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Copyright 
 
Copyright (c) 2001 by Dan Lukiv. All rights reserved. No part of this publication may be 
reproduced, transmitted in any form or by any means, electronic, mechanical, 
photocopying, recording, or otherwise, or stored in a retrieval system, without permission in 
writing from the author. 
 
 
 
Each chapter of this publication has appeared in one or more of canadian content, *spark, 
Teacher, The Alberta Teachers’ Association Magazine, Arnazella (USA), The Electronic Magazine of 
Multicultural Education (USA), Children International (England), and Students On The Net 
(Singapore).  
 
Students On The Net publishes my weekly educational column, entitled “Lukiv’s Corner for 
Educators,” which receives official endorsement from Lycos Asia.  
 
 
 

Many thanks to Gerry Hogan, who showed me 
the true spirit of secondary alternate education   
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Forward 
 

Sometimes quotes in one chapter are also found in one or more other chapters. I hope this 
occasional repetition doesn’t bother anybody. 
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Chapter One: Sunglasses and Evaluation 
 

 Do you own a pair of sunglasses? If you do, consider putting them on...There. Does 
the world look different now? Let’s proceed one step further. Sunglasses come in shades of 
yellow, blue, red, green--and probably a great variety of other colors. Doesn’t each color 
make the world look different? I could say that our choosing to wear one color over another 
is arbitrary, and, therefore, how the world looks to us is arbitrary. 
 We do a lot of things arbitrarily. A teacher’s choosing a method of evaluating his 
students is one example. In Wassermann’s case study called “It’s up to You, Mrs. Buscemi,” 
Mrs. Buscemi, a math teacher, chooses to evaluate her students according to a formula. In 
the case of a student named Adam, here is his mark calculated: “Five major tests: 50%, 37%, 
42%, 48%, 40%. Assignments: 40%. Class participation: 40%. Total: 297 [divided by] 7 = 
42.43%” (1993, p. 159). Call this mode of evaluation green sunglasses. 
 Should that arbitrarily chosen procedure prevent Adam from entering a local college 
that requires (arbitrarily) a 65% score? Before you attempt to answer that question, let me 
add some flesh and blood to Adam’s name. Mrs. Buscemi’s principal tells her, 
 
 “Did you know that [Adam] had been accepted into a local community 
 college, conditional on his passing all his courses? He would be the first in his 
 family ever to go to college....Do you know what this means to a black family 
 from the projects? It wasn’t that Adam was being lazy, or shirking. He was 
 enrolled in extra courses, off campus, to make up the requirements he needed 
 for college. He was also working part time [this and the previous sentence 
 explain why, although Mrs. Buscemi has offered to give Adam extra help, he 
 has never come to her for any]. That’s a heavy load for a grown man, let 
 alone a boy of 18. Can’t you see your way clear to giving this boy a boost up 
 by passing him?” (Ibid.)  
    
 Is Mrs. Buscemi’s integrity as a woman of her word, of her calculation, of her 
evaluation, being challenged? She seems to think so. She tells her principal, 
 
 “If I give him a passing final grade of 65%, what does this say to the other 
 students who earned grades of 65%? What does this say about any of the 
 other grades I’ve given, where in-class averages are fair representations of a 
 student’s work during the course?” (Ibid., p. 160)  
 
 Before I continue probing Mrs. Buscemi’s dilemma, I’d like to unfold this world of 
evaluation, in the next two paragraphs, to present a broader view. 

