.

Probably his most enduring contribu-
tion in the area of education was his creation of
a number of centres at prestigious institutions
(Harvard, Amherst College, the University of
Pennsylvania) that brought together blacks
from across the US and functioned as social set-
tlements that were — and are - instrumental in
educating black Americans.

At the heart of these centres was the
liberal arts curriculum that he considered to be
the foundation of a well-rounded education. Fi-

nally, his writing provided the base for what
would become multiculturalism as we know it
today.

Suggested Reading

e  The Souls of Black Folk (1903)

e Darkwater: Voices from Within the Veil
(1920)

e Dusk of Dawn (1940)

ooo

Value Creation as the Aim of
Education: Tsunesaburo
Makiguchi and Soka Education
(Andrew Gebert and Monte Jof-
fee)

Gebert and Joffee’s presentation of Tsu-
nesaburo Makiguchi (1871-1944), an important
Japanese educator and reformer, is divided into
three sections: his life, his contributions to edu-
cational thought and Soka education in practice.
While Makiguchi’s ideas did not have the im-
pact he might have wished during his lifetime,
they have endured and have become the basis
of the Soka Kyoiku Gakkai (Value Creation Edu-
cational Society) found in 190 countries around
the world. Makiguchi, who opposed the Second
World War, the imposition of Shinto religion
and emperor worship, died of starvation in
prison in 1944 for his convictions. For the au-
thors, Makiguchi’s life “serves as a cogent ex-
ample of how imposed societal regimentation
can become a crucible for the development of
individuals capable of giving birth to powerful
ideas’ (p. 65).

(Continued on page 37)
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Overview of Makiguchi’s Life

Makiguchi was born in Kashiwazaki, a
small village in the prefecture of Niigata. Aban-
doned by his father at an early age and given
up for adoption, he moved to Hokkaido where
he was adopted by the Makiguchi family. After
working for a number of years in his uncle’s
business, he entered Sapporo Normal School
(now Hokkaido University) and began his teach-
ing career in a multi-grade classroom, the
equivalent of our one-room schoolhouse. He of-
ten greeted his students in the morning with
‘warm water for their cold hands’ and accompa-
nied them to their homes in inclement weather.
He also prepared meals for students who were
undernourished and undertook outreach activi-
ties not only with parents but the whole commu-
nity, as he believed that the latter had a very
important role to play in the education of chil-

dren and the humanizing of society.

While in Hokkaido he edited and
frequently wrote for The Journal of Association
for Education in the Region of Hokkaido. He also
worked with fellow teachers and taught at the
normal school from which he had graduated.
Deeply interested in the interconnectedness
between human beings and the earth they
inhabit, he published in 1903 A Geography of
Human life which was influenced by the writings
of Charles Darwin. His research had led him to
believe that education that focused on the
relationship between human life and the social
environment ‘“could help develop the moral
character of the students”(p. 69). He saw this as
a countervailing influence to the violent and
militaristic tendencies of the society of his day.

As a result of his research and publica-
tions, he was able to obtain a principal’s posi-
tion in Tokyo. Faithful to his beliefs, he did not
choose one of the elite schools but an elemen-
tary school in an impoverished area of the city.
Over a period of 20 years he worked in a num-
ber of elementary schools where he continued
to develop the ideas that would give birth to his
theory of value education (described below).

In his later years, three events had a
significant effect on his life and thought. First,
he met Josei Toda (1900-1958) who become his
pupil and with whom he founded the Value
Creation Education Society and the system of
Soka Education. Toda also played an important
role in editing Makiguchi’s writings. Second, in
1928 he became a disciple of Nichiren Bud-
dhism. In this religious belief system he found a
spirituality that tied into his theory of value
creation. He melded the two together to create
the Soka Kyoiku Gakkai, an independent lay or-
ganization for promoting value creation.

Finally, as a result of his rejection of
Shintoism and emperor worship, along with his
objections to Japan'’s militarism, he was kept un-
der close surveillance and finally jailed. He

(Continued on page 38)
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died in prison of malnutrition without ever see-
ing his theories take hold in Japan.

That work was left to Toda and, since
his death, to Daisaku Ikeda (who wrote the In-
troduction to this volume) and his many follow-
ers.

Makiguchi’s Contribution to Educational
Thought

Makiguchi’s theory of Value Creation
that is central to both his educational philoso-
phy and the animus for Soka Education was
born out of his experience as a teacher and
writer nourished by Nichiren Buddhism and his
uncompromisable moral integrity. In 1930,
Makiguchi published The System of Value Crea-
tion Pedagogy, in which he presents his theory
of Soka (value creation) and Soka Gakkai (value
creation society), For Makiguchi, "Value crea-
tion ... [is] the capacity to find meaning so as to
enhance one's own existence and bring happi-
ness to others, under any circumstances.”

During his lifetime, educational phi-
losophy in Japan was dominated by neo-Kantian
philosophy and new theories of education born
out of western thought. In terms of his theory of
value creation, Makiguchi wanted to clarify the
concept of happiness in terms of value. In west-
ern thought, value had three elements: beauty,
truth and good.

For Makiguchi, truth was not a basic
constituent. For example, if someone reports
that an earthquake occurred in Los Angeles,
this fact is either true of false but the truth or fal-
sity of this event is independent of its value, be
that positive or negative. Makiguchi saw the
ability to create value as a distinctively human
possibility. He defined value as the triad of
beauty, gain and good.

"Beauty" might be defined as
aesthetic enhancement; "gain"
as everything that enriches a
person's life in the broadest
sense; and "good" as that which
benefits society as a whole.
Value creation refers to ideas
and actions that transform reality
to generate the experience of
beauty, gain and good. Ikeda
has described it as "the capacity
to find meaning, to enhance
one's own existence and contrib-
ute to the well-being of others,
under any circumstance."

(Ikeda, 1996)

Makiguchi viewed education as the
process of unfolding this ability. The ultimate
purpose of education, he proposed, must coin-
cide with the ultimate purpose of life. For him
the purpose of life is "happiness," defined not
as a carefree and untroubled existence but as a
fully developed capacity to create beauty, gain
and good in the face of life's inevitable trials.
Makiguchi's philosophy of value creation pro-
vides the underpinnings for Soka educational
practice. Concretely, it takes the form of an em-
phasis on close teacher-student relations and
unwavering faith in the limitless potential of
each student. It also places emphasis on the de-
velopment of wisdom. For Ikeda,

"The font of wisdom is found in
the following elements: an over-
arching sense of purpose, a pow-
erful sense of responsibility and
the compassionate desire to con-
tribute to the welfare of human-
kind. When wisdom arises from
such wellsprings, it nourishes the
kind of inner strength that re-
mains unmoved by the superficial
(Continued on page 39)
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judgments of society and can
acutely discern what is of genuine
value and what is, in fact, detri-
mental." (Ikeda, 2006)

For Makiguchi, value creation involved
struggle; it was hard work. He opposed educa-
tion as simply the transfer of knowledge, cram-
ming student’s heads with facts rather than
teaching them how to interact with fellow stu-
dents and the community to enhance their own
personal gain and the good of society.

Two important themes run through
Makiguchi’s theory of value creation; first, the
interconnectedness of nature-individuals-
family-community-society. Value creation does
not happen in a void. He deplored the fact that
within the education system of his day home
and community were no longer considered as
being partners with the school in the develop-
ment of students. He wanted students to spend
half a day in school and the other half-day
working in the community so that they could
see the interconnectedness of study and work.
For him, educational theory should be rooted in
the meaning of life and not vice versa.

The second theme relates to the
teacher’s role (challenge) within an educational
system devoted to value creation.

Just as the artist realizes his/her
ideal on canvas, educators
should offer to the impression-
able minds of children an ideal
of life as well as the capacities to
realize that... Educators, regard-
less of their actual success or
failure, must be able to envisage
being a paradigmatic personal-
ity of the first order in society (p.
75).

To be effective, teachers first had to un-
dergo a personal transformation as value crea-
tors in their own life. Teachers cannot instill in
others what they have not experienced on a
personal level. Hence, in Makiguchi’s view, the
teacher-student relationship is at the heart of
his value creation theory. Value creation does
not happen in isolation, however; he strongly
supported the wisdom encapsulated in the Afri-
can proverb, “It takes a village to educate a
child.”

In the last section of the chapter, Ge-
bert and Joffee describe the spread of Soka and
the Soka education movement, with branches in
190 countries across the globe, the most impor-
tant of these found in Japan, India and Brazil.
This work was spearheaded by Josei Toda (until
his death in 1958) and continues under Daisaku
Ikeda (1928 - present). While the spread of the
movement is of interest, the most important in-
formation in this section of the essay is the iden-
tification of the common themes underlying
Soka education.

1. A commitment to the happiness
of individual children is re-
flected through oft-repeated
phrases such as “opening the
heart of a problem child,”
“reaching a child,” “learning to
empathize and connect with chil-

dren,” “never giving up on a stu-
dent” and “continuing to believe
in students to the very end.”

2. A Dbelief in the efficacy of dia-
logue is pervasive and includes
an emphasis on one-on-one con-
versations; visiting children at
home; reaching out to families
and using creative forms of com-
munications, such as writing
comments in student diaries and
journals, letters to students and

(Continued on page 40)
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classroom newsletters.

3. An acceptance of the full respon-
sibility as educators to solve
classroom conlflicts is viewed as
a key component of the
teacher’s role. Ikeda’s assertion
that the teacher is the decisive
force in the educational environ-
ment is frequently cited.

4. A recognition that personal de-
velopment is crucial to the
teaching process. In almost all of
the reports, teachers describe
inner conflicts, efforts to chal-
lenge the urge to run away, and
finally learning to appreciate
problematic children as spurs to
their professional growth.

5. Frequent efforts to reach out and
involve the wider community in
all aspects of teaching.

While the comments on the applica-
tions of all the educational visions presented to
the L2 classroom will be discussed in the final
section of this review, it certainly is not difficult
to show that the principles of Soka education
have much to contribute to our profession.

