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Abstract

The decade of the nineties has been one of change in the province of Newfoundland and

Labrador, a change which has permeated the entire socio-economic fabric. Within this context

the il system has to adjust i to provide programs which would

enable of provincial schools to be and itive in the global realities of

our province.

One of the more notable changes has been the move to provide courses of study which are
global in nature, either by offering global studies, inserting units with a global focus, or infusing
existing curricula with global elements. This change serves to enhance the literature component

of the English language arts curriculum as literature is especially well suited to the infusing of a

global perspective. The global orientation of the Atlantic provinces’ senior high English language
arts curriculum is notable in terms of its phil stated i and program
design.

Yet, simultaneously, the English language arts curriculum has a utilitarian focus in which
emphasis is placed upon promoting information technology in response to the perceived
importance of technology in the society of the twenty-first century. The end result is a potential
threat to the study of literature as the technologies may be given greater emphasis while literature
is used only for its utilitarian worth of promoting literacy among students. This, too, is evident in
the philosophy, curriculum outcomes, and program design.

The eclectic nature of the English language arts curriculum provides an interesting study

of how differing perspectives help determine the emphasis of the curriculum. However the senior

ii



high English language arts program is interpreted, the current design of the curriculum is a
marked shift in focus from traditional perspectives of literature study, a factor which will impact
dramatically upon how students in the secondary schools of Newfoundland and Labrador

experience literature.
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Chapter 1: Contextual Overview

Introduction

Benjamin Franklin's eij ry adage of the inties of life included death and

taxes, but is not entirely accurate unless one adds change to the list. Change has been a part of
the human experience since the inception of life on this planet and much of the trials of life are the
result of attempts to adapt to or avoid such change. In this century the world has seen major
changes in the physical, political, social, and technological world. Stark images of depleted
tropical rainforests, a crumbled Berlin Wall, a re-defined family unit, and the emergent global
village are all illustrative of rapid changes which are occurring. And within this milieu of
transformation lies the province of Newfoundland and Labrador, equally as affected by change as
any other corner of the planet.

The closing years of the twentieth century have brought tumultuous times to the society of
Newfoundland and Labrador as massive and dramatic changes have occurred throughout the
socio-economic fabric of this province. Negative factors, such as the moratorium on the cod
fishery and the resulting crisis to the future of outport communities, are juxtaposed against bright
economic prospects, such as mineral deposits at Voisey's Bay and oil resource development on
the Grand Banks. Within this context is an education system, itself in a state of flux, struggling to
provide a learning environment more in tune with a rapidly emerging global marketplace on the
doorstep of the province. The impetus for change in education, despite the various and

conflicting views on how change should be implemented, has been a genuine desire to empower

students to operate and itively in the global One such

educational endeavor to provide this type of student has been the recent interest in global



education.

In this province, the Newfoundland and Labrador Global Education Project, entitled
Sharing the Planet, was developed with the specific aim of "preparing students for citizenship in
the globalized society of today and tomorrow" (Sharing the Planet). Courses were developed
both on the secondary school level and at the university level to foster and nurture global

awareness in both school students and teachers. Consequently, schools throughout the province

have been pi with the ity to globalize the curri by either offering courses

specifically devoted to global issues, inserting units within existing courses, or infusing the

of global education into course obj;

In 1993, the province of Newfoundland and Labrador joined with the other three Atlantic
provinces to produce a common curriculum for the Atlantic region which would meet this
objective. The result for the English language arts curriculum has been a revised program at the

senior high level which is essentially global in its design and intent.

Statement of the Problem

Recent initi in ion in and Labrador have been driven by the
desire to develop an education system which is more in tune with the socio-economic realities of
our province and to prepare students to function effectively within this context. Consequently,
the entire system is undergoing massive changes, from the philosophical and administrative
structure to the curricula taught in the classroom.

An assessment of the secondary English language arts curriculum developed by the

Atlantic Provinces Education Foundation clearly shows that the desire to make students more



globally competent is evident in the philosophy and design of the program. This is a positive
feature as English language arts has the potential to expose students to a multitude of learning
experiences which leads to a deeper and richer understanding of others and of self. This is
particularly true of the literature component.

However, the senior high English language arts curriculum as presented also has the
potential to have the opposite effect for the study of literature. Rather than bring the curriculum
to life and offer invaluable learning opportunities for students, the program could become more
utititarian than humanitarian, thereby limiting the effects of globalization. The desire to produce a

more ive of the i needs of students has resulted in a program which

could be interpreted as having a singularly narrow focus, the desire to produce graduates
competent in a variety of literacies, with a particular emphasis upon information technology.
Such an approach to English language arts is detrimental to the study of literature.

It is the eclecticism of the duality of aesthetics and utility so clearly evident within the
senior high English language arts curriculum that provides the impetus for study. The humanistic
philosophy of global education, coupled with the economic bent of utilitarianism, provides an
intriguing opportunity to examine the underlying philosophical intent of curriculum developers

and the potential impact this may have upon the study of literature.

Purpose of the Research
The purpose of education in Newfoundland and Labrador, as outlined in the Aims of

Public Education for Newfoundland and Labrador (1984), is to enable students "to achieve their

fullest and best both as private indivi and as members of human society" (p. 3).



Explicitly stated here is that the of the indivi isasi and as much a
priority of the education system in this province as is the preparation for one's role in society. The
worth of the individual is not subsumed by the need of the socio-economic system. Yet, changes
occurring in the English language arts curriculum may be perceived as driven toward equipping
students to contribute to the economic plan for this province, rather than developing students with
a vision of what the future could become.

The Aims of Public Education for Newfoundland and Labrador (1984) document also
states that students ought to "understand, appreciate and benefit from what is good and valuable
in . . . literature" (p. 6). Clearly the value of literature to the individual is without question,
especially as it contributes to personal and social development. A global approach to the study of
literature has the potential to open the student to the vast plethora of influences which have

combined to create the unique mosaic that is the cultural heritage of residents of this country and

this province. Nowhere is a i area more ive to the
of global education than the study of literature. Literature enables one to better understand others
through an examination of their modes of thinking, perspectives, and worldviews. This has great
potential as Newfoundland and Labrador rapidly becomes entwined in the fabric of a global
society. Therefore, the primary purpose of this study is to assess the senior high English language
arts program which is being introduced in Newfoundland and Labrador schools today and

determine the impact of the eclectic nature of the curriculum upon the literature component.