Mrs. Buscemi speaks of “fair representations.” But isn’t one man’s garbage another 
man’s treasure, and one man’s “fair” another man’s “unfair.” Do you believe that? Lev 
Vygotsky, the Russian education psychologist, would have argued that “traditional tests of 
intellectual functioning...[were] extremely limited [and unfair] because...we should be 
measuring...not what children can do by themselves...but rather what they can do with the 
help of another person [and, therefore, what they] have the potential to learn” (Berk & 
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Winsler, 1995, p. 26). Call the traditional evaluation blue sunglasses, and call Vygotsky’s 
method red sunglasses. 
 Let me add another view of evaluation. Kieran Egan, a well-known education 
theorist, explains: 
 
 The easiest thing to measure is what knowledge [especially factual 
 knowledge] is remembered some short time after [schoolwork] is completed. 
 This kind of measure accounts for a great deal of educational evaluation, and 
 is taken [often too literally] as an index of the more important lesson taught 
 [which could have been literary appreciation, mathematical appreciation, 
 empathy, a co-operative spirit, honesty, or determination--all non-factual 
 products]. (Egan, 1990, p. 53) 
 
In short, not only is evaluation arbitrary, sometimes it’s illogical. Is Mrs. Buscemi’s original 
evaluation formula illogical? 
 I’ll return to her dilemma. Could she reasonably assign Adam further assignments--
for extra marks--to be completed during vacation periods? If so, his extra marks could be 
added to his 42.43%. Call this method yellow sunglasses. Or could she re-test him, using open-
book exams, for a recalculation? 
 Some might balk at such a notion. Yet William Glasser presents an interesting 
argument in favor of teachers using open-book tests: 
 
 Most tests depend upon memory; reference materials are not allowed. I 
 would hate to drive over a bridge, work in a building, or fly in an airplane 
 designed by engineers who depended only upon memory. Engineers utilize 
 handbooks and tables to look up important but hard-to-remember details. In 
 my medical training, I have seen experienced surgeons call for a surgical 
 book to be brought to the operating room when they were faced with an 
 unfamiliar situation. (Glasser, 1969, p. 72) 
 
If Mrs. Buscemi chooses to re-test Adam, using open-book exams, possibly allowing her to 
replace his original five major test scores of 50%, 37%, 42%, 48%, and 40% with higher 
scores, then call her new method of evaluation purple sunglasses.  
 How many other colors of sunglasses are there? Lots? Infinitely lots? And as for the 
colors I mentioned--green, blue, red, yellow, and purple--what are your preferences? Mine 
are...um, who really cares?11 The point is: our choosing one mode of evaluation over another 
is arbitrary, and just as one color of sunglasses over another makes the world look one way 
rather than another, that mode of evaluation arbitrarily affects what grade a student receives. 
 What would you do in Adam’s case? 
 
 

                                                           
1 I will, however, describe one of my principal’s of instruction that directs what modes of evaluation I 
decide to use: “[The teacher] lets [students] know that ‘there is no such thing as a low grade that cannot 
be improved’” (Glasser, 1977, p. 602). 
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Chapter Two: You Have Learned to Think 
 