Suggested Reading

e www.sgi-usa.org/thesgiusa/aboutsgi/
makiguchi.html

e www.geocities.com/chris_holte/Buddhism/
IssuesInBuddhism/makiguchi.html

e www.brc2l.org/resources/
res_makiguchi.html (reading list)

e www.daisakuikeda.org/educator/creativ-
edu-maki.html

e Ikeda, Daisaku. 1996. "Columbia daigaku
deno SGI kaicho no koen [SGI President

Ikeda's Lecture at Columbia University]."
Seikyo Shimbun, June 16, p. 2.

e Ikeda, Daisaku. 2006. "The University of the
21st Century — Cradle of World Citizens."
In To the Youthful Pioneers of Soka: Lectures,
Essays and Poems on Value-Creating Educa-
tion, 173. Japan: Soka University Student
Union.

ooo

Learning from Experience: Jane
Addams’s Education in Democ-
racy as a Way of Life (Charlene

Haddock Seigfried)

Introduction

Jane Addams (1860-1935) was one of
America’s leading female activists but is some-
one rarely mentioned, if at all, in courses on
educational philosophy. She was a founding
and supporting member of Hull House, the Na-
tional Association for the Advancement of Col-
ored People, the National American Women'’s
Suffrage Association, the International League
of Women for Peace and Freedom and the win-
ner of the Nobel Peace Prize (1931). She was
voted the most respected woman in America for
her activism until she was vilified for her paci-
fism. In her philosophy of education we can
clearly recognize a number of the themes and
principles found in Dewey, Freire, Makiguchi
and Du Bois.

(Continued on page 41)
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(Continued from page 40)
Why experience matters

In line with Makiguchi’s thinking (he
wanted students to spend half a day in school
and half a day working in the community), Ad-
dams believed that learning takes place in con-
text in “intelligent engagement with the world,
which means approaching experience experi-
mentally” (p. 84). To be effective, it must be a
transformational process for both the actors and
the context. Educators need to provide learners
with experienced-based learning situations that
will help to alleviate the negative effects that
constrain their development as human beings.
As with Freire, education is more than a transfer
of facts and information; to be effective it has to
be an empowering experience.

Addams, along with Ellen Gates Starr,
founded Hull House in one of the most impover-
ished areas of Chicago. She was acutely aware
of how the dominant culture manipulated the so-
cial and economic factors in order to maintain
their dominance and privileges vis-a-vis people
who were racially, religiously, economically
and socially marginalized. As a precursor to
modern-day theories of multiculturalism, Ad-
dams was keenly aware that to overcome such
social ills as poverty, disease, and worker ex-
ploitation, a top-down approach would not
work. It was only through cooperation, becom-
ing aware and open to people who hold views
different from our own that we can arrive at ef-
fective solutions to social problems. For Ad-
dams, “we are responsible for choosing our ex-
periences...This is because our moral judg-
ments are filtered through our experience”. (p.
88). If people only choose experiences that sup-
port and solidify their point of view, they limit
their development as human beings.

In a damning statement, Addams at-
tacked both people and institutions who
equated being educated with knowing a given
compendium of facts:

[People believe that]... the best
trained scientists are inclined to
give themselves over to an idle
thirst for knowledge that lacks
any relation to human life, and to
leave to the charlatans the task
of teaching those things that
deeply concern the welfare of
mankind (p. 86).

Working at Hull House from the end of
the 19" century to just prior to the Second
World War, Addams was cognizant of the prob-
lems that new immigrants faced in arriving in
the US. Critical of previous approaches to help
these new Americans, when developing pro-

(Continued on page 42)
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grams to help them her winnowing question
was always, “Has the experience any value?”
She believed along with Dewey that when one
was faced with situations that on the surface
seemed to be without solution, lurking in the
background was some hidden agenda. To solve
them one needed to face them head on, to de-
construct them, to discover underlying causes.
For her, the best way to do this was through
building on the experience of those who came
before and setting up an experimental ap-
proach that did not rely on theory alone. !

One of the examples of this detachment
of theory from practice revolved around doc-
tors who were not allowed to have medical stu-
dents accompany them on their rounds; their
learning was to be based on theory alone. Ac-
cording to Addams, each person’s educational
outlook needs to be informed both by the
praxis of their predecessors and their own
hands-on experience. The introduction of co-op
programs and community outreach now com-
mon at both the high-school and post-
secondary levels is certainly confirmation of the
Addams educational philosophy. This ap-
proach will only work, however, if educators
adopt a cooperative approach to solving prob-
lems, developing in all stakeholders an open-
ness to the “others” they have marginalized in
the past.

An important part of Addams’s educa-
tional vision was her theory and practice of so-
cial ethics. People needed to work with one an-
other on an everyone-as-an-equal-partner ba-
sis. She saw the creation of interdependence,
creating a culture of caring for others, as being
critical; empowerment develops though work-

ing with one another in a spirit of openness
rather than in having one group impose its
views on another. In many cases with new im-
migrants, the problems they experience go be-
yond illiteracy; they (as well as the educators)
need to deconstruct their views and traditions
to create an openness to the new cultural con-
text they are living in.

Education by current Events

One of the operating principles of Hull
House was the creation of inclusiveness- expos-
ing the marginalized groups in society to the
“culture of power”. To do this, Hull House used
current events as its principal conduit. To pro-
vide all participants with multiple perspectives,
Addams invited specialists from all disciplines
to share their views on different cultural events
in order to enable new immigrants to under-
stand the multifaceted complexity of American
society and to reflect back on their own views,
views often influenced by their country of ori-
gin.

Using current events to examine social
issues allows individuals to also realize how
people’s attitudes to issues change over time.
For example, on their arrival in the U.S. in the
19th century, the Irish were called the “dirty
Irish” and were not accepted by other Ameri-
cans. (Such attitudes have certainly changed.)

The methods that were developed at
Hull House to analyze social issues affecting im-
migrants laid the foundation for the present-day
departments of sociology and on-site research
methodology.

Despite a number of successes, Ad-

(Continued on page 43)

1. In faculties of education that have on-site training programs, students are now lined up to enroll as they realize
how important it is to integrate theory and practice in striving to become an effective teacher.
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dams was realistic enough (as was Du Bois) to
know that maybe all people would not be able
to benefit to the fullest from this type of educa-
tion. It depended on their willingness to be re-
ceptive to others as well as on the prevailing at-
titudes of society.

Role of conversation in mediating perspec-
tives

With her cooperative approach to edu-
cation as social and cultural uplift, conversation
— interactive dialogue — (as opposed to idle
chit-chat or mindless blogging) that takes the
“others’ perspective into consideration plays a
key role. Dewey (cited on p. 92) sees the role of
conversation as integral to Addams’s philoso-
phy and that of Hull House:

And we all know, the work of such
an institution as Hull House has
been primarily not that of convey-
ing intellectual instruction, but of
being a social clearing house. It is
not merely a place where ideas
and beliefs may be exchanged, not
merely in the arena of formal dis-
cussion—for argument alone
breeds misunderstanding and
fixes prejudice—but in ways
where ideas are incarnated in hu-
man form and clothed with the
winning grace of personal life.

Hull House brought together people
from diverse communities to foster communica-
tions across boundaries that many saw as un-
bridgeable. Addams realized that culture was
both constraining and liberating. To be able to
learn from these “conversations”, participants
first had to become aware of how their culture
had influenced their thought and behavior pat-

terns, to realize that liberation would only come
after confronting their own essentialist culture.
In these conversations, there was no room for
dogmatism or verbal attacks of other partici-
pants as these only caused people to become
more set in their ways. Using an example from
her context, she describes how the attitudes of
white, Protestant, middle-class women made
them incapable of understanding the attitudes
of the new immigrants who had been “formed”
by other sociocultural experiences.

Inspired by the work of Follet (cited in
Harris, 2007), Addams says the hope for the fu-
ture lies “in the sphere of activities, of desires,
of interests and not in that of mere ideas or ver-
bal symbols” (p. 94). For Addams, this ap-
proach to education had an interconnectivity
that extended to individuals, to families, to com-
munities and to the global arena.

Once can certainly see in a number a
modern educational theories elements of Ad-
dams’s educational vision.

Suggested Reading

e Newer Ideas for Peace (1907)
e  The First 20 years at Hull House (1930)
e Democracy and Social Ethics (1902/2002)

e The Long Road of Woman’s Memory
(1916/2002)

e Peace and Bread in Time of War (1916/2002)

aood
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Tao Xingzhi and the Emergence
of Public Education in China
(Zhang Kaiyuan and Wang Wei-

jia)

The writings and institution building of
Tao Xingzhi (1891-1945) and his colleagues
need to be understood through the lens of the
historical context into which they were born.
Just prior to his birth and during his working
years, China suffered a number of humiliating
defeats on the battlefield: The Opium Wars, the
war between China and France, the Boxer Re-
bellion, the Japanese invasion of China prior to

The Second World War and the war itself. As a
result of these conflicts, a number of more pro-
gressive Chinese came to realize the advan-
tages of western technology and the new theo-
ries of education (especially those of Dewey)
that informed American attitudes to schooling.

Contrary to most young Chinese of his
time, Tao was educated in Christian schools
(Protestant) where western theories of educa-
tion formed the basis of the curriculum. At these
schools he studied subjects such as mathemat-
ics and physics and became interested in the
comparisons between western and Chinese ap-
proaches to education. After finishing his
schooling in China he did a masters degree in
the U.S. and enrolled in a Ph.D. program at Co-
lumbia Teachers College where he met Dewey,
his future teacher and mentor. At Columbia,
Tao “adopted the philosophy of pragmatism, a
philosophy that emphasizes an organic relation
between theory and practice and that takes
lived experience as the starting point for all so-
cial inquiry and reform” (p. 97). On his return to
China, Tao discovered that Chinese education,
based on the “banking approach”, was in sharp
contrast with Dewey’s approach, anchored in
experience.

Tao Xingzhi’s Theory of Education.

Tao’s education theory is based on
three fundamental principles:

1. Life is education.
2. Society is school.
3. The union of learning and doing.

Much like Makiguchi, Tao realized that
education was not restricted to the classroom;
hands-on experience was also needed to offer
students a well-rounded curriculum. For
Dewey, Tao’s mentor, “Education is life...

(Continued on page 45)
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Education is a process of living, and not
a process for future living; education is life it-
self” (p. 98). As Tao expressed it, life and edu-
cation are the same thing: “life education means
an education of life, by life and for life” (p. 98).
Life is the source of education; out of life’s ex-
periences lives are transformed; educational
theory and practice must build on these life les-
sons.