Context and Significance of the Study

That the province of Newfoundland and Labrador is subject to the effects of the global



marketplace is indisputable. Our society has been inundated with structural changes this century
in the move from British colony to Canadian province. The latter part of this century has seen
Newfoundland and Labrador evolve into a modern society and, as a result, massive changes have
occurred in social, technological, economic, and natural resource development. One of the signs
of this change is the degree to which its population has changed from essentially descendants of
European nationalities to a more multicultural society. Added to this change are the

in ication and ion which have linked us permanently as co-

participants in the global community. Resource development, such as the fishery, tourism, and,
most recently, substantial petroleum and mineral deposits, have made Newfoundland and
Labrador recognized in the international marketplace. All of this together has resulted in
substantial social change within this province.

Changes which occur in society have a direct impact upon educational institutions.

Anderson (1990b) notes that vast societal changes cause i institutions to

these changes because "education mirrors society. The primary motors driving educational
change are located outside the educational system, in the society at large. Thus, social changes
generate educational change . . ." (p. 32). Yet, changes have to be made for the right reasons.
Berry and Sullivan (1992) caution that education with the wrong focus may have a detrimental
effect: "Educational institutions which prepare people for the present industrial order are part and

parcel of the planetary crisis . . . . [E]ducation must involve itself in a radical transformative and

creative venture" (p. 6). Therefore, care has to be taken in this province to ensure the vi;

potential of our students is not limited by undue emphasis on status quo economic goals.

The goal of ping an i system ive to the ic needs and




demands of Newfoundland and Labrador has been at the forefront of provincial government

initiatives in the past decade, as is evidenced by the release of a series of important government

documents in recent years. In 1985, the provinci of the day issi a study
of the economy in this province with explicit instructions to determine what was needed to

stimulate economic growth. The Royal Cq ission on and L chaired

by Dr. Douglas House, released its final report in 1986, including a subsidiary report on education

entitled Educ  for Self-Reli 3 Report of the Royal Commission on
Employment and Unemployment, hereafter referred to as the House Report. Since its release,
subsequent government economic initiatives have been driven by recommendations within this
report. Two important documents were released in 1992: Change and Challenge: A Strategic
Economic Plan for Newfoundland and Labrador and Our Children, Our Future: Royal
Commission of Inquiry into the Delivery of Programs and Services in Primary, Elementary,
Secondary Education, the final report of the Royal Commission on Education, chaired by Dr.

Leonard Williams. Resulting from the Royal Commission on Education have been further

reform, specifically Adjusting the Course, Part II: Improving

the Conditions for Learning, in 1994, and Di for Change: A Ce Paper on the
Senior High School Program, in 1995.

The Report of the Royal C ission on and U stressed two

important factors for education in this province. First, it was noted that there does exist a strong

between ion and economic Secondly, the education system in

place at the time was deemed inadequate to meet the needs of its clientele and the demands of an

emerging global economy. These two major factors have implications for this study.



The link between education and economic development is that properly educated
individuals result in higher productivity. In fact, this notion was so strongly believed that one of

the areas of inquiry for the commissioners was to "‘evaluate the adequacy of education and
training programmes and institutions in meeting the current and future demands of the labour
market" (Cited in Education for Self-Reliance, 1986, p. i). The House Report goes on to add

that education "is important, not just for training people for jobs, but for improving the human

resources of our society for economic and creation” (p. i).
From this it can be reasonably derived that a major thrust for education in this province ought to
be to produce individuals capable of contributing positively and effectively in the socio-economic

fabric of Newfoundland and Labrador. However, the House Report stresses that, regardless of

the aspirations of the ion system, i ies in the system occur in both the areas of
means and ends.

Irrelevance of curricula is cited as part of a problem of alienation within Newfoundland
and Labrador schools. The House Report identifies a lack of connection between curriculum
content and local community as much of the material in courses comes from other parts of Canada

and North America which are not i suited to the and Labrador context.

This results in a sense of alienation for the student in the classroom as the focus of study is often
foreign to his/her sense of community; this alienation is widespread in the schools of this province,
ranging from the gap rural children experience to the chasm that exists for native children, and
contributes to student lack of interest, low performance, and high dropout rates (pp. 57-58,
115-116). In its summary of recommendations, the House Report offers a possible solution to

this problem when it calls for a revamped high school program in curricula and course content



which would challenge and enrich all students (pp. 119-120).

A second area of system inadequacy occurs at the end of the educational process whereby
students have been trained to fill a role in a traditional environment. The House Report writes of
education:

It should be considered as not simply a matter of preparing people for a particular

style of working and living, or training them to fit a specific niche within an

industrial system, but rather as a way of improving the quality of the human

resources of our society (p. 9).

But the House Report does state that the ultimate aimis to prepare students to be capable of

working effectively within local i (p- 11). The emphasis is placed upon

improving the quality of life for the individual initially and the community ultimately. Obviously

this apparent iction indicates that "improving the quality of the human resources" is a way
of preparing individuals "to fit a specific niche" in the economic community.

The provincial government has seemingly accepted this thesis as is evidenced by the
release of two important documents in 1992. In June of that year, the government first issued an
economic agenda in Change and Challenge: A Strategic Economic Plan for Newfoundland and
Labrador. This document is not designated simply as a proposal, but an action plan. The Premier
of the day, Clyde Wells, in the Foreword of the document, states that the "action items in this
document are not merely philosophical observations or even statements of intent; they are
commitments by Government based on specific decisions" (p- iv). The document opens with a
statement of vision:

Our economic vision for Newfoundland and Labrador is that of an enterprising,

educated, distinctive, and prosperous people working together to create a

competitive economy based on innovation, creativity, productivity, and quality (p.
V).



is highlig as the key to i P! and the production of

individuals capable of operating i and iently within such an envi And, asa
means of achieving this goal, changes have to occur within the education system. As suggested
by the House Report of 1986, the means of achieving a better education system is through
changes to the curricula which would provide educational opportunities that are "more focused,
more relevant, and more challenging"” (Change and Challenge, p. 25)

In 1992, a second government document was released, this one offering a more detailed
and pertinent analysis of the education system in this province, the Report of the Royal
Commission on Education, entitled Our Children, Our Future: Royal Commission of Inquiry
into the Delivery of Programs and Services in Primary, Elementary, Secondary Education,
hereafter referred to as the Report. The gist of the Report and its desire for meaningful change to
the education system are also reflective of the ideas generated in the House Report of 1986 and

have driven changes which have occurred since then.