 What do you do, as a teacher, a math teacher, in this case, after you’ve completely 
blown a lesson, after you’ve thoughtlessly humiliated a student, after you’ve angered the rest 
of the students in your class, even losing credibility in their eyes, after you’ve attracted 
powerful criticism from parents, and after you’ve received no help or support at all from 
your principal? 
 What do you do? For now, you “drop” back in time, remembering that you had 
admirable motives. You wanted to “diminish [fierce] individual competitiveness” 
(Wassermann, 1993, p. 171) in an environment of “[hardened] parental expectations [that] 
were excessive” and that, you were sure, helped explain why your “students were 
troubled...[You were] quick to recognize that their feelings of insecurity were at the root of 
their cruel aggressiveness to each other” (Ibid., p. 170). You “wondered if arranging the class 
into cooperative learning groups on advanced algebra problems would diminish individual 
competitiveness,...and give students a chance to work with Fred [a shy boy (a ‘minority kid[ 
]’ and a ‘foreign student[ ]’ [Ibid., p. 172], as a parent would later call him) from Korea]” 
(Ibid., p. 171). You hoped “the bridge between the two cultures could be crossed naturally.” 
You “dared to hope that maybe, just maybe, [you] could help [your] students find their 
humanity” (Ibid.). Your motives were noble! 
 But the cooperative learning groups-lesson went bad. “All the groups had been 
assembled [without your input. Such had been your (naive?) choice]...Fred Kim [the 
foreigner] stuck out like a sore thumb. Not only had he not been invited to join any of the 
groups, he had been explicitly rejected when he had taken the initiative by approaching one 
of the groups” (Ibid.). 
 Then the lesson went to worse. You reprimanded them indignantly. They insulted 
Fred. “Nobody likes him, and he smells bad” (Ibid., p. 172). “[You, as they had,] began 
talking about Fred as if he weren’t there, while he listened quietly and took everything in” 
(Ibid.). You, like an authoritarian from Victorian England, argued. You lost your credibility 
before them and you humiliated Fred. 
 The incident is now part of your past, but it certainly hasn’t left your mind. What are 
you going to do? Are you going to apologize to Fred Kim for “talking about [him] as if he 
weren’t there,” and for pushing your cooperative learning groups-plan (now there’s the pun!) 
to such a degree that racial prejudice took a bite out of Fred’s dignity? Doing so might help 
him not grow a skin of bitterness to shield him from his thoughtless classmates, and doing so 
might help him see that at least someone in Marine View High School,11 you, feels concern for 
his welfare. 
  Are you going to apologize to the class for forcing a learning environment on them 
that they weren’t prepared to accept? Now there’s the test of your humility. Such an 
admission--even given your correct insight that excessive competition and demeaning racism 
were making your students less than they could be--provides “human” conduct, exemplary 
conduct, that might actually encourage “hardened” students to reevaluate their stone-like 
attitudes. Or such an admission might simply encourage them to return to their customary, 

                                                           
1 A fictitious name. 
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teacher-directed, drunkenly competitive education with their usual “arrogance” (Ibid., p. 
170).  
 At any rate, assume the class is back to Marine View High-normal. You, Fred, and the 
rest are back to “business.” You might want to post your student’s scores after their next 
math exam (assuming you don’t generally post such an expose, you could make an 
exception here). Then enjoy basking in how impressed the students are by Fred’s mark, 
which will likely outshine most of his classmates’ (“his math skills [are] excellent” [Ibid., p. 
170]). You might tempt them, then, by asking: 
 “Would any students like to form co-operative learning groups? If you would, and if 
you wouldn’t mind that I make up the groups, please tell me at the end of this class, or the 
next.” You might want to elaborate on what good benefits some students have seen from 
working in groups. 
 If you get everybody’s name, you’re in business to start cooperative learning groups. 
If you get enough names for one group, or more, then make such a group, or groups, and 
consider running the rest of the class as usual (teacher-directed, lecture-style).2 That might 
require some interesting planning, but you can do that, can’t you? You can do that because 
you have learned to think through your actions rather than simply digging in your heels to 
get your own way. Certainly you’ve learned the value of planning ahead to deal with 
anticipated problems.3 
 Now that you have learned to deal with such problems, which means you have 
learned to avoid drawing unnecessary, mean-spirited criticism from students, you might 
enjoy some related fruits of labor beyond classroom peace. You might find your contented 
students won’t complain about you to their parents, and therefore, those parents won’t 
complain about you to your principal. You can go about your business of teaching without 
having to endure unencouraging conversations with your (in this particular case) bland, 
unsupportive principal, and without having to endure “parents [who religiously] model[ ] 
that to be on top [is] everything, [and] that second place [is] second-rate [and consequently 
for losers]” (Ibid., p. 170). 
 You might even find a spirit or spark of cooperation growing from that “cruelly 
competitive bunch” of students (Ibid., p. 170-171). 
 
 
  
 
 
 

                                                           
2 Successful groups, which might involve Fred’s voluntary participation, will likely encourage non-groupers 
to eventually change their stand. 
 