In maintaining that society is school,
Tao wanted to avoid confining students to a
birdcage (the classroom); rather, he strongly
suggested that students needed to be in contact
with other people in society and with nature. To
achieve this goal, he proposed having school-
ing take place in different locations to create
classroom-societal interconnectedness. In pro-
posing learning by doing as a fundamental prin-
ciple of his educational vision, Tao was insisting
on the important links between teaching, learn-
ing and doing. To learn how to plant crops the-
ory was not sufficient; one had to work with
farmers in the field to find out how it was done
and then to actually do it. For Tao, “education is
not only about teaching students to learn, but
also about teaching them to engage actively in
life through various physical labors” (p. 99), an
approach evoked by many of the educational
visionaries previously cited.

According to the two authors of this
chapter, the push for modern mass education in
China based on Dewey’s conception of educa-
tion began with the May 4™ Movement in 1919,
also the year in which Dewey gave a number of
lectures in China: “Democracy and Education”,
“The Real Meaning of Education in a Democ-
racy”. Tao, inspired by Dewey, joined forces
with Yan Yangchu, another American- educated
teacher, to set up night schools in Paris as well
as in major cities in China based on these new
theories of education. Together they founded
the Association for the Promotion of Mass Edu-

cation (APME: Pingmin Jiaoyu Cuijin hui), which
in turn set up three experimental laboratory
schools with 50 students in each. This associa-
tion was later transformed into a national or-
ganization with the same goals. Tao strongly
supported mass education as he saw it as an al-
ternative to military-based efforts to unify and
modernize China. He wanted “to use a vigor-
ous, openly disseminated education to create a
vigorous openly communicative society”. In the
“Declaration of the General Association for
Mass Education”, a document that Tao helped to
draft, the importance of mass education was
clearly articulated:

Whether the foundation of a re-
public is solid or not, it is totally
dependant upon citizens’ knowl-
edge. If the citizens have re-
ceived a comparatively high
education, and are able to col-
laborate together with one heart
and are responsible for the na-
tion, the foundation will be solid
for sure. Otherwise, it is only a
fagade, without any use. (p.101).

Tao, in collaboration with other teach-
ers, committed to mass education which in-
volved employing experts from all fields to help
with the projects, setting up more experimental
schools, producing new textbooks (e.g., Thou-
sand Character Text) and establishing centres
across China.

As a means of putting all his beliefs
concerning mass education into practice, Tao
established the Xiaozhuang Experimental Vil-
lage Normal School dedicated to the training of
elementary and kindergarten teachers for work
in the rural areas. This school was unique in that
students and teachers collaborated. Among the
lecturers were farmers, countrymen and ax-
emen who, along with other participants, pro-

(Continued on page 46)
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moted the spirit of liberty and fraternity, ideas
that were not in harmony with the social climate
of the day. For Tao, “education and revolution”
working in tandem were the key to social re-
form. These ideas turned out to be unpopular
with the political leaders of the day, however;
they shut down his normal school and desig-
nated Tao as dangerous, prompting his escape
from China and exile in Japan. After two years
in exile, however, Tao returned to China and
from that time until his death in 1946 he estab-
lished a number of movements and schools spe-
cifically dedicated to the education of common
people and young children:

1. Chinese National Association for
the Advancement of Education.
Labor Science Movement.

Little Teachers Movement.
Society of Life Education.

o s e

Yucai School.

In each case, there was an underlying
common goal: education of the Chinese popula-
tion through the combining of teaching, learn-
ing and doing, leading to the liberation of the
mind and body. He wanted to foster a spirit of
creativity that would allow people to find new
paths to building a new China based on
Dewey’s theories but adapted to the Chinese
context. In support of his goals, Tao published a
number of important documents, including
“Proclamation of Creativity” (1943) and
“Creative Children’ Education” (1944).

Tao’s greatest contribution to China
was as an educational reformer, institution
builder and an activist in promoting democratic
reform. Unfortunately, he died of exhaustion
working to spread his ideas and never saw
them implemented in his lifetime. With the arri-
val of the revolution of 1949 and the creation of
the People’s Republic of China, his ideas lay

dormant until the end of the Cultural Revolution
in 1976. Since then, a number of Tao Xingzhi
Research Centres have been created to pro-
mote his ideas. On the day of his death, Mao
Zedong paid tribute to his work in the following
statement:,

Tao Xingzhi is like a soldier who
has been fighting for a long time,
and finished his last drop of
blood and lay down gloriously. .
. .His death will bring an earth-
shaking sound that will echo in
the hearts of millions of people
and be echoed in the farthest
corner of the land” (cited in Han-
sen, p. 107).

Suggested Reading

e Tao Xingzhi Quanji (Collected Works of Tao
Xingzhi, 6 volumes). (1983-85)

e Tao Xingzhi Quanji (Collected Works of Tao
Xingzhi, 13 volumes). (1991)
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Peace as a Premise for
Learning: Maria Montessori’s
Educational Philosophy
(Jacqueline Cossentino and Jen-
nifer A.Whitcomb)

The mention of Maria Montessori (1870-
1952) automatically brings to mind the system
of schools that she established for the education
of poor children in Italy (ironically, only the

middle and upper class can afford to send their
(Continued on page 47)
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children there today) and has since taken root
in a substantial number of countries around the
world. Less known but of equal importance is
her role in the education-for-peace movement
which today has taken on a new importance in
the wake of world events since 2001.

Montessori lived in a tumultuous time in
Italian and world history: the unification of Italy,
the two world wars, the rise of fascism in Italy,
the beginning of the Cold War. Educated as a
physician, she soon became interested in what
society classified as the "feebleminded and de-
ficient" children, believing that it was wrong to
confine them to asylums. Her concern for these
children led her to take courses in the social
sciences. Under the influence of Jean-Marc Itard
and Edouard Séguin, Montessori developed
what she called the prepared environment ap-
proach to education - the physical and intellec-
tual environment in which children are being
schooled must be adapted to where they are,

mentally and physically. This principle soon be-
came one of the core elements in her educa-
tional philosophy. Montessori established her
first school in 1906; its success led her to aban-
don the practice of medicine and undertake a
worldwide tour to publicize her new approach
to educating children. Ever the activist, Montes-
sori developed a number of training courses for
educators wanting to set up her schools but not
at any price. She refused to cooperate with
Franco and Mussolini, for example, who wanted
her to set up schools to promote their political
ideas. Her refusal to do so led to the closing of
her existing schools in these countries and her
being exiled from Italy.

The Cause of Peace

The rise of totalitarianism in Europe
prior to the Second World War convinced Mon-
tessori of the need to solidify the link between
education and peace. She believed that the
education of children and adolescents for peace
was the best hope for the future of humanity.

In our experience with children,
we observed that the human
child is a spiritual embryo, en-
dowed with mysterious sensitivi-
ties that guide him, with creative
energies that tend to construct a
sort of marvelous instrument in
men’s souls. ...The child is also
capable of developing and giv-
ing us tangible proof of the pos-
sibility of a better humanity....
The child is both a hope and a
promise for mankind. If we
therefore mind this embryo as
our most precious treasure, we
will be working for the greatness
of humanity (p. 116).

(Continued on page 48)
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In the cause of peace, Montessori laid
the plans for helping the orphans of war; these
plans were later adopted in Britain to help the
children orphaned in the Blitz.

The core constructs of her educational vi-
sion: Planes of development, prepared envi-
ronment and cosmic education.

Montessori talked in terms of four de-
velopmental planes: 0-6, 6-12, 12-18 and 18-24,
with each plane divided into two phases; i.e., O-
3 and 3-6. The 0-6 plane she divided into the
Absorbent Mind (0-3) in which the child is like a
sponge taking in all that is within his or her en-
vironment; the second phase is the Sensorial
Stage (3-6). For Montessori, the child in the first
plane has both cognitive and spiritual impulses
that, if nourished, will serve as a guide in later
life. She called this impulse the spiritual em-
bryo. The child’s development takes place
within a “freedom with limits” framework, in an
environment that meets that child’s needs, an
environment that is developmentally appropri-
ate. The role of the educator is to be attuned to
the child’s level of maturity.

The second plane (6-12) is “the plane of
deliberateness” in which the child becomes
more focused on completing tasks and devel-
oping moral reasoning, interpersonal relations
and the discernment of good and evil.

In all of the planes the prepared envi-
ronment pays an important role in the educa-
tional process.

According to the authors of this chap-
ter, the characteristics of Montessori’'s pre-
pared environment include the following:

Order, broad access to materi-
als, aesthetic beauty, permeable
boundaries, community respon-
sibility, and flexible move-

ment—all give the child the free-
dom to follow his or her curiosi-
ties, to marshal his or her intel-
lectual energies to pursue ques-
tions, and therefore to construct
integrated understandings

(p.119).

In the Montessori classroom, for exam-
ple, children are responsible for keeping it
clean and organizing and shelving materials.

The third element of her educational
philosophy, Cosmic Education, is closely tied to
her ‘education as peace’ vision. In the 6-12
plane, Montessori believed that it was impor-
tant to instill in students their place in the uni-
verse and their responsibilities as individuals
and members of a community to promote peace
and harmony in the world. To do this, she pro-
posed presenting students with cosmic, holistic
views of language and science in the world so
that they could develop their sense of moral re-
sponsibility to humanity.

Philosophy in Action

In the ‘into-action phase’ of her philoso-
phy (also that of her son Mario), we can recog-
nize a number of common characteristics:

1. The teaching of cultural sub-
jects;

2. Interdisciplinary presentation of
cultural subjects, to answer the
questions: What am I?, Where
do I come from?, What is my
role in the universe?

3. Self-directed work periods of
uninterrupted time for children,
to promote their independence;

4. Teachers as providers of struc-
ture and guidance by observing

the child at work;
(Continued on page 49)
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8. Teachers offering individual and
groups lessons tied to children’s
development;

6. Teachers using narratives- ‘the
Great Lesson’- to spark interest
and provide students with a cos-
mic picture;

7. Children undertaking personal
research based on the Great
Lessons;

8. Use of Key Visuals (knowledge
frameworks) to organize and
present research;

9. Display of students learning
around the classroom;

10. Prepared environments with all
four planes.

11. Learning beyond the classroom
to do research for projects and
service work in the community;

12. Settling of disputes through con-
flict resolution.

In their conclusion, the authors identify
three important characteristics of Montessori’s
educational vision: “developmentalist, commu-
nitarian and cosmological” (p.124). For them,
Montessori has much to offer educational lead-
ers in the 21th century, a century in search of a
peace that will ensure the survival of our uni-
verse.