The Report ized its view of the ion between ion and social change
when it writes:

Perhaps more than any other institution the education system is tied to the society
and the world which shapes it and which it, in turn, comes to define. Education
does not and cannot exist in a vacuum -- or an ivory tower -- oblivious to change,
because it is such a fundamental cornerstone of our society and therefore of the
legacy we leave to coming generations (p. xviii).

The Report goes on to say:

Schools do not exist in a vacuum; children also, who are growing up in a milieu of
constant change, are being buffeted by this environment. The education
community is thus faced with a critical choice: it can drift along with the tide or
steer a course through it. The first choice means trusting the future solely to the
elements of chance. The second requires a determination to help shape what the



future will be, even if it means initiating substantial change now (p. 28).
The apparent intent is for the education system to become more sensitive to the developing needs
of its clientele as societal expectations and demands change, thereby making the educational
system more relevant. Tye (1990a) talks of a similar theme when she discusses what she terms
the "deep structure of schooling", or how societal perceptions determine what schools are
supposed to be and how that determines what a school does. As Tye (1990a) notes, "[t]he deep
structure changes very seldom, and only when the society at large is already leading the way" (p.
36). The shift in Newfoundland and Labrador society to a more global orientation and the need
for our education system to reflect this is an example.

The global characteristic of our province is recognized by the Royal Commission on

as "changing i istics",

Education. Many of the changes in society are

a "heightened awareness of the rights of individuals and groups", "increasing global

", and " ing cultural diversities” (pp. xv, 27). Concern is expressed in the

Report that students in Newfoundland and Labrador are not being prepared adequately for the
new challenges in society or to take their productive places in the new economy. Here the

between ion and ic goals is stated overtly, providing direction for

curriculum development in this province.

Becker (1990) writes that effective citi ip, or individuals who ibute positively
and meaningfully to society, must have a global perspective and be well informed and concerned
about the issues related to the condition of our planet. He notes that global dynamics impacts all
of humanity and must be addressed within schools: "Given this circumstance, the global

dimensions of current curriculum offerings need to be improved and expanded” (p. 68). Although

10



writing about the American educational system, Becker's ring true for our pi

context as well:

Preparing students for living in a more pluralistic, intertwined international system
requires new competencies and skiils that are interdisciplinary and not culture and
nme bound. Students need to be exposed to information from a variety of cultural,

I I, and gend lated p They also need opportunities to learn
skills that will enable them to ana.lyze pmhlems evaluate contending policy
positions, and take effective action to change conditions that threaten life on planet
Earth (p. 70).

Subsequent reports since the 1992 Royal Commission Report have stressed this need.
There is now a concerted effort to provide an education system which is more relevant to the
current global context in which Newfoundland and Labrador must contend. The development of
students with a global outlook and the capability of operating in a global context is paramount for
Newfoundland and Labrador schools. In this context, promoting global education within schools

and the curri areas is not only appli or desirable, but necessary. As is

noted in the Report:

The education system here, or anywhere that adequately prepares youth for the

future, cannot be compromised by an insular view of the world. We must

construct bridges, not perpetuate social or intellectual isolation (p. xviii).
Bridge construction is a primary aim of global education.

Adjusting the Course, Part [I: Improving the Conditions for Learning was released in
February, 1994. This document provides a blue print for curriculum changes which are presently

underway and continues forging the i link between ion and

development:

A strong case can be made that reaching higher levels of educational achievement
can, in itself, yield considerable economic and social g,am A hlghly educated
society is likely to be more ble to changing less likely

11



to be content with low levels of economic activity, less dependent on social
programs, and generally more self-confident and self-reliant (p. 5).

There are also elements relevant to global education which are highlighted in this section.
It is noted that goals for the revamped education system would be an emphasis on achievement

and i P! . The term i " is also meant to include "understanding

broad concepts, ability to analyze and synthesize knowledge, ability to think critically, and
understanding the processes involved in generating, locating, and utilizing knowledge" (Adjusting
the Course, 1994, p. 2). Other goals occur in the personal and affective levels: "These include
self-esteem, ability to live and work independently and in cooperation with others, respect for
those of different race, religion, gender, or ethnic origin, and development of ethical and moral

values” (Adjusting the Course, 1994, p. 2).

From these goals, expected include “high self- ", a natural

to "high levels of academic achievement". Secondly is “increased adaptability or independence”
deriving from "the ability to locate and utilize knowledge or from knowing how knowledge is
generated”. This would also lead to a third outcome, a commitment to "lifelong learning”. A final
outcome would be "increased tolerance and respect for others”, “associated with the development

of analytical and critical thinking capacities because these, in turn, have to do with rationality,

p to suspend j and similar attributes which broaden an
individual's view of the world" (4djusting the Course, 1994, p. 2).
These goals are anticipated to be "developed through study of the major subjects of the

curriculum® (Adjusting the Course, 1994, p. 2). Also, although referring to intellectual capacities

and readiness for leaming, the comment regarding providing an environment for all students is

12



another global characteristic: "As a final note, it must be recognized that schools must be
inclusive environments, in which provision must be made for all students" (4djusting the Course,
1994, p. 3)

Adjusting the Course, Part II (1994) stresses the need for a more relevant curriculum
content and indicates that a "comprehensive review of the senior high school program will be
conducted" to ensure desired goals are attained (pp. 17-19). This stems from the acceptance of
curriculum as the primary means by which change may be realized: "The curriculum is the vehicle
through which the desired outcomes of schooling are conveyed. The curriculum represents the
required body of knowledge, skill and understanding which students are expected to acquire
during their school years" (p. 15).

Directions for Change: A Consultation Paper on the Senior High School Program,
released July, 1995, marks the beginning of change in the curriculum of this province as
Newfoundland and Labrador is merging its current program with other Atlantic provinces to
develop a common curriculum. Within this document it notes how Adjusting the Course, Part II,
stresses the need for students in this province to prepare “for their future roles as contributing
members of the global society" (pp. 1-2). As a result of this, courses with a global focus are being
scheduled for both the social studies and literature domains. A new course, Global Literature
2204, is being developed with the potential for a second course being developed should interest
warrant (pp. 65-67). This shows the recognition of global education as important to students in
this province as they prepare to operate within the global economy. As well, the study of
literature from a global perspective is now being recognized and accepted as an integral part of

curriculum.

13



tions of the Study

Although this is a study of the senior high English language arts curriculum, the focus is
upon the impact of globalization upon the study of literature. As such, other components of the
language arts curriculum are not within the scope of review. That is not to suggest that other
components of the program are not valid or worthwhile in their own right, but the emphasis is
solely upon literature.