3 “Some call this professional judo--looking ahead for potential trouble and preparing for it. If that trouble 
arises, the teacher has a reasonable plan, tucked away in his mind, that should allow everybody 
concerned to walk away with his or her dignity intact” (Chapter Fourteen: The Master Teacher, paragraph 
1). 
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Chapter Three: The Curriculum God 
 

 Is curriculum a god? Zeus wasn’t a real god on Mount Olympus, and curriculum isn’t 
a real god on Mount Education. Zeus1 and curriculum are products of thought, and are 
reflections, merely reflections, of their makers. That established, people should be able to gain 
a reasonable perspective when curriculum overlooks the culture of some groups. 
 In Wassermann’s case study (1993, pp. 161-168), the curriculum used at Setsco Lake2 
overlooks the culture of both groups of children who attend the elementary school. “Primary 
reading materials, issued from the school district office 350 miles away, reflected values and 
situations that were totally out of synch with the lives of both Native and Caucasian children 
at Setsco Lake” (Ibid., p. 164). This problem needs a resolution, which can happen if nobody 
treats the curriculum with more importance than it deserves. If the reading materials are 
“out of synch with the lives of both native and Caucasian children,” then stakeholders--
teachers, parents, senior administration from the district office and the department of 
education, and even concerned students--must meet to remedy the problem. Such a meeting 
(or meetings!) must address cultural conflicts between what the curriculum presents and 
what the students need. 
 Isn’t what students need the fundamental issue in any education-system? Or, at least, 
shouldn’t it be? Students need success at school and need preparation this year for next year’s 
classes. 
 Within the context I’ve presented, other curriculum-related issues at Setsco Lake can 
be addressed. These issues stem from “[a] small group of Caucasian parents, vocal and 
aggressive, [that] did not want to see the social studies curriculum deviate from what 
the...department of education advocated” and from “a group of Native leaders [that] was 
pressuring for curriculum changes that reflected Native cultures more closely....[They 
thought] Native children should be instructed in their own language. Textbooks should be 
written in the Native language, especially at the primary level. The stories in the readers 
should come from the rich resource of Native folk tales. First Nations children should be 
taught to have pride in their own heritage, [and should] not [be taught] the ways of the white 
culture” (Ibid.).   
 Clearly, stakeholders should understand that one meeting won’t be  enough to 
address curriculum-related issues and to find a reasonable consensus. Stakeholders should 
also understand that a reasonable consensus won’t translate into everybody getting exactly 
what he or she wants, but it must translate into everybody properly addressing the students’ 
need for success at school and their need for adequate preparation to enter their next grade 
levels.  
 Stakeholders, especially senior administrators of the curriculum-generating education 
department, should recognize that curriculum is not a god. Zeus doesn’t really throw 
thunderbolts from Mount Olympus, and neither does curriculum throw thunderbolts from 

                                                           
1 “Greek deities greatly resembled human beings [the human beings who “made” them]...For example, 
they showed such emotions as love, jealousy, and anger” (Zeus, 1999). 
 
2 A fictitious place. 
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any mountain of education-authority. In other words, of course stakeholders can change 
curriculum to address cultural differences! 
 Unfortunately, British Columbia fell down flat in this area. Timothy J. Stanley writes 
about how British Columbia’s textbooks “between 1885 and 1925 never questioned 
[Imperialism, and therefore never questioned Imperialism-based content and curriculum]” 
(Stanley, 1995, p. 41). What an insult to Aboriginals! He also says that “between 1885 and 
1925 textbooks...[, through curriculum, essentially] linked B.C. classrooms to the Empire” 
(Ibid., p. 43). In a sense, Aboriginals of BC were expected to bow down to an Imperialistic 
curriculum-god. Stanley explains that “by 1925, British Columbia...had been made into a 
White supremacist society” (Ibid., p. 39). The result of this curriculum-supremacy, or 
“curriculum worship,” created a dismal history of Aboriginal discontent in BC (that is well-
documented). 
 Obviously, then, the stakeholders at Setsco Lake must avoid curriculum worship. 
Curriculum is no god! They must promote consensus. They must gain a reasonable 
perspective that enables them to address cultural conflicts between what the curriculum 
presents and what the students need. They must see curriculum as a fluid tool for educating 
children, and not as a deity that people worship rather than change.            
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Chapter Four: Hostility Surrounds them like Thunderclouds 
 