Suggested Reading

e The Montessori Method (1912)
e To educate the human potential (1967)
e Education and peace (1972)
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Rabindranath Tagore (1861- 1941)

Art, Nature, and Education:
Rabindranath Tagore’s Holistic
Approach to Learning (Kathleen
M. O’Connell)

Rabindranath Tagore (1861- 1941), one
of the greatest educational reformers in India, is
unfortunately not well known in the West. He
published numerous volumes of poetry, plays,
short stories and novels, songs, and curricula as
well as founding a number of professional jour-
nals and three of the most important educational
institutions: Santiniketan, Visva-Bharati and
Sriniketan. His accomplishments were crowned
by being the first Asian Nobel Laureate in 1913.

(Continued on page 50)
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Historical and family influences

Tagore, who came from a family of art-
ists and academics, was the youngest of 13 chil-
dren. The family home was located in the coun-
try and it would become the site of his school,
Santiniketan, and later a university. As a child,
he was given the liberty to explore all the dif-
ferent arts and sciences as well as receiving a
very personal education from his siblings and
the large number of famous intellectuals and
artists who were frequent guests at his father’s
home. Both his grandfather and father were im-
portant forces in social and religious reform,
constantly promoting the harmony of all peo-
ples through the exchange of all forms of
knowledge.

His siblings excelled in math, literature,
theatre, music and journalism, and his cousins
were responsible for the founding of the Bengal
School of Art. Bathed in and encouraged by this
nurturing context, Tagore developed a view of
education based on freedom, creativity, the im-
portance of community and, finally, the inter-
connectedness of humans and nature (a view
very close to aboriginal views of humans and
nature).

When Tagore was 18 he had an illumi-
nating experience that lasted for four days and
remained an innovative force his whole life, in-
forming his poetry, music, art, in short, all his
endeavors. During this experience he was able
to penetrate the exterior to the inner vision of
reality. A second influential experience was the
time he spent in rural Bengal overseeing the
family’s rural properties.

While the countryside provided inspi-
ration for his poetry it also made him aware of
“the acute material and cultural poverty that
permeate the villages, as well as of the great di-
vide between uneducated rural masses and the
city elites” (p. 129). This disparity of classes re-

sulted in his creating an outreach program at
Sriniketan to help the rural population.

Philosophy of Life and Education

Direct Experience

Like many other educators presented
in this book, Tagore railed against the banking
view of education; for him, education was
routed in experience and it involved the whole
child. He held a very organic view of education,
with nature-based experience being a major
component.

He described negative learning as
“lifeless, colorless, disassociated from the con-
text of the universe, within bare white walls
staring like eyeballs of the dead” (p. 130). He
wanted children to be active, to explore the
universe, to develop their creativity.

Santiniketan, the school he established
on his family estate, was based on five guiding
principles:

1. The need for joyous learning
and the experience of mental
and spiritual freedom.

2. A linguistic medium connected
to the child’s social and cultural
environment.

3. Accessible well educated teach-
ers who inspire.

4. A multilevel curriculum to stimu-
late critical thought and creative
imagination; and

5. Learning in the holistic world of
nature for empathy. (p.130).

In his learning centre set in nature, stu-
dents had to confront the unknown, to use their
imagination and creativity to find solutions to
problems.

(Continued on page 51)
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Creative Sensibility

An important aspect of Tagore’s educa-
tional philosophy was the development of the
aesthetic sense in his students through music
(he composed over 200 songs including the na-
tional anthems of India and Bangladesh),
games, plays and improvisation. Students were
encouraged to write plays, publish their writ-
ing, their art and music. To cultivate their aes-
thetic side (right-brain activity), he also brought
in dancers who exposed the students to a wide
range of dances from all parts of India.

Dynamic Global Interconnectivity

Visva-Bharati University was estab-
lished by Tagore to promote his concept of Dy-
namic Global Interconnectivity, “where the
world comes together as a nest”. In creating
this university he was inspired by the approach
to education found in famous Buddhist monas-
teries. Visva-Bharati was developed to function
at three levels: “as an Indian university, as an
Eastern university and as a global cultural cen-
ter.” (p. 132) He saw its mission as being a cen-
tre to study the mind of man from different phi-
losophical and cultural points of view, to exam-
ine the West through an Asian lens, to bring to-
gether researchers from all disciplines and
from all the different religious faiths, from both
eastern and western countries to dialogue about
their beliefs, with the goal of promoting mutual
understanding.

Tagore’s schools: Santiniketan, Visva-
Bharati and Sriniketan

It is in the three schools established by
Tagore that we see his philosophy of education
at work. In Santiniketan, a school in nature, he

implemented what he called his organic ap-
proach to education. The students were allowed
to discover for themselves the secrets and cy-
cles of nature, to be responsible for each other
and to help the people in the countryside. The
emphasis was on discovery and creativity- it
a learning environment that was simple,

was
flexible, and organically related to the child’s
needs”. (p. 135). Much like Montessori, Tagore
encouraged children to have the freedom to
move around in class, to have periods of self-
directed learning. With the children, he cele-
brated the yearly Indian festivals, tying them in
to nature and life.

While Visva-Bharati was set up to be a
cultural centre for promoting the mutual under-
standing of different ethnic and religious
groups, Sriniketan focused on the rural popula-
tion through outreach programs in literacy, ma-
laria prevention, artisan revival and health co-
operatives. Tagore’s goal was to help villages
become self-sufficient. As part of this school, he
also provided free education for the rural peo-
ple, hoping to bridge the urban-rural divide.
His three institutions have become the basis of
much educational reform in India.

Tagore’s description of what he ex-
pected of teachers for his schools might seem
unreasonable to many of us.

1. Teachers were to be gurus
whose first consideration in life
was to be devoted to their stu-
dents.

2. Teachers were to serve as role
models instilling in their stu-
dents a love of learning through
their own knowledge and excite-
ment of their subject.

3. Teachers were to more con-
cerned with guiding each child
along his path to independent
learning that any concern for a

(Continued on page 52)
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specific methodology.

4. Teachers and students were to
be collaborators as opposed to
imposing a teacher-student
power relationship.

8. Teachers were to live a life of
‘serene sanity.’

It is not hard to see from this view of
what a teacher should be why Tagore opposed
any form of education that was based on
Freire’s banking concept of teaching and learn-

ing.
Tagore’s legacy

Tagore’s legacy can be found in almost
every aspect of education and the arts in India.
Many of his best pupils became leaders and re-
formers in their field. Educational reforms and
curricula have been informed by his view of
education as educating the whole child as op-
posed to rote learning of facts and information.
His organic view of education rooted in nature
and the society - the interconnectedness of all
creation- led to the setting up of alternate
schools based on his educational vision. Most
important for our time was his emphasis on
bringing people from different cultures, faiths
and philosophies together to arrive at mutual
understanding through dialogue as opposed to
confrontation and violence. For Tagore, “Unity
did not mean uniformity”. (p.140) but it was bet-
ter than unity brought about by coercion.

Suggested reading

e  Creative Unity (1922)
e The Religion of Man (1931)
e Reminiscences (1962)
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Rudolf Steiner (1861-1925)

Artful Curriculum, Evaluation,
and Instruction: Lessons
Learned from Rudolf Steiner’s
Spiritually Based Waldorf Edu-
cation (Bruce Uhrmacher)

Rudolf Steiner (1861-1925) is not typi-
cal of the visionaries presented earlier in that
he anchored his philosophy of education in a
CHRIST-ian spirituality. From early on in his
schooling, Steiner was interested in the spiri-
tual side of humanity. He received a rather
unique education, a combination of early bore-
dom (he read Kant’s philosophy while the
teacher droned on in class), home schooling
from his father and Realschule (technical educa-
tion) as opposed to Gynasium (university
preparation), though he tutored students in the

(Continued on page 53)
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Gymnasium thereby acquiring a university-level
preparation.

This combination of technical and aca-
demic education prepared the ground for his
interest in spirituality. This was nourished by
two important events when he was young: a
cousin appeared to him in a dream asking for
help (she committed suicide) and his conversa-
tions with a herbalist on his way to school who
introduced him to the practical and spiritual ba-
sis of what we call today homeopathic healing.

Steiner became a member of the An-
throposophical Society that was “anchored in
western practices — particularly Christian spiri-
tuality with the Christ event being at the heart of
a spiritual awakening and spiritual progress.
Anthroposophy “may be thought of as a spiri-
tual path of self-development”. (p.143).

For Steiner it was based on three key
elements:

1. Human beings are intertwined
with the physical world in a
spiritual world.

2. Human beings have the potential
to enter the spiritual world.

3. Human beings who enter the
spiritual world can apprehend
phenomena in such a way that
they can be examined empiri-
cally.

In describing human beings, Steiner
does so in terms of four aspects, with plants
sharing the first two and animals sharing the
first three:

1. Physical: humans have a physi-
cal body.

2. Etheric: humans have an etheric
body that forms and preserves
the physical body.

3. Astral: humans have emotions.
4. Ego: humans have a sense of
self, an “1.”

Education, he contended, must tend to
all four aspects of human beings with the reali-
zations that these fours aspects do not all de-
velop at the same time or at the same rate. With
Steiner, we again have another example of a ho-
listic view of education.

The three stages of child development

Along with Piaget, Steiner developed a
theory of child development with three distinct
stages. In contrast to other visionaries pre-
sented, Steiner believed in reincarnation and
saw it as an important element along with nur-
ture and nature in the development of the child.
Briefly, the three stages are:

e 0 to seven: as the child grows, he be-
lieves that the etheric (life energy)
body descends from head to toe; dur-
ing this period, students should not be
taught to read or memorize, as pushing
development can do harm for the other
stages.

e seven to 14: the loss of a child’s baby
teeth initiates the second stage of
growth; at this stage Steiner states,
“everything that one brings to the
child at this age must be given in the
form of fairy tales, legends and stories
in which everything is endowed with
feeling” (p. 145). Telling stories plays
an important role in his approach to
teaching children.

e Puberty to 21: at this stage the astral
body is released; human beings begin
to experience strong emotions, pleas-
ure and pain, and to develop their abil-
ity to think and judge.

(Continued on page 54)
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For Steiner, teachers play a very impor-
tant role in helping students progress through
these three stages.

The birth and growth of Waldorf education

Waldorf education was born as a result
of a lecture that Steiner gave to workers at the
Waldorf-Astoria cigarette factory in Stuttgart,
Germany. He told the workers who were pre-
sent that they were less than they could be as
human beings because only a part of their
whole being had been educated. As a result of
this lecture, he got together with the owner to
set up his first school in 1919. There are about
150 schools in North America today and 870
charter schools in 60 countries.