The globalization of any curriculum area is accepted as perfectly valid, even laudable. In
fact, the area of literature is ideally suited for a global approach. The concern here is not that the
English language arts curriculum has been globalized, but that, rather than enhance the literature
component, the senior high English language arts curriculum as is currently presented has the
potential to be detrimental to this area of study.

Finally, another limitation upon the study is the bias of the writer as a teacher of literature.
The assessment of the English language arts curriculum is based upon the premise that the
potential exists for the study of literature to become weakened and students will not be offered
the opportunity to experience what is great and worthwhile in literature. An emphasis upon
utilitarian concerns would pose a great risk to the aesthetic appreciation of all that great literature

has to offer.

Conclusion
The implementation of courses with elements of global education in Newfoundland and
Labrador is a product of the times. The impetus for change in education has been driven by a

desire to make all areas of the province economically viable. From the Royal Commission on the

14



Economy in 1986 to the curricular changes a decade later, endeavors have been made to make the
education system more reflective of the social and economic realities. One of those realities is the
manner in which this province has been drawn into the interdependent fabric of the world as
nations now operate and conduct business on a global scale. Consequently, an education with a

global focus would better prepare individuals to function within such a setting.

is



Chapter 2: Review of the Literature

Introduction
Global education is a relatively recent approach to learning which has come to prominence
with the increasing interdependency of nations. As a result, the literature on global education is

not extensive. Part of the problem, as outlined by McCabe (1997), is the matter of definition: "A

single, i accepted ition of this ive does not exist" (p. 41). Yet, there are

clearly identifiable characteristics of global education which can be gleaned from the writings.

A Review of the Essential Elements of Global Education

A reading of the literature concerning global education identifies distinct characteristics
which are central to a global approach to curricula. These characteristics operate not only as
signifiers of this mode of thinking, but also as crucial elements of instruction. The essential

elements of global education may be categorized into three divisions: humanitarian

characteristics, proactive learner and i ive il pp!

L. Humanitarian Nature

The descriptor "humanitarian" implies a concern for the well-being of all of humanity.
This applies to the global approach to education as a central goal is the improvement of the
human condition, both in terms of the individual and interpersonal relationships. Three elements

which illustrate this are the i to holism, i ism, and inclusion.




a. Holism

Holism derives from the phi that all of life is i Miller (1988)

provides a detailed analysis of the holistic view of the world and the role of man within it. In his
discussions, Miller outlines the basic nature of the world as a series of systems, which he terms the
“interconnectedness of reality", and the need for humanity to become more aware of its role
within this reality. Hanvey (1982) and Pike and Selby (1988) expand upon this concept of the
world by illustrating how our lives are caught up in the systems of nature, economics, politics, and
culture which impact upon us. By understanding these systems, or at least becoming aware of
their influence upon us, we begin to understand more completely the true nature of our existence.
Anderson (1990b) writes that scholars from many disciplines are now viewing the world
from a systemic perspective: "Today, many scholars see the social world to be a singular,
complex, albeit little-understood, global system. Eric Wofl, a prominent social anthropologist,

says, 'the world of humankind constitutes a manifold, a totality of interconnected processes (p.
30). Menchions (1997) expands upon this idea and places man squarely in the center of this

reality, thereby identifying an obli between the indivi and his/her environ: "There is a

role for me, and 1 am an integral part of the whole" (p. 47).
The holistic view of life has implications for learning as well. Moore (1992) writes of the
inherent desire for wholeness within humanity, in which "[w]e are invariably uncomfortable with
fragmented existences, tolerating them if we see no alternative, but looking out for wholeness all
the same" (p. 24). The connection between holism and global education is made by Dhand (1991)
when he states that global education is a holistic approach as a primary goal of global education is

to unite humanity into a cohesive unit. Urso (1990), as well, highlights this connection: "[I]n the

17



words of one teacher, 'Global education is important because it provides a holistic approach,
where children are educated not only in academics, but also as contributing members of our
society, our country, and our world" (p. 103).

Miller (1988) concurs with Moore's commentary on the fragmentation of our daily lives:
"In our world we compartmentalize to the extent that we no longer see relationships" (p. 1). Itis

through the need for these relationships that Miller provides a definition of holistic education:

The focus of holistic ed ion is on i ips -- the i ip between linear
thinking and intuition, the relationship between mind and body, the relationships
between various domains of , the ionship between the indi

and the community, and the relationship between self and Self. In the holistic

curriculum the student examines these relationships so that he/she gains both an

awareness of them and the skills necessary to transform the relationships where it

is appropriate (p. 3).

The importance of the holistic approach to education is apparent in this definition. The
emphasis is upon the development of self who, when equipped with appropriate skills, is able to
make a difference. For the curriculum, holistic education attempts to connect the individual with
the subject matter, thereby making the material less abstract and more relevant to the student
(Miller, 1988). The end result is provided by Urso (1990) when she states that the holistic nature

of global education is that it focuses upon educating the whole student, the heart as well as the

mind (p. 103). This recognition that the individual has to be the focal point of the learning

process Pike and Selby (1988) refer to as stud d or | d i Here
the humanitarian concerns are clearly stated; the focus is upon developing the whole child, an
individual in tune with the systemic nature of the world who is capable of reaching out to effect

change where necessary.
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b. Multiculturalism

Multiculturalism, or the recognition of diverse cultural groups within society, is a second
element of global education. Singer (1994) notes that multicultural education has as its basis the
concept of "multiple perspectives”, believing that the contributions of all peoples to society must

be i . The of multi ism is that it "allows students and teachers to

explore similarities and di in human ience" and provides "an expanded and more
detailed picture of the social, cultural, and intellectual history" of our society (p. 286). Writes

Singer: “But by ing a multi i are making a that we

take the divisions in . . . society seriously and that we are committed to bridging them" (p. 288).
The connection between a multicultural approach to education and global education is also
presented by other writers. Tye (1990a) and Tye (1990b) note that cross-cultural and

multicultural awareness are elements of global education. It is a natural extension of the goal of

ping an i for and ing of individ with differing cultural histories.
Cole (1984), as well, stresses the strong connection that exists between multicultural education
and global education because it enables students to understand diversity while exploring
commonalities. The end result is a reduction in stereotypical thinking which helps solidify cross-

cultural communication. Price (1992) concurs with this sentiment, adding that the ability to

| thinking in i institutions will result in greater return on the

in the i and moral of our youth.
But three areas of caution are noted with regard to multicultural education. Starr and
Nelson (1993) warn of a need for a distinction to be made between multicultural education and

global education. For them, global tends to be more universal in orientation while
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multiculturalism may have the tendency to focus more narrowly upon local or national conditions
(pp. 12-13). Therefore, the impetus upon the global teacher is to avoid the narrow pitfall of
nationalistic or regional agendas and focus upon a truly global perspective.