 How do we help at-risk students who often do little or no work and are so fed up with 
failure at school that they’ve grown into tight, constant lumps of resentment? You’ve likely 
seen some of them. Sometimes their hostility towards school surrounds them like 
thunderclouds. 
 How do we help them? I’ve taught secondary alternate students, at-risk students who 
are often angry, and suspicious of do-gooder teachers, for 20 years, and all my experience 
tells me that the starting point is a humanistic, student-centered, one. Carl Rogers agrees. 
 
 If the counsellor [teacher] likes the client [student], unconditionally, and if 
 the counsellor [teacher] understands the essential feelings of the client 
 [student] as they seem to the client [student]...then there is a strong 
 probability that this will be an effective helping relationship” (1958, p. 
 four of his article1). 
 
Rogers advocates the “client-centred approach” (Ibid., the third page1).     
 So did Jean-Jacques Rousseau. And John Dewey. And so does William Glasser. He 
says that “teachers...[need to learn] enough Choice Theory [his Pet] to understand how 
students [in particular at-risk students] need to be treated if they are to [begin doing work at 
school]” (1997, p. 601). He adds, “When we asked the students why they were no longer 
disruptive and why they were beginning to work in school, over and over they said, ‘You 
care about us.’ And sometimes they added, ‘And now you give us choices and work that we 
like to do’” (Ibid., p. 601). 
 That sounds like “work with us, not against us” doesn’t it? Kellough and Kellough 
(those two are no flakes) side with Rousseau, Dewey, and Glasser on that student-centered 
point. “Collaboratively plan with students challenging and engaging classroom learning 
activities and assignments” (Kellough & Kellough, 1999, p. 45). Student-centered? 
Humanistic? “Maintain high expectations, although not necessarily identical, for every 
student” (Ibid.). “Develop...withitness....Be aware of everything that is going on in the 
classroom, at all times, monitoring students for signs of restlessness, frustration, anxiety, and 
off-task behaviours. Be ready to reassign individual learners to different activities as the 
situation warrants” (Ibid., p. 47). Again, student-centered, humanistic? 
 Yup. “Involve students in understanding and in making important decisions about 
their own learning, so that they feel ownership...of that learning” (Ibid., p. 49). Again, yup. 
 I’d like to sit at a table with Rousseau, Dewey, Rogers, Glasser, and the Kelloughs. 
We could discuss student-centered, humanistic teaching methods. I’d have a good time, and 
I’d learn lots that would help me improve as a secondary alternate teacher of at-risk students. 
 
 
 
 
                                                           
1 I have been unable to obtain the actual pages of the article as found in the journal that published it (see 
Rogers, 1958). 
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Chapter Five: That’s When I Gag 
 