Since the creation of the first school,
Steiner’s views on education have been pub-
lished in Practical Advice to Teachers and
teacher training institutions have been set up to
train teachers for both Waldorf schools and
those who want to incorporate his approach in
other school systems (this is not without contro-
versy as many people object to the spiritual ba-
sis of his education). His approach has also be-
come popular with people who home-school
their children.

In all Waldorf schools, each day begins
with a two-hour block that focuses on a subject
discipline for a theme (e.g. man and animal)
that usually lasts for about a month. In Grades 1
to 8 students are taught a range of subjects as in
the public school system but this is done by
means of “artistic activities that include draw-
ing, painting, clay modeling, poetry and
drama” (p.148). It is also the time when teach-
ers begin to teach children to read.

To illustrate the Waldorf approach, Uhr-
macher describes what goes on in Miss Roger’s
fourth-grade classroom using the theme of ‘Man
and Nature’.

1. Teacher greets students at the
door.

2. Teacher plays flute while stu-
dents hang up clothes.

3. Students recite psalms or other
spiritual text.

4. Students talk about what they
learned the previous day.

5. Teacher introduces main two-
hour lesson with a story, legend,
etc.

6. Teacher asks students to do
something with the content as a
logical follow-up to the lesson.

7. Students respond through writ-
ing, art under the direction of the
teacher.

8. The goal of this approach is to
help students realize what their
place is in the universe and how
they can make a contribution to
promoting a more humane soci-
ety.

Two significant features of the Waldorf
program are the use of stories and the ap-
proach to evaluation. Steiner believed that
teachers should tell stories from memory rather
than reading them from a book. He saw stories
as being “transformative, transfigurative and
serving a moral function”. In listening to stories,
students learn how to identify themselves with
the characters. They also serve a moral func-
tion, helping students to understand how differ-
ent cultures and peoples perceive the world.
One of the reasons Steiner accords stories so
much importance is that they are a part of every
culture and from the beginning of time they
have been used to transmit fundamental truths,
moral values, feelings and attitudes.

In terms of evaluation, Steiner prefers
performance-based instruments, especially un-
til the end of grade 8. In the best of all possible

(Continued on page 55)



Contact volume 3 issue 4

Page 55

(Continued from page 54)

worlds, teacher evaluation would be expressed
in the form of poetry (a heavy burden on many
teachers). Evaluations are to encourage stu-
dents, to draw attention to ways they can im-
prove themselves.

This type of evaluation preserves the
close teacher-student relationship that is so im-
portant for Steiner; it is process-based, with
many snapshots of student development. The
poems are seen as personal gifts from the
teacher to students, focusing on the holistic
child and, finally, when students see their teach-
ers write poems or draw pictures as evaluative
tools, it encourages them to engage in the same
type of activities.

Steiner’s legacy

Steiner’s Waldorf schools are certainly
not without their critics. Many think that Anthro-
posophy is nothing other than a hodgepodge of
various religious beliefs that does not do justice
to the original texts. Others believe that the
schools are too narrow in focus and do not give
students much say in the design of the curricu-
lum (Waldorf followers oppose student-led
schools). However, even the critics have to ad-
mit that the results are impressive, that the use
of stories and innovative evaluation instruments
has much to contribute to our marketplace and
test-driven approaches to education.

Suggested Reading

e The education of the child in the light of an-
throposophy (1965)

e The renewal of education (1981)

e The child’s changing consciousness and Wal-
dorf education (1988)
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Albert Schweitzer (1875 -1965)

Caring for Others as a Path to
Teaching and Learning: Albert
Schweitzer’s Reverence for Life
(A.G.Rud)

Of all the ethical visionaries presented
in this book, only Albert Schweitzer (1875 -
1965) did not receive formal training as a
teacher. In introducing him, Rud says that he
was trained as a biblical scholar, a minister and
a musician and that he came to the profession of
medicine at the age of 30. For him, Schweitzer’s
legacy in terms of education practice can be
summarized as “education for service, educa-
tion for environment and education for hospital-
ity and community” (p. 157).
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Schweitzer’s moral education

As a young child Schweitzer developed
a deep respect for all types of life. He went out
of his way not to harm animals, as he believed
that all life is deeply interconnected and there-
fore must be respected. This respect for life was
nourished by his theological training and his
pastoral ministry. Another important influence
in his moral development was his correspon-
dence with Héléne Bresslau, whom he later
married. She motivated in him a need to serve
other people. This in turn led him to enroll in
medical school at 30 and go to Africa where he
set up a hospital at Lambaréné. Schweitzer saw
his going to Africa as an opportunity to help
others; while Descartes proclaimed cogito, ergo
sum, Schweitzer declared, I believe because I
act. He found that a life lived in the mind was of
less value than a life of action. He wanted to get
even beyond the conventional moral thinking
Aristotle described in The Art of Rhetoric, where
he states that “magnanimity is the virtue that
disposes us to do good to others on a large
scale”. (p. 161). For Schweitzer, though, what
was important for everyone was to find an area
in life in which to be magnanimous with no con-
ditions attached.

Rud sees Schweitzer’s life as a moral
narrative. Narratives bring unity to one’s moral
vision of life. As educators, people need to be
role models, to mirror this unity in their lives;
they must offer the people they work with an
education that goes beyond consumerism and
simple facts.

Education for Service

For Schweitzer, service was a simple
task where a “human being is always a human
being, always someone who has a right to the
assistance and sacrifice of his fellow

men” (p.162). In biblical terms, it is a dying to
oneself so that one is able to serve others. It is
through our own suffering in the service of oth-
ers that we can ameliorate the human condition
both of ourselves and other human beings.
Schweitzer believed that he was called to ser-
vice, that he had a vocation to help others. In
doing service, one must never do so at the ex-
pense of others, degrading people, in the way
that many Europeans were guilty of in coloniz-
ing Africa.

In working with the people in Africa,
treating them as equals, he developed what he
called his ‘Reverence for Life’ that was to inform
his entire thought and action in Africa. He be-
lieved that this ‘Reverence for Life’ extended to
all forms of life he encountered and that it
should encourage people to ask the more pro-
found questions about their existence as op-
posed to being told what the questions and an-
swers are.

Education for environmental awareness

Given Schweitzer’s respect for all hu-
man life and the interconnectedness of humans
and nature, his environmental concerns should
not surprise us. If one believed in the
‘Reverence for Life’, it was unacceptable to act
on the environment in any way that would de-
grade it. He practiced a shepherding of the en-
vironment that could serve as a model in soci-
ety today. Along with Dewey (they read each
other’s writing but never met), Schweitzer be-
lieved in the unity of humanity and nature, be-
cause, as he saw it, distinguishing them often
led to human beings’ desecrating the environ-
ment, acting on their assumption of a superior
status. Both believed that the environment and
its relation to humans cannot be in any way
fixed or frozen.

As a dynamic unity, their evolution is
ongoing; culture, arts and beliefs are manifesta-
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tions of this unity but can never capture it en-
tirely.

His ‘Reverence for Life’ in German,
connotes “a sense of being humble in the face
of all living things, and a sense of responsibility
to them”. (p. 198). Teachers, in his view, have a
responsibility to their students to not duplicate
the existing view of education and the world but
to help them become independent thinkers who
become committed stewards of the environ-
ment.

Education for hospitality and community

Rud believes that Schweitzer’s work at
his hospital in Africa (and now in other places
around the world) can serve as a leavening
agent in our present system of education that
emphasizes improving students’ test scores and
accountability. At his hospital, he established a
real community; he allowed families to come
and live around the hospital and to take care of
their loved ones. They were able to grow crops
and tend livestock. He also respected the local
medical practices of different peoples, refusing
to impose western medical culture on them (he
was criticized for not using what westerners
maintained was a superior medical science). He
did all these things even though he also be-
lieved that Anglo-Saxons in some senses were
superior to native Africans. His focus on making
his hospital a community that offered care and
support beyond the simple dispensing of medi-
cal has continued to be the driving force for all
institutions modeled on his original hospital.

Schweitzer’s emphasis on praxis as op-
posed to theory, his view of life as service to
other human beings, his concern for the envi-
ronment and his building of communities in-
formed by his concept of hospitality have much
to contribute to our existing theories and prac-
tice of education.

Suggested Reading

e Memoirs of childhood and youth (1997)
e  Out of my Life and Thought (1998)
e The Primeval Forest (1998)
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David T. Hansen, editor of Ethical Visions of
Education — Philosophies in Practice is a pro-
fessor of Philosophy and Education at Teachers
College, Columbia University, New York. His
scholarly interests include: Philosophy of edu-
cation, teaching and teacher education, moral
and ethical issues in educational practice and
philosophical foundations of inquiry.
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Conclusion

versial, responses to the educational context in
which they worked. While all their ideas may
not be new, they are certainly reminders of
what is involved in being an effective teacher.
Below, I have tried to distill the foundational

I believe that the ethical visionaries
presented in this book have much to contribute
to our ESL profession. In every case they were
able to develop innovative, and often contro-

principles of their educational visions.

Education for life includes edu-
cation of the whole person.
Education is more than learning
about theory; it must be rooted
in experience.

Education must go beyond the
walls of the classroom - there
must be an interconnectedness
of classroom-nature-community-
society.

Education is for all; teachers
have a special mission to pro-
mote universal literacy, espe-
cially among the poor and the
disadvantaged.

Teachers must never give up on
any child; each learner has the
potential to learn if the learning
process is attuned to his/her
stage of development.

Teachers and students are co-
creators in the classroom learn-
ing process.

Teachers must involve others in
the community (e.g. parents) in
the education of their children,
using non-conventional means, if

necessary, to attain their objec-
tives.

8. Education should be a liberating
and empowering process.

9. Education is a political act; as
such, all teaching is a political in
nature and teachers are impor-
tant agents in this power.

10. Teachers who challenge the re-
ceived wisdom must be willing
to pay a price for their ideas.

11. To ensure academic success, the
teaching context and the peda-
gogical materials must be har-
monized with student intellec-
tual, physical and emotional de-
velopment.