Secondly, Noseworthy (1992) cautions that care must be taken with a multicultural
approach for a different reason. She advocates the positive aspects of multiculturalism,
emphasizing the need to view it in a positive light. Noseworthy believes the concept of
"tolerance" is woefully inadequate because that, too, tends to limit the contributions of the variety
of cultures in this society: ""Tolerance' implies putting up with something unpleasant while the
multiculturalism of Canada must be viewed in a positive light, celebrated and enhanced" (p. 21).
Consequently, multicultural studies have to be centered upon experiencing the differences of
culture, not merely studying them.

The concept of a multicultural perspective is presented in another differing light by Hillis
(1993). He warns that a narrow perspective is potentially dangerous: "Teachers should recognize
that the mainstream curriculum is both a product and a perpetuator of dominant group hegemony"
(p. 51). There has to be a broader, more inclusive approach to education which recognizes and
promotes the contributions of all members of society. Hillis notes that a multicultural perspective
should be viewed as a manner of seeing, not a teaching method; this is what he believes to be
fundamental to schooling in the twenty-first century. He adds that such a perspective should have
a transforming effect rather than being merely an additive to the curriculum: "Schooling that is
productive and transformative presents students with material from diverse viewpoints and
teaches them to construct their own interpretations of social reality" (p. 52).

Multiculturalism is a societal reality. Singer (1994) writes: "Culture is a dynamic force
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that is reshaped through experiences generated in political and social struggles and through group
interaction” (p. 285). And the interactions of diverse cultural groups around the world are
creating a global culture. Anderson (1990b) notes the homogenization of a global culture as
many countries are rapidly developing pluralistic societies linked to other nations by commonality
of language, religion, race, or culture. However, she notes, this does not eradicate the "rich array
of distinctive regional, national, local, ethnic, and religious cultures” (p. 16) which exists.
Therefore, in the global community, societies are being transformed and shaped into cultural
entities molded by the interactions of a plethora of cultural attributes and perspectives. All of this

has an impact upon the Newfoundland and Labrador context as our society is quickly becoming

more culturally diverse and ic and i draw our residents into

greater contact with our global neighbors.

c. Inclusion

Shoho and Katims (1997) define inclusion as "creating learning communities that
appreciate and respond to the diverse needs of all students" (p. 29). The impetus here is not upon
identifying those with differences, but in creating an environment in which all feel welcome and of
value. Global education is an instructional approach which seeks to include all learners in the
educational process; this includes those with cultural differences and physical and learning
differences.

The case for inclusion of all cultural groups is apparent from the emphasis placed upon
multiculturalism in global education. The value of learning about and experiencing other cultures

is only enhanced by representation of such groups within classrooms. Noseworthy (1992)
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reinforces this when she comments on the need for inclusion of immigrant students into the
curriculum and classrooms of schools in this province. This, she notes, brings much information
and insight into the wide variety of cultural experiences the world has to offer, much more than
prescribed texts could. In addition, parents of immigrant students are eager, too, to share their
experiences, stories, and knowledge with others, a ready resource in the surrounding community.
Writes Noseworthy, “[w]hat better way to enhance global awareness than to seize the opportunity

for cross-cultural understanding first hand” (p. 20).

But inclusion in the global is also for dif in physical ilities and
learning ilities. Write in and iecki (1997):
By ing our and ifying our i i ion, and

assessment for students with varying needs, we can help ensure that all students
will be provided with equitable educational opportunities and will find success in
an environment that promotes diversity (p. 38).
This success is documented by Shoho and Katims (1997); the benefits of inclusion include greater

sense of emp for indivi i sense of worth, greater sense of acceptance, and

lower sense of alienation (pp. 33-34). One of the means of achieving this is through the
implementation of cooperative learning groups which reduces the sense of competition and
increases the opportunity for success for all participants (Popp, 1987, p. 150). As Lehr (1984)
indicates, the sense of community developed enables students to learn together, rather than try to
out-do each other.

The value of inclusion is summed up by Singer (1994): "Gender, race, ethnicity, . .
physical ability, and religion -- the shared group experience and the private personal experience --

all contribute to the way that people see the world" (p. 286). The real value of inclusion is the
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then becomes the true microcosm of

shared i it brings to the The

society through which students are able to develop an appreciation for diversity and of others.

2. Proactive Learner Outcomes

As with any philosophical approach to learning, global education has specific gaals it
wishes to achieve. These outcomes are attitudes, traits, and skills which are developed within
students as they participate in set learning activities. Included are the development of perspective

consciousness, cognitive skills, and action orientation.

a. I of Perspective Ce

Perhaps the most readily apparent element of global education is its focus upon the

and of more than one

of i i this is the

point of view regarding any given topic. if ized is the ition that one's own
perspective is just one among many and, as such, is valid only as another perspective, not as the

sole arbiter of truth. Urso (1990) provides a definition for

[M]oreover, global education emphasizes the need to develop 'perspective

consciousness', which generally means that we can recognize the existence of more

than one valid point of view, and that we learn to see the world from a number of

different perspectives (p. 102).

Such an approach to education has a profound impact upon how classes, schools, indeed
systems of education, operate. An acceptance of this approach implies that there existsa

conscious awareness that students have to develop an acceptance that their points of view are not

necessarily always correct. Write Vann and Kunjufu (1993): "Schools are powerful institutions.

23



They teach, socialize, and indoctrinate. They can dispel myths or perpetuate them" (p. 491).
Consequently, schools that strive to develop perspective consciousness have as a major goal a
desire to produce students who have a high level of acceptance of individuals with alternate
opinions

Tucker (1990) provides an insightful thought ing perspective: "The

problem, however, is that you cannot really develop a profound self-knowledge without an

understanding of others, especially their point of view toward you” (p. 115). Such a perspecti

indicates the true value of ing perspecti i an ing and
of others translates into an understanding and acceptance of self. This is reflective of the holistic
flavor of global education.

But the ultimate goal with the P of p i i is a greater

understanding and appreciation of others. This extends to others of differing opinions, religions,
cultures, countries, or races. Herrera (1992) writes that, in order for meaningful interaction to
occur among peoples, there must be certain elements present. The larger group must have
respect for all members of the social group and an "uncritical acceptance" of the varied ways of
living has to take place (p. 177). The mutual appreciation of each other’s humanity places all
members on an even plane.