 Over the last 23 years I’ve attended about fifty Quesnel School District's professional 
development days and heard many speakers advertise education-based theories. I’ve used 
some ideas from therein that have seemed useful for my students, but I’ve never put 
enormous faith in theories. They are theories by definition because they haven’t been or 
can’t seem to be proven. On the other hand, there is The Law of Gravity: you can prove 
that. Jump off a cliff. It’s more than a theory. But the Theory of Evolution remains a theory 
because it remains unproven.1 It’s simply not a law. Einstein’s Theory of Special Relativity 
(I studied it in Physics 210 at the University of British Columbia in 1973) works great in 
math on paper; however, who can prove it with flesh and blood? It’s not a law, except on 
Star Trek. 
 John Dewey, a firm advocate of evolution, seems humorous to me with regard to his 
irrevocable Darwin-stand, and yet he seems of serious worth when I consider his yen for the 
scientific method: “Dewey...[used] discovery procedures [to] mirror the scientific 
method...[as] a crucial component of...education” (Egan, 1997, p. 19). I certainly value that 
method of learning facts, even for presenting theories. But I don’t appreciate zealots using 
rhetoric to “force” theories to look like laws. 
 I also value Jean-Jacques Rousseau’s child-centered stand of “focus[ing] 
attention...on the nature of the developing child, concentrating less on what ought to be 
learned and more on what children at different ages are capable of learning and on how 
learning might proceed most effectively” (Ibid., p. 15). Perhaps he and Dewey would have 
shaken hands, if they could have met across time, over Dewey’s “systematic attempts to 
base a course of study upon the actual unfolding of the psychology of child nature” (Dewey, 
quoted in Egan, 1997, p. 28).  
 In addition, I value Plato’s passion for rigorous learning, especially given the drive of 
some students for learning logically, deeply, and critically, and in view of the extensive yet 
often narrow learning needed for university-bound students who want to do well on 
ministry-ordained government tests. Likely, these students will do well with “Plato-
influenced teachers...who...[use] rigorous exams” (Egan, 1997, p. 23). 
 I understand the value of at least some of what Plato, Dewey, and Rousseau present 
to education, just as I understand the value of good learning research2 based on the fact-
generating scientific method as a tool for educators to choose good methods of instruction 
for their students: “We need to give teachers time to reflect on their practice, to engage in 
substantive dialogue with others (including the researchers) about what they are 
accomplishing and why, and to assist teachers in carefully studying new research [and new 
theories] and innovations to determine whether they validate their practice, require them to 
rethink their practice, or both” (Wolfe, 1998, p. 64). 
 I like that. Good research can teach us, given certain students’ circumstances, what 
instructional methods are better than what others. Some research can even lead to useful 

                                                           
1 Sometimes we find ourselves misled by comments such as “evolution is a fact” (Gould, Luria, & Singer, 
1981, p. 574), which implies a law has replaced the theory. 
 
2 In “Chapter Six: A Plethora of Variables,” I describe what many would term poor research. 
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theories on educational methods. Just don’t use rhetoric to try to convince me that Theory A 
= Law A. That’s when I gag. 
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Chapter Six: A Plethora of Variables 
 

 Behavior (specifically, learning objectives) is a function of what? Robin Barrow1 
begins to show how complex the answer can be: “[Learning is related to the teacher’s mode 
of] instruction, [to his] sarcasm, precision, discussion-groups, free and easy classes, 
disciplined material, disciplined demands on behaviour, humour, kindness, appearance, age, 
compassion, fear,...[and to factors such as] Henry on his own, Henry in the company of 
Jane,...in the context of a school like this, a school like that, parents of one sort, headmasters 
of another.” Let’s not stop there. “The overbearing manner of a teacher may itself add a new 
dimension of content to whatever is being taught by making it seem objectionable. An 
authoritative type of instruction may add a further lesson and have consequences that are 
distinct from, say, a discussion group in the same topic” (1981, p. 190). 
 Variables. That’s what Barrow is spinning, and these variables can make testing one 
method of instruction over another invalid. A researcher might think he is testing a method 
(a variable) when in fact he is unwittingly testing a plethora of variables that are muddying 
up his work. For example, “different ages and different personalities amongst students may 
respond in different ways to different styles and techniques of teaching.” Also, “different 
teachers because of their personal idiosyncrasies, strengths and weaknesses may be better 
employed using different approaches” (Ibid., p. 191). I’m my own example: I disliked the 
formalistic teaching methods of my grade two teacher (Mrs. Moore) and my grade three 
teacher (Miss McKormick), but I worked much, much, much harder in Miss McKormick’s 
class, largely because she, unlike her grumpy-looking colleague, often flashed a pretty smile 
my way. I would have climbed Mount Everest for her! 
 I distrust variable-drunk (poor) research. How can I know what study tests what 
actual variables? By studying the actual published research? By considering the sample size, 
the variables tested and untested, and all other relevant components?  Yes. If I have the time. 
But often I’d rather follow Barrow’s advice. “Time spent clarifying one’s concept of 
education would be more useful for a practising teacher than time spent studying 
behavioural objectives or observation research into teaching methods” (Ibid., pp. 188-189). 
He adds, “Better to get a thorough understanding of what you want to achieve, both in the 
long and in the short term, to take critical stock of such information as may be gleaned from 
sociology, psychology and classroom studies, and to adapt as seems intuitively sensible to 
the situation you find yourself in, in the light of your understanding and knowledge” (Ibid., 
p. 192). 
 I, sharing Barrow’s frown over educational research,2 have tended in my career to 
pick methods according to what my experience tells me will work and according to what I 
perceive as the educational and socio-emotional needs of my students. That turns teaching 
into an art, doesn’t it? 