12. Education must lead the learner
along the road to greater per-
sonal maturity and independ-
ence.

13. Banking approaches to educa-
tion are non-transformational.

In my overview of these seminal think-
ers, I have been able to provide only a modest
summary of their work. The extended bibliog-
raphy in Hansen’s (2007) book, however, pro-
vides a detailed list of their essential writings,
as well as commentary by others in the field. m

Robert Courchéne is a Professor
at the Official Languages and Bi-
lingualism Institute (OLBI) at the
University of Ottawa. His teaching
and research interests include
culture/multiculturalism, testing,
curriculum design and teacher
training. He has been a regular
contributor to Contact for over 25
years.
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In Uncertain Times is Open Source a Solution

for TESOL?

John Allan, CNA-Qatar Project — Doha, Qatar
Jim Edgar, Algonquin College Language Institute, Ottawa

Abstract: The recent financial crisis may lead to more frugal times in education on a worldwide scale. Many

educational technology ventures within institutions will degrade or even disappear. Hardware and software

costs put extraordinary demands on educational budgets. The past few years have witnessed an explosion in

the growth of the Open Source movement in business and public institutions. Open Source software solutions

offer several advantages to the administrative and pedagogical aspects of TESOL delivery. This article has two

goals. The first is to provide an overview of the Open Source movement. The second is to provide possible ad-

vantages Open Source offers faculty, students and administrators currently involved in TESOL.

This paper does not provide a judgment of the Open
Source movement over the corporate-driven soft-
ware industry. It provides TESOL professionals with
reliable alternatives.

Introduction

The recent financial crisis may lead to
more frugal times in education on a global scale.
Hardware and software costs place extraordi-
nary stress on educational budgets. Educational
technologies may be one of the first areas af-
fected within institutions. Upgrades, new acqui-
sitions, documentation and training and support
may be the areas stricken in subsequent budg-
ets. Computer assisted language learning
(CALL) labs and projects are at risk of degrad-
ing or even closing. Open Source software pro-
vides alternative ways of coping with this fiscal
dilemma while allowing TESOL institutions to
maintain their integrity and possibly grow edu-
cational technologies in new directions.

The past decade has witnessed an ex-
plosion in the growth of the Open Source move-
ment in corporate and public institutions. Open
Source software solutions, both workstation and
web-based, offer several advantages to the ad-
ministrative and pedagogical aspects of TESOL
delivery. In order to understand how Open

Source can assist during the current financial
anomaly this article offers an overview of the
Open Source movement as well as exploring
possible Open Source uses for TESOL faculty,
students and administrators.

Open Source advertisements have been
on network television in the United States and
they have been blanketing the Internet. Interna-
tional Business Machines (IBM) launched a multi-
million dollar campaign promoting awareness of
an operating system branded Linux. Large com-
panies in the animation and entertainment busi-
ness such as Disney, Pixar and DreamWorks use
Linux and other Open Source software to create
animated movies and special effects.

According to IBM senior vice president
William Zeitler, “over 150 IBM government cus-
tomers — including agencies in France, Spain,
the United Kingdom, Australia, Mexico, the
United States and Japan — have embraced Linux
to save costs, consolidate workloads, increase
efficiency and enact e-government transforma-
tion, and we believe this is just the begin-
ning.” (Mittlemann, 2004:10). The Open Source
movement has quietly penetrated every institu-
tion public and private over the past 3 years
(Bretthauer, 2002). The promise of reduced pro-
duction costs and time and a rise in the stan-
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dards of innovation have the world of computing
both excited and guarded. There is excitement
about the advancements in programming and
the software yet to be produced, but many peo-
ple are wary of the changes in the existing mar-
ketplace. Open Source for education and TE-
SOL offers more of the former reaction.

An era of computer assisted language
learning or CALL programs might be created on
this new paradigm. This new era of CALL inno-
vation can parallel the pioneer CALL developers
of the early 1980s. At the present time however,
Open Source software developed for other pur-
poses can be used by TESOL professionals to
improve the administrative and pedagogical
situation in their respective institutions. To fur-
ther explore these potentials, Open Source is
defined below.

Open Source

The misconception of Open Source is
that it translates to free software. The definition
of Open Source does imply freedom. However,
this trait is related to the construction of each
Open Source software. The term source refers
to the source code or programming code. Open
implies that the programming code is unlocked.
Thus, the expression Open Source translated to
open and accessible computer code.

Bretthauer, 2002, clarifies the confusion
between shareware Open Source software and
freeware below:

There are several things Open
Source is not — it is not share-
ware, public-domain software,
freeware, or software viewers
and readers that are made freely
available without access to source
code. Shareware, whether or not
one registers it and pays the reg-
istration fee, typically allows no

access to the underlying source
code. Unlike freeware and pub-
lic-domain software, OSS is copy-
righted and distributed with li-
cense terms designed to ensure
that the source code will always
be available. While a fee may be
charged for the software's pack-
aging, distribution, or support,
the complete package needed to
create files is included, not sim-
ply a portion needed to view files
created elsewhere.

The definition of Open Source has ten
conditions as listed on the Open Source official
website. These are condensed in the following
definition. Open Source means the free distribu-
tion of source code, which can be altered as the
user desires, with a software program. The
buyer can in turn sell or freely distribute the
software and source code as they see fit. The
software must not interfere with the functionality
of other software or operating systems. The
software must not be restricted by fields of en-
deavor or by race, groups or nationality.

The concept of Open Source is derived
from the GNU general public licensing of soft-
ware created in 1991. The GNU license allows
developers to alter and distribute software and
source code and it also allows these developers
to charge a service fee for this distribution and
augmentation. The GNU license is important for
developers on two fronts because it provides
protection from copyright prosecution and legal
permission to copy, alter and distribute the soft-
ware.

Although Open Source software does
not explicitly translate as free software, most
software packages offered as Open Source can
be downloaded and used without cost. Service
contracts and registration fees are involved with
some packages but these costs are not prohibi-
tive even for disadvantaged institutions. Detrac-
tors of Open Source declare this the hidden cost
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of Open Source software. It is true that institu-
tions should have service contracts on their soft-
ware and hardware acquisitions. Support for
Open Source software is usually provided by the
developer and on line communities of other us-
ers interested in improving the software. On
line community based support is excellent for
some products while fairly non existent for oth-
ers. It is recommended that involvement in a
support network is a requirement before mak-
ing a decision on Open Source support. In this
scenario, a TESOL school must allot time and
employ dedicated and technically competent
staff. If the institution cannot support these, then
Open Source may not be a sound alternative.

Open Source Movement

The Open Source movement’s genesis
is attributed to Richard Stallman (Bretthauer,
2002). He believed that software should be free
and that developers have cooperated to create
more imaginative software in an environment of
freedom. The movement has evolved into a
mainstay in the software industry. Diverse or-
ganizations such as Sun, IBM, Oracle, Intel, Dis-
ney, Macromedia, NASA and later even Micro-
soft have actively participated in this revolution.

Open Source was closely linked to the
hacker culture in the 1990s. This perceived af-
filiation is dissipating due to large organizations
and governments’ acceptance of Open Source
solutions within their information technology
models. Open Source software has spread to
every discipline imaginable. Also, the para-
digm of Open Source has been adopted by
many organizations to improve research, fi-
nance, and development models.

An instance of a Open Source applica-
tion has been a web based non-profit industrial
design project that combines the talents and
expertise of academics, designers, engineers
and professionals from a variety of disciplines,

called ThinkCycle. This collaborative commu-
nity has established a database of shared knowl-
edge that has had several concrete outcomes to
date. The most impressive result is the inven-
tion of a computer regulated saline drip that can
fight cholera epidemics in the developing
world. The unit cost of ThinkCycle’s drip is
US$1.285 compared to the standard US$2000
model (Hillesley, 2004:34).

Open Source Tools

Open Source software’s variety of offer-
ings parallels the established software indus-
tries’ contributions. Relevant genres are media
production, administration, communication and
education. Media production includes software
that produces the rich media that young students
of today expect. These include audio editors,
audio recorders, video digitizers, video editors,
screen capturers, digital file converters, word
processors, graphics editors, web editors, disk
burners (CD or DVD) , and slide show creators.

Administration tools are useful for
teachers, managers, sponsors, staff and stu-
dents. Tools of this nature include schedulers,
web servers, learning management systems,
project managers, attendance, calendars,
spreadsheets, grade books, library systems,
survey generators, operating systems, recruit-
ing tools and content management systems.

Communication tools available from the
Open Source facilitate interaction through one
or a combination of text, audio, video, anima-
tion, images and interactivity. These tools en-
compass chat, instant messaging, video confer-
encing, forums, social bookmarks, remote ac-
cessors, collaborative editors (wiki) and online
journaling or blogging.

Tools that can be used in the classroom
that have not been listed above are educational
Open Source tools. These are tools that the
teacher can use in the classroom or in virtual
teaching spaces to create learning opportuni-
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ties. They include web browsers, typing tutori-
als, rubric generators, quiz (exam) generators,
workshop generators, virtual flashcards, col-
laborative learning environments, games crea-
tors, crossword creators, paper review systemes,
situation simulators, multi-user photo sharing
and glossary or dictionary creators. This listing
highlights the variation of software possibilities
available at no or low cost for TESOL practitio-
ners.

There are many Open Source programs
that are essential to creating content for educa-
tion. An example is the audio editor Audacity.
Audacity is a program that records at defined
quality from a microphone, a compact disk or
from Internet sources. With Audacity a personal
computer or a laptop becomes a digital re-
cording studio. It is as easy to use as a word
processor. Audacity offers multi-track editing
with several filter options such as echo and re-
verse audio. The software also allows for the
importing of prerecorded content into addi-
tional tracks to simulate realia (real situations)
such as a conversation at a café or in a car. Au-
dacity exports edited audio to WAV, AIFF, MP3
and a variety of streaming formats. This soft-
ware, which can also be run on the Windows or
Macintosh platforms, also includes a noise re-
moval feature. It has hundreds of features. Many
Open Source software titles are similar to Au-
dacity in complexity.

In the ESL classroom, students can be
guided to easily record their voices with Audac-
ity. A sample of the activities that can be done
with Audacity are story telling, interviews, oral
assessments, announcements, and audio mazes.
Audacity is free, the source code is available at
the Audacity website and this software is being
used worldwide to edit audio for a variety of
purposes.