The mutual appreciation proposed by Herrera (1992) has to be developed within students
in schools of today. Too many of the courses offered by schools in Newfoundland and Labrador
fail to reflect the true nature of the society in which we live. As Price (1992) notes, schools have
to “respond flexibly and creatively to students' needs" (p. 211). The problem is that materials

used in schools are not reliable as "texts are rife with glaring omissions, cultural stereotypes, and
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misrepresentations of . . . histories” (p. 209). Carter (1990) concurs with this and writes that the
times dictate that
we consider the perspective of those indigenous to the cultures of all stakeholders,
understanding that a specific point of view is often shaped by the viewing point.
‘We must accept the interrelationship of our futures and share the responsibility to
prepare students to critically assess information gathered across time and cultures
(.- v).
From this perspective, it is apparent that all voices within society must be heard to provide a fair,

balanced, and honest reflection of the true make-up of our cultural histories.

Specifically, an ethnocentric approach to the study of humanity is detrimental to a global

perspective and the of i i Vann and Kunjufu (1993) note
that a Eurocentric view of the world is not truly reflective of the multicultural mix of peoples and
cultures. Too often the curriculum deals with the contributions of the dominant groups,

practically ignoring the significance of the minority groups. Wood (1991) concurs when he writes

that the ion system has an i on American and northern-European points of view
which "distorts our view of the globe we inhabit" (p. 10). He adds:

Global education can no longer be viewed as a secondary consxderauon ‘we must

recognize that it is central to who can cope with

the modern, interdependent world Our task is to develop individuals who can
and resolve a mulf issue in which there is right on all sides

(p- 10)

This is the reason why the of | i i is so i to global

education.

b. Development of Cognitive Skills

Global education requires individuals to do more than learn facts or information and store
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them away. An essential component of this approach to education is the call to action. However,
to make the involvement of individuals effective, there is a need for the development of adequate
cognitive skills to make informed choices. This is achieved by the development of critical thinking
skills and an emphasis upon problem-solving in global instruction.

Critical thinking is defined by Case and Wright (1997) as "the thinking through of any
‘problematic' situation where the thinker seeks to make a judgement about what it would be

sensible or reasonable to believe or do . .

by making appropriate use of intellectual resources
.." (pp. 13-14). The definition highlights three important features: “thinking through" a

situation, making a j and using "i " All of this implies the

development of a cognitive ability to evaluate data, the willingness to take calculated risks, and
the acquisition of skills. These are essential criteria for critical thinking.

Howard (1992) emphasizes the need for developing such cognitive skills when he writes
that critical thinking skills are of utmost importance for the youth of today and tomorrow. Such
skills form an integral part of a system of education:

The primary goal of global education is to help our students develop the skills and

attitudes necessary to live in a world which faces great economical and ecological

challenges . . . . That requires confidence in one's ability to find solutions. Such
confidence can only come from practiced problem solving, an ability to see issues

from other perspectives and an opportunity for success in small everyday matters

(p. 20)

Boston (1990), too, forges a connection between critical thinking and perspective
consciousness, uniting two of the most central elements of global education. He notes that

“exploring the concept of multiple perspectives develops critical thinking and can lead to richer,

more respectful discussion of issues" (p. 92). This notion is continued by Lamy (1990) when he
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states that the skills of critical thinking and comparative inquiry are central to the teaching of
global issues (p. 54). Adds Lamy, "[a] global education program must prepare students for the
future by introducing them to a wide range of analytical and evaluative skills" which will enable
them "to understand and react to complex international and intercultural issues" (p. 55). This is
an absolute necessity given the increasing cultural diversity of our society and the continual
integration of the Newfoundland and Labrador economy into the global setting.

Moore (1992) brings to the picture an enlightened version of high-level thought which
must be instilled in students. He notes that too often creativity is thought to belong to those
artistically inclined, but all of us have the ability; the task is to find that within us to make us more
aware of connections and interrelationships which, in turn, would make us more positive
contributors to society (pp. 25-26). Such creativity belongs not solely to the field of art, but to
the world of science, social studies and, without a doubt, to the world of communications.

and i to indivi of different cultural, religious, or social

backgrounds would alleviate much of the tension and misunderstandings which occur in today's
society.
This is a theme expressed by other writers, such as Becker (1990) who writes of the need

for "teaching high-level thinking skills" in an hanging, complex, ical era (p. 81).

Here Becker recognizes the need for individuals who are aware of the complexity of today's world
and are equipped with the necessary skills to adapt to and successfully operate within these

confines. Similarly, Lamy (1990) continues to stress the i of ing critical

thinking abilities in students, emphatically stating that "it should be the goal of every global

education program to prepare students to critically assess information gathered across time and

27



cultures and then formulate an agenda for policy action” (p. 55). Here the systemic

inter ionships which are il i the area of global education become

apparent. Lamy's statement reiterates the need for the defined process to education as students

collate data; contributions from a variety of experiences and perspectives are compiled for

"comparative analysis" (1990, p. 61); and when evaluated within the framework of the critical

mind, there emerges an impetus for action.

¢ Development of Action Orientation

Lamy (1990), in his summary of the need for perspective consciousness, writes,
"[t]eachers and their students must be prepared to see each issue from a variety of worldviews
and then, after this critical assessment, make their choices” (p. 63). From this one can assume
that another element of global education is a desire to inspire its participants to action. Kirkwood
(1990), in a discussion of global education activities in Dade County, Florida, states that students
were to think global, but act local (p. 154). The emphasis is upon acquiring the prerequisite skills
to enable one to try and effect change where it is most readily apparent, within one's own
surroundings. As well, the fact that skills are involved leads one to assume that action must occur
for skills are developed for use in achieving a desired aim.

The idea of action as crucial to the success of global education is noted by Pike and Selby
(1988) when they state that students of global education have to be made aware that actions they
make locally have implications, sometimes on a global scale; any or no action has repercussions.
The message is that individuals have to be encouraged to at least make the effort. In connection

with action is a further aim of increasing an awareness of the need for becoming more effective
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participants in decision-making and involvement (p. 35). “Non-participation and inaction in the
global system is not possible", write Pike and Selby (1988), for "knowledge, attitude, and skills"
impact our actions and decisions (p. 70).

The notion of the interrelationship of skills and action is examined by other writers as well.