                                                           
1 Robin Barrow presently serves as the Dean of Education at Simon Fraser University, Burnaby, BC, 
Canada.  
 
2 That doesn’t mean I don’t value good research that actually reduces its number of variables to a 
comprehensible level. 
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 Yes. For me. Yes. And in my art, I have chosen methods and ideas from G. D. 
Fenstermacher, J. F. Soltis, S. Wassermann, R. M. Gagne, L. J. Briggs, W. N. Wagner, M. 
Hunter, P. Wolfe, K. Egan, R. D. Kellough, N. G. Kellough, J. Dewey, J. Rousseau, C. 
Glickman, R. Barrow, W. Glasser, and anybody else of note according to “what [I repeat] 
my experience tells me will work and according to what I perceive as the educational and 
socio-emotional needs of my students”. I enjoy doing that much more than trying to figure 
out what “behaviour is a function” of what. 
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Chapter Seven: How Big is the Universe? 
 

 The school year: 1962/63. I was in grade four, attending Sir Wilfred Grenfell 
Elementary School in East-side Vancouver, BC. That formal-sounding name perfectly 
juxtaposed the formalistic schooling I had already experienced there for over three years. I 
relate perfectly to Neil Sutherland in his "The Triumph of ‘Formalism’: Elementary 
Schooling in Vancouver from the 1920s to the 1960s." On school days, from 9:00 a.m. to 
3:00 p.m., I lived in a world of precision, of upper case versus lower case, of names of 
capitals and provinces, of reading comprehension questions, of phonics reviews, of math 
drills, of multiplication facts, and of fact-based quizzes, quizzes, quizzes. Sutherland says, 
"Teachers would lead the class in chanting a ‘drill’ for the spelling, or the times table, or the 
number facts, or the capitals of provinces" (1995b, p. 107). And what made a good teacher? 
"If a teacher, so parents believed, ‘drills incessantly on the formal parts of grammar and 
arithmetic or the facts of history and geography, he is...a good teacher’"1,  2 (Ibid., p. 101).   
 I knew no other schooling system, so those hours at school actually seemed normal. 
"It was a [normal] system based on teachers talking and pupils listening, a system that 
discouraged independent thought, a system that provided no opportunity to be creative" 
(Ibid., p. 106). But one day in grade four, in 1962/63 still in the clutches of a century of 
formalism, learning briefly changed for me. Our usually-stern, aloof, precisely-accurate 
teacher surprisingly said, "We're going to do something different today. We're going to talk 
about the universe. I'm going to ask you a question, but there is no right or wrong answer. 
Now then: How big is the universe? Does it go on forever, or does it stop? And if it does 
stop, how does it stop? Remember, now, there are no wrong answers."      
 Our teacher worked hard to encourage us to allow our imaginations no limits. I (and 
my fellow classmates) slowly recovered from the shock of being invited to participate in such 
an unorthodox assignment. I believe I felt my brain turning on. Perhaps newfound numbers 
of neurotransmitters