Another Open Source software avail-
able to TESOL professionals is OpenOffice.
OpenOffice provides everything expected in an
office software package. It is possible to create

documents, create and analyze data, design
presentations, produce illustrations, develop
databases, publish work in Portable Document
Format (pdf) and publish graphics and anima-
tions in Flash format. OpenOffice offers more
linguistic support for languages such as Thai,
Hindi, Arabic, and Hebrew in addition to verti-
cally written languages. At the cost of
downloading the software from the OpenOffice
website an institution or individual can have a
fully functioning and alternate office suite that
rivals and in some areas excels beyond Micro-
soft Office. Microsoft Office files are fully com-
patible with their OpenOffice counterparts.
OpenOffice includes the following programs
listed with their Microsoft Office associate in
brackets: Writer (MS Word), CALC (MS Excel),
Impress (PowerPoint), Draw and HTML editor
(FrontPage). OpenOffice can be used on any
operating system.

A further Open Source program that has
potential for aiding TESOL in delivering educa-
tion is the operating system for Open Source—
Linux. Although Linux is packaged in many va-
rieties (colloquially called “flavours”) it is usu-
ally distributed with an extensive complement
of software that provides all of the standard ap-
plications and tools one would expect with a
fully loaded Microsoft Windows machine. Linux
is an Open Source alternative operating system
that arrives with an office suite, graphics pro-
grams, games, utilities, video/audio editor and
player and an Internet browser.

Linux has proven to be a stable and ver-
satile operating system on either a server or
personal computer. Since Linux isn’t ‘“bloat-
ware” it will run more effectively and efficiently
on a personal computer. Linux runs software on
a mount and dismount system: When software is
not running on a Linux computer it is dis-
mounted, thereby freeing computer memory.
This accounts for the perception that a Linux
operating system is faster.

A common concern for end-users who
wish to use Open Source software is the lack of a
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technical support and warranty. Since the soft-
ware's license encourages revision and customi-
zation, it is nearly impossible to support. This is
why Red Hat Software created the Official Red
Hat Linux and is able to sell this normally "free"
software package. Red Hat adds a warranty and
technical support to the Linux package. For
schools, the assurance of technical support is an
essential factor in the decision to buy Linux in-
stead of simply downloading it for free.

All Microsoft Word documents can be
opened with the resident Linux word processor.
All documents created in Linux can be saved as
Microsoft compatible documents. There is a
reputation for few crashes or slow downs within
the Linux environment.

Since Linux is Open Source software it
has many variations. Red Hat, Suse, Lindows
and Mandrake are a few examples. Depending
on the version of Linux and the brand, most ar-
rive with the operating system, an office suite,
an Internet browser, an e-mail client, chat soft-
ware, a complement of games, photo editors,
and a variety of video, graphics and audio edi-
tors. All Linux variations have a look and feel of
the Windows interface as an option.

Linux can exist on a computer in an ar-
ray of configurations. The Windows operating
system and the Linux system can exist on a sepa-
rate partition on a computer’s hard drive. Some
Linux variations operated directly from a Com-
pact Disk (CD) in the CD-ROM drive. After the
CD is removed the computer reverts back to the
original operating system.

Linux is not Microsoft Windows, and
some proprietary educational software will not
function in its environment. Unfortunately this is
an issue with that operating system. Since it is
not a commercial venture many companies tra-
ditionally shy away from producing software for
Linux. However, development companies such
as Adobe Corporation produce plug-ins and
programs that operate on the Linux platform.
There are a wealth of development tools that

developers can use, such as Flash and Director
to create CALL software for the TESOL commu-
nity.

Another example of Open Source soft-
ware that can enable TESOL education is
Moodle. Moodle is an LMS or a complete learn-
ing management system. Moodle has recently
been developed as a response to the proprie-
tary, market dominating WebCT® (BlackBoard).
Moodle allows an educator the option of running
an LMS from their PC, via a local network or
from a web server located anywhere in the
world. Moodle.org offers support contracts or
web hosting from servers in across the globe for
small fees. These are reasonable in comparison
to setting up Internet Service Providers and
maintaining them.

Moodle functions without modification
on Unix, Linux, Windows, Mac OSX, Netware
and other systems that support PHP, including
most web hosting providers. Development times
are dramatically reduced using Moodle since
the educator has more control of the delivery
and maintenance of the content. Moodle sup-
ports 15 languages. These are not all European
languages and more are being developed at this
point.

Mason (1998) proposes three future
trends of technology support for global educa-
tion. The first of these trends is movement away
from broadcast and satellite television. The sec-
ond trend is collaborative interactivity on line.
The third is technology-mediated synchronous
events. This can include web casting in either
video or audio format. Open Source software
enables all of these trends including the ability
to post content on line as well as the ability to
asynchronously or synchronously interact.

Open Source web server applications
are available for facilitating networked and or
distance education. TESOL CALL administrators
can use this software within an institution or on
the Internet to distribute and manage learning.
Apache has been used by educational and pub-
lic institutions for decades. Apache is released
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on the GNU licensing and can be downloaded
and utilized without cost by anyone.

“The Apache HTTP Server Project is an
effort to develop and maintain an open-source
HTTP server for modern operating systems in-
cluding UNIX and Windows NT. The goal of this
project is to provide a secure, efficient and ex-
tensible server that provides HTTP services in
sync with the current HTTP standards.” (Apache
Project: 2004)

Another media production tool that is
available as Open Source is CamStudio.
CamStudio is an Open Source screen capture
tool that has numerous applications in educa-
tion, including screen casting. It is commonly
used to create videos for demonstrating how to
do things on a computer. CamStudio allows for
voice overs, so the end user can listen to step-
by-step instructions. It is also possible to insert
customized cursors and captions to highlight
actions and areas of the screen. CamStudio vid-
eos can be produced in several very common
formats. The videos can be compressed using
CamsStudio, so they can be e-mailed, posted to a
website, or burned to a CD or DVD in a high
quality format. CamStudio is free, and it offers
many of the same features of expensive com-
mercial products. CamStudio can be a valuable
tool for CALL training and support.

Free Mind is Open Source java-based
mind mapping software that runs on Windows,
Linux or Macintosh computers. Starting with a
central idea, Free Mind allows users to gener-
ate, organize and manipulate ideas using
branches (nodes) and groups (clouds). Mind
mapping can be been used in many contexts,
including brainstorming, project management,
information management, and problem solving,
and Free Mind brings it to the Open Source
movement. Free Mind allows users to save their
mind map in a format that can be easily ac-
cessed by other users, including in a web-based
HTML format. TESOL teachers may find this tool
can help their students to brainstorm and plan

their essays; TESOL administrators may find this
program helps them to be better organized.

There are several other types of Open
Source software listed in the resources section
at the end of this article. These are inexpensive
alternatives that can offer TESOL organizations
the ability to utilize, develop and deliver CALL
content based on the needs of the establish-
ment.

In addition, a welcome trend in the
Open Source movement is the development of
Open Source titles for multiple platforms. Offer-
ings can be used on Macintosh, Solaris, Linux
and Windows operating systems.

Open Source and TESOL

There are few Open Source computer-
assisted language learning (CALL) programs
available. This should change as the Open
Source movement spreads and a few enthusias-
tic educator-developers lead the way. Although
the CALL software market seems saturated by
commercial interests, the late 1970s and early
1980s witnessed a trend of TESOL pioneers who
wrote basic programs on the earliest personal
computers.

John Higgins was one of these self-
taught programmers creating a myriad of titles
including: Jackass, Verbalist, Switch, Doubleup,
FindWord, Sequitir, Dropin, Eclipse, MarkUp
and Sortset. Many of these altruistic creations
were eventually emulated or acquired by com-
panies such as WIDA and sold as proprietary
software. These programs were authored in
basements and dens of curious TESOL educa-
tors, who married the practical TESOL class-
room needs with the contemporary technology
offered by fundamental computer languages of
the period. Languages such as BASIC, Hyper-
card, BBC BASIC and LOGO were used to pro-
duce programs which challenged the student to
think about the language in ways that simulated
realia or classroom activities.

(Continued on page 65)
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The potential for a parallel situation ex-
ists with the Open Source movement. It offers
inquisitive people sharing and building upon
each other’s code and logic. The maturation of
the Internet over the past decade intensifies the
potential of this phenomenon. The promise of
groups of hobbyist developers collaborating to
create effective and diverse programs for a vari-
ety of platforms is inexhaustible. These plat-
forms can manifest into web based, compact
disc, DVD, Blue Ray packages. As a result of the
part-time developers working in the 1990s with
contemporary tools such as Macromedia (now
Adobe) Shockwave and Flash programs, hun-
dreds of freely available programs of varying
qualities and complexities surfaced through per-
sonal and institutional websites. An example is
Jim Duber’s website, “Cutting Edge CALL

Demos.” Mr. Duber located an emerging tech-
nology and created a CALL program or exercise
with it to provide an example of the technology’s
potential.

The introduction of a modern set of pos-
sibilities offered by the new armada of Web 2.0
or social software opportunities further amplifies
the potential for community driven and created
content and functionality of software. Facebook,
Digg, MySpace, Twitter and Blogger are exam-
ples of this genre of software design. Many Web
2.0 areas are proprietary at the coding level at
this time with user or community created con-
tent, tagging and linking ability. Web 2.0 is
therefore not Open Source as defined in this
paper; however, the potential of open Web 2.0
areas becoming available in the near future is a
possibility.

At this time, Open Source seems to be
able to offer two advantages for the TESOL pro-
fession. The first advantage is in the administra-
tive budgetary realm. Costs for software li-
censes and upgrades are formidable. Bates,
(1995:134,-143) identifies eighteen separate fac-
tors in calculating the cost of delivering on line
lessons. Since Open Source supplies the poten-

tial of greatly reduced software costs, organiza-
tions can redistribute these funds on other areas
of education. Institutions, schools and independ-
ent learning centres can provide computers with
operating systems, office suites, e-mail clients,
Internet browsers, and other standard software
at extremely low rates.

The second use of Open Source to TE-
SOL practitioners are the many inventive activi-
ties using standard software have been formal-
ized and published on websites such as Dave’s
ESL Café or have been published in print such
as the New Ways Series (Boswood, 1997) from
TESOL, We Teach technology (Kearsley, 1992)
and the Resource Books For Teachers (Hardisty,
1989). These activity resources have been used
for the past decade with mainstream office, au-
dio, video and graphical applications. There is
no adaptation necessary of these activities to
Open Source software.

Conclusion

Bank collapses and white knuckle rides
on the world's stock markets are creating uncer-
tainty for the maintenance and growth of the
educational technology sector of our profession.