Lamy (1990), in a review of Hanvey's ization of global i thata

sound global education program "must introduce students to strategies for participation and
involvement" in issues, for "[c]Jomprehensive global education efforts should emphasize the
relationship between global issues and local concerns” (p. 55). In this way students have the
opportunity to practice skills acquired and explore attitudes and opinions developed. Lamy
(1990) goes on to write that a major focus of global education has to be the formulation of a plan
of action; knowledge, skills, and awareness is not an end in itself, but a means of achieving
ultimate goals (p. 55). Using this as a guide, one can then make the assumption that action is not
haphazard nor piecemeal, but a focused, concerted effort methodically arranged to achieve a
specifically delineated goal. Such an approach quickly reveals the degree to which the
development of appropriate cognitive skills play a central role because, without the necessary
skills, actions may be ineffective.

The end result of instruction from a global perspective is "social activity" designed to
counter injustice and inequities (Miller, 1988, pp. 17-18). Although gleaned from a discussion of
holism, an obvious connection exists with the notion of action as an important element of global
education. The result of a holistic approach to leaning is to try and make a difference, to try and
rectify perceived wrongs, which is action. Menchions (1997) reiterates this theme, too, as he

comments on the systemic nature of the world and how education should be relevant to students.
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Without meaningful attachment to the material under study, effective learning and a desire to act

will be negated.

3. Instructional Approaches

Global education is indeed a systematic method of providing learning experiences to
participants. In fact, clearly delineated modes of instruction are the means by which terminal
educational objectives are met. The literature on global education reveals three distinct methods
of instruction: resource-based learning, cooperative learning, and an interdisciplinary approach.
These elements are succinctly outlined by Tye (1990c) when he writes of the goals of global
education

We see global education as a movement with the potential for promoting . .

interdisciplinary planning and teaching, the development of critical thinking

abilities, the use of the community as a learning laboratory, cooperative learning,

and intrinsic motivation of student learning (p. 2).

As well, all learning experiences ought to be evaluated through the use of flexible assessment and

evaluation techniques.

a. Resource-Based Learning

"Global education that taps into the local community is global education at its best", writes
Anderson (1990a, p. 125). Such an observation places global education solidly in the camp of
resource-based learning. This is a continuation of the notion of connections between local and
global settings, except here the emphasis is placed upon utilizing the resources at one's disposal.

Anderson continues, stating, “[i]t enhances student learning about 'things global' by providing
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opportunities to explore global events and trends in their local manifestations. Hence, the
impersonal and complex global issues are made more concrete and personal” (p. 125). This
enables students to operate in "an accessible laboratory" to explore "universal processes and
conditions" (p. 125). Therefore, the concept of resource-based learning which has become an
important instructional approach in this province becomes a complementary instructional
approach for global education.

Resource-based learning means information comes from a variety of sources, including the

students . This any itic accepted notion that information comes
only from the prescribed curriculum materials or the teacher. Writes Tucker (1990), "much of the
content of global education enters the classroom through students. Student beliefs, knowledge,

and experiences are i i il aspects of global ion as our become

more international and multicultural” (p. 113). This connects with the humanitarian nature of
global education as the emphasis is placed upon developing students who are more understanding
and culturally aware.

Students who are skilled in resource-based learning also make independent learners and
competent problem-solvers who are adept at utilizing the resources around them. This is another
major aim of global education. The idea of improved analytical skills is reinforced by Tye (1990a)
when she emphasizes the need for globally aware students to make use of the resources within
their surrounding communities, referring to this practice as a "natural expression of global
awareness education” (p. 45). Students exposed to practical opportunities to experience
successful problem-solving situations become more adept at finding adequate solutions to

challenging and complex problems. Kirkwood (1990) writes that participatory skills, along with
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student inquiry and reflective thinking, make global education an exciting educational approach

(p. 155). However, resource-based learning can only occur if those responsible for instruction are
prepared to develop such instructional approaches. "Teachers who work to incorporate some
global awareness into their teaching tend to make greater use of community resources than has
been customary . . ." (Tye, 1990a, p. 45).

Another of the based learning app! h is the links forged between

school and community. This is expressed by Urso (1990) as an off-shoot of the relationship
between global education and the community. Each member and many groups of society have
much to offer and are willing to contribute. This, in turn, provides an invaluable resource to
students and ties the school closely to the community (p. 103). Such positive relationships

provide healthy envi in which i i experiences occur. This is

illustrative of the concept of community support fostered by global education as examined by
Anderson (1990a) in which the interrelationships among school, community, student, and resident
are interrelated to such a degree that divisions and lines of demarcation become blurred. In such

an environment learning opportunities are optimal.

b.  Cooperative Learning

C ive learning izes the need for indivi to work together at problem-

solving tasks. In brief, such an approach stresses the need for communication, cooperation, and
mutual respect. Becker (1990) recognizes the need for strong communication and social skills if
one is to be competitive in such a fluid social environment. For him, cooperative learning

strategies are essential elements of global education programs:
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Cooperative learning methods assume ity and

learning opportunities. They are better designed to cope with the diverse needs of
students and the requirements for success in an interdependent world.
Cooperative learning is an important element of global education (p. 81).

This is further expanded by Dhand (1991) when he states that global education requires
quality learning experiences and this is where the role of cooperative learning strategies come into
play. The benefits of this instructional approach go beyond individual students to include others.
According to Dhand (1991), cooperative learning is

the most powerful way to increase achievement, enhance self-esteem, promote

positive attitudes toward teachers and school, develop respect for other students,

facilitate cognitive development, and increase intrinsic motivation and student's

ability to interact and work with other students toward common goals (p. 78).

This is important for global education because, in addition to the characteristic of cooperative
learning benefitting all learning levels, research has shown it also results in an improvement of
tolerance (Dhand, 1991, p. 79). However, again, Noseworthy's (1992) concept of tolerance must
be kept in mind here to realize that the ultimate goal is not mere acceptance, but a genuine
appreciation for others.

Tye (1990a) writes that cooperative learning is an essential element of global education:

" . I can hardly imagine how teachers could introduce global perspectives into their curriculum
without using some forms of small-group work" (p. 45). The apparent connection between global
education, cooperative learning, and student development is made. This is further explained by
Miller (1988) as he notes the importance of cooperative learning to holistic education, a
component of global education:

The holistic curriculum should foster connections between student and community.

The most immediate community for the student is the classroom, and cooperative
education with its emphasis on learning teams attempts to foster community within
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classrooms (p. 114).
Cooperative learning is better, he adds, because students learn better in group settings; a sense of
belonging, a vital part of holism, is violated by isolation (Miller, 1988, p. 115). This view of
education also has strong overtones of resource-based learning in which the sense of community
plays a vital role in the learning process.