The web information company and traf-
fic ranking site, Alexa.com, posted OpenOf-
fice.org as the number one ranked “Mover and
Shaker” site in the third week of October of this
year. This indicates that more than just a few
entities and companies are migrating to budget-
friendly Open Source options. Since most TESOL
professionals are not computer programmers,
Open Source code will not be manipulated to
create slick TESOL software. However, the mul-
tiplicity of tools available through the Open
Source movement coupled with the recent intro-
duction of Web 2.0 may allow TESOL practitio-
ners the ability to manipulate new electronic
environments to create learning opportunities.
Resources offered by Open Source developers
allow TESOL administrators and staff the chance

(Continued on page 66)
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perform their administrative, communicative,
interactive, productive and pedagogical tasks
without the hindrance of expensive site licenses.

Open Source makes a broad range of
software available to teachers, administrators
and support staff. This software offers flexibility
and room for experimentation for the TESOL
profession. Its educational technology can
adapt and grow with the Open Source move-
ment. =

John Allan has been involved in
the TESOL profession for 20
years as a teacher, writer, pre-
senter and materials developer.
Nine of these were in the Per-
sian Gulf region. His interests
are in blending a variety of
technologies with education.
Recent projects involve the
learning management system
Moodle and the console Wil

Jim Edgar has worked in TESL
since the 1980s in Ottawa, Du-

" bai, and across the Canadian
- Arctic. His areas of interest are
L -

e-learning and CALL. He has
been a proponent of open
source solutions in education

) and training since 2002, when he
started using Moodle. Currently,
Jim is developing LINC e-
activities for distribution across
Ontario.
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Table 1: Open Source resources samples

Attendance: Tau http://tau.sourceforge.net/

Audio file converter: RipIT http://www.suwald.com/ripit/ripit.html
Bookmarks: SiteBar http://sitebar.org/features.php

Calendaring: Kronophobia http://kronophobia.sourceforge.net/
CD/DVD BluRay burner: Cdrtools http://cdrecord.berlios.de/old/private/cdrecord.html

Collaborative learning environment: Fle3 http://fle3.uiah.fi/

Free Mind http://freemind.sourceforge.net/wiki/index.php/Main_Page

Glossary creator: Glossword http://feeds.feedburner.com/glossword

Gradebook: Gradel http://feeds.feedburner.com/glossword

Image Editing: GIMP http://www.gimp.org/

Library system: emilda http://www.emilda.org/

Multiuser photo gallery: Photo Organizer http://po.shaftnet.org/

Paper review system: PurpleView http://entropymine.com/jason/purpleview/

Quiz Games: AKFQuiz http://tau.sourceforge.net/

Recruiting &hiring activities: Recruit http://informatics.indiana.edu/fil/Recruit/

Rubric Maker: ipeer http://ipeer.apsc.ubc.ca/home/

Scheduling: FET http://www.lalescu.ro/liviu/fet/

Screen recorder: CamsStudio http://camstudio.org/

Simulation role playing game: Dominion http://savannah.gnu.org/projects/dominion/
Survey & quizzes: TCExam http://www.tecnick.com/public/code/cp_dpage.php?aiocp_dp=tcexam
Typing: TuxTyping http://directory.fsf.org/project/TuxTyping/

Video Editing: Open Movie Editor http://www.openmovieeditor.org/

Virtual flashcards: klep Klep http://klep.sourceforge.net/
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Julius L. Rédly

CHARTERED ACCOUNTANT

Licensed Public Accountant
79 Truman Road

North York, Ontario; M2L 2L7
Telephone (416) 443-0990 * Fax (416) 447-2410

AUDITOR'S REPORT

To the members of
TESL Association of Ontario

I have audited the statement of financial position of TESL Association of
Ontario as at March 31, 2008 and the statement of operations and net
assets for the year then ended. These financial statements are the
responsibility of the association's management. My responsibility is to
express an opinion on these financial statements.

I conducted an audit in accordance with Canadian generally accepted
auditing standards. Those standards require that I plan and perform an
audit to obtain reasonable assurance whether the financial statements are
free of material misstatements. An audit includes examination, on a test
basis, evidence supporting the amounts and disclosures in the financial
statements. An audit also includes assessing the accounting principles
used and significant estimates made by management, as well as evaluating
the overall financial statement presentation.

In common with many non-profit organizations, TESL Association of Ontario
derives part of its revenue contributions from the general public in the
form of project administration fees, membership fees, certification fees,
conferences and meetings which are not susceptible to complete audit

verification. Accordingly, my examination was limited to the examination

of banking transactions for those activities for the year ended March 31,
2008.

In my opinion, except for the effect of the adjustments, if any, had
project administration fees, membership fees, certification fees,
newsletters, conferences and meetings been susceptible to complete audit
verification, these financial statements present fairly, in all material
respects, the financial position of the Association as at March 31, 2008
and the results of its operations for the year then ended in accordance
with Canadian generally accepted accounting principles.

TORONTO, CANADA
July 17, 2008

Chartered Accountant
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TESL ASSOCIATION OF ONTARIO

Incorporated without share capital under the Laws of the
Province of Ontario as a non-profit organization.

STATEMENT OF FINANCIAL POSITION

AS AT MARCH 31, 2008

(with comparative figures as at March 31, 2007)

ASSETS
2008 2007
Current
Cash on hand and in bank S 114,339 g 92,162
Term deposits-including accrued interest 323,282 272,409
Accounts receivable 12,757 48,332
Prepaid expenses 6,760 3,371
Total assets S 457,138 S 416,274
LIABILITIES
Current
Accounts payable and accrued charges S 50,777 5 14,060
NET ASSETS
Per attached -see page 3 g 406,361 S 402,214

The attached notes form an integral part of these financial statements!

Approved:
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TESL ASSOCIATION OF ONTARIO

STATEMENT OF OPERATIONS AND NET ASSETS

FOR THE YEAR ENDED MARCH 31, 2008

(with comparative figures for the year ended March 31, 2007)

2008 2007
Revenue

Contributions
Projects - see page 4 S 588,789 S 494,
Membership fees 295,800 2860,
Certification fees 37,616 47,
Others 14,176 8
Affiliates' mini conferences 49,208 49,
Interest 11,005 9,

Total revenue

087
874
451
278
897
641

S 996,600 $ 896,

228

Expenses

Annual TESL Ontario Conference - see page 5 5 310,976 $ 202,
Affiliates' mini conferences - see page 5 75,476 71,
Certification costs 5,367 4,
Other project expenses 95,252 139,
Salaries and employee benefits 225,976 213,
Rent, telephone & utilities 43,740 43,
Memberships and affiliation expenses 66,160 68,
Board Governance review 12,993

Contact newsletter 6,008 A5
Meeting expenses 17,088 23,
Computer & equipment purchase/rental 11,766 11,
Stationery, supplies, postage & couriers 18,967 15,
Website costs 27,816 18
Office and general 74,868 46,

Total expenses

736
438
406
959
228
172
395
600
545
618
639
108
164

S 992,453 S 862,

608

Excess of revenue over expenses for the year S 4,147 S 33,

Net assets - opening balance

- closing balance

402,214 368,

620

594

$ 406,361 $ 402,

214
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TESL ASSOCIATION OF ONTARIO

SCHEDULE OF PROJECT CONTRIBUTIONS

FOR THE YEAR ENDED MARCH 31, 2008

(with comparative figures for the year ended March 31, 2007)

2008 2007
Project contributions:
Annual TESL Ontario Conference

Registration and publishers 3 124,909 S 122,772
Citizenship and Immigration Canada

LINC - Conference assistance 292,809 201,384
Ministry of Citizenship and Immigration

Conference assistance 58,584 -

S 476,302 $ 324,156
Ministry of Citizenship and Immigration

Ontario Curriculum Project 56,046 108,849
Research Symposium B 2,494
Pay Equity Program 9rn 258 9,259

Citizenship and Immigration Canada

SNAP 26,641 25,030
ORLAC 20,541 24,299

$ 588,789 $ 494,087




TESL ASSOCIATION OF ONTARIO

SCHEDULE OF CONFERENCE EXPENSES

FOR THE YEAR ENDED MARCH 31, 2008

(with comparative figures for the year ended March 31, 2007)

Page 5

2008 2007
Annual TESL Ontario conference
Conference planning costs S 7,634 12,618
Conference Assistance - registrants'
travel and accommodation 222,713 109,342
Printing, supplies and miscellaneous 39,052 25,463
Rentals 32,534 51,545
Webcasting 9,043 10,968
$ 310,976 209,936
Affiliate mini-conferences
Honoraria and salaries S 14,027 16,349
Printing, supplies and miscellaneous 21,819 16,057
Meeting expenses 39,630 39,032
$ 75,476 71,438
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TESL ASSOCIATION OF ONTARIO

NOTES TO THE FINANCIAL STATEMENTS

MARCH 31, 2008

TESL Association of Ontario was established in 1972 as a not-for-
profit organization serving the needs of teachers of English as a
Second Language. In its commitment to professional development and
advocacy, TESL Associlation of Ontario addresses the range of
competencies, experiences and issues which influence the success of
immigrants, refugees, visa students and others who learn English.

Significant accounting policies:

TESL Association of Ontario uses the deferral method of accounting
for contributions. Unrestricted contributions are recognized as
revenue when received or receivable. Interest income is recognized as
earned, based on the accrual method.

Capital assets are expensed as purchased.

Financial instruments of TESL Association of Ontario consists of cash
in bank, term-deposits, accounts receivable and acco8nts payable and
accrued charges. The fair value of these financial instruments
approximate their carrying values.

Credit risk for the organization does not exist, as all accounts
receivables have been received subsequent to the fiscal year end.

These financial statements include the revenue and expenses of the
following Affiliates:

Durham Hamilton-Wentworth
Kingston London

Niagara North York-York Region
Ottawa Peel/Halton/Etobicoke
Northern Region Waterloo-Wellington
Toronto Windsor

No statement of cash flows 1s presented as it would not add to the
disclosure of these financial statements.

TESL Association of Ontario is exempt from income taxes due to its
not-for-profit status under the Income Tax Act.

TESL Association of Ontario has entered into a new five year lease,
commencing April 1, 2005, paying a monthly rent of $ 3,150 plus
occupancy cost.

The operation of TESL Association of Ontario is dependent on the
income generated by the project revenues as provided by various
Government agencies as well as on membership and certification fees.

TESL Associlation of Ontario has $ 10,000 revolving overdraft
protection credit with the Canadian Imperial Bank of Commerce. If

and when this credit is used, interest is charged at rate of Canadian
Bank of Commerce’s prime rate plus .75%.