The connection to cooperative learning, as well, is evident here as a holistic approach
requires a variety of instructional techniques: "Real-life issues can best be taught from a holistic
perspective, bringing the various disciplines to bear on one issue and incorporating many

modalities of learning, such as si ions, role playing, iential learning, and i ion of

the arts" (Urso, 1990, p. 103). Cole (1984), as well, notes that global education does indeed
require a cooperative approach with appropriate knowledge, skills, and attitudes (p. 154). This,
for him, could be acquired through further in depth study among the various disciplines within

schools, making global education interdisciplinary in nature.

c. Interdisciplinary Approach

A to based learning is the

iplinary nature of global
education, as is noted by Anderson (1990a) when she writes that a resource-based approach
promotes cross-curricular activities. Any instructional approach which utilizes the vast array of
resources within the surrounding community naturally ventures beyond the restricted confines of
specific curriculum areas and becomes interdisciplinary. Tulk (1992), as well, emphasizes the

interdisciplinary nature of global education: "The approach of infusion across the curriculum

serves as an umbrella for co-operative learning, critical and creative thinking, problem-solving,
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conflict ion and il i (p- 17). This summarizes the crucial aspects of
global education.

Becker (1990) advises that an interdisciplinary approach is often the best:

The many opportunities available to integrate an international perspective into

existing, discipline-focused courses should not blind us to the fact that many of the

issues and events that demand our attention lend themselves to interdisciplinary

approaches (p. 80).
However, Lyons (1992) makes a stronger case for an interdisciplinary approach when he writes,
"the global perspective approach is to identify and develop a number of key concepts and issues
and to infuse both concepts and issues into the existing content areas and cross-curricular
activities” (p. 10). For Lyons, it is not enough to recognize the manner in which global concepts
can be taught, they have to be infused into existing curricula and across curricula to make them
relevant and poignant.

But for some educators, an interdisciplinary approach is not merely an option for

instruction; it is an absolute imperative in today's i instituti Writes Tye (1990a), an
interdisciplinary approach to global education is essential: "None of the contemporary problems
and issues that cut across national boundaries can be studied by using one discipline alone"

(p. 45). Boston (1990) continues, "[t]he interdisciplinary nature of global education content can
help unify traditionally fragmented departments, grade levels, and programs around a common
purpose” (p. 92). As such, cross-curricula approaches help create a sense of holism in education

Tye notes (1990c) that it is accepted that global education is a social movement and, as

such, its desire is to have particular attitudes, knowledge, and skills instilled in its participants. Its

interdisciplinary characteristics are outlined when Tye writes, "[n]either do we wish to confine
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global education to social studies. Rather, global education calls for the infusion of a global
perspective into all curriculum areas" (p. 5).
Anderson, Nicklas, and Crawford (1994) state that global education is clearly

interdisciplinary for it "draws on the humanities, the sciences, and the social sciences” (p. 3).

They continue their di ion of their for global
Not only does the allow for i and i isciplinary
attention, it demands it. All i areas and i institutions must be

involved if our progeny are going to be able to meet the challenges that we, their
ancestors, bequeath to them (p. 4).

d. Flexible Assessment and Evaluation
Devising a finite definition of evaluation is a difficult task as it may represent many things

to many people, as is shown in the differing and evolving profiles of evaluation which have been

developed. Clark (1986) notes that the purpose of ion is to ine the i

needs of students, not just reporting results. Another definition, presented by Glasman and Nevo
(1988), includes the aspect of judging the merit or worth of an exercise. However, the most
inclusive definition is one put forth by C. E. Beeby (1978, cited in Wolf, 1990), which defines

as "the and i ion of evidence, leading, as a part of the

process, to a judgement of value with a view to action” (p. 3). This particular viewpoint of

because it izes the fact that a critical component of the evaluation

is imp:
process is the evaluator's interpretation of data collected and, also, that the resulting finding
requires some action upon the part of the evaluator. From this perspective, evaluation is

transformed from a mere compilation of a series of numbers determining where an individual falls

in relation to an arbitrarily assigned grading scale or a pre-determined norm, to a means of
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informing an individual of how he/she is progressing in the course of study. The evaluation

process then firmly places the student in the forefront and zeroes in on specific areas that need

attention to enable him/her to complete the desif jectives. For Pike and
Selby (1988), a stud tered method of ion is ideally suited to the aims of global
education.

Evaluating the progress of students is a necessary component of the educational process,
but has been misused and often misunderstood by both students and evaluators. Wiggins (1988)
writes that grades are too often composed of vague criteria, leading to confusion among both
teachers and students so that the exercise becomes meaningless. Assessing student progress is

tricky business and a balanced approach is essential. Miller and Seller (1990) classify evaluation

into two distinct istic types: scientistic and istic. The former is the type in which
student progress is monitored according to strict terms and the accumulation of a set score is
easily devised by dividing each task into a specific percentage of the entire grade. Test scores are
an important component of this grade. Humanistic evaluation also includes the compilation of
grades, but takes into consideration other pertinent information as well, such as the individual
student's actions, interests, efforts, and attitudes. The evaluator employs a more subjective
approach to the task and information used is more qualitative than quantitative.

Wolf (1990) notes that it is important to use a variety of techniques to ensure evaluation
validity and reliability. Here he stresses the idea that, unless a variety of data collecting methods
are employed, the evaluation process is not accurate and a true assessment of the student's

progress has not been provided. Doll (1989) adds that evaluation methods should be

with i ination, skill, and i % isting of and various
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media, some of which may have to be invented" (p. 246). Doll's use of the words
"appropriateness" and "invented" show his line of thought in that the form of evaluation must
conform to the needs of the particular educational experience, not the reverse.

Doll's concept of conformity to student needs is reiterated by Goldberg (1992). Goldberg
notes that adults have myriad ways to express themselves, but student expression is usually
limited. Throughout the literature there are numerous ways indicated as completely viable means
of evaluation. These include writing assignments, projects, assigned work (both classwork and

homework), and journals. Activities such as mock trials, drama, and field trips are also ways of

capturing learning in action. Student ibutions through self- and peer
can be used to provide an insight into how the students themselves feel they are progressing. This
could be beneficial to teachers as a means of evaluating teaching strategies as well. Teacher-
student and/or teacher-parent discussions can also provide invaluable information into student
comprehension. Radford (1990) promotes observation as a very important method of assessing
student progress, so important "its mechanisms need to be identified and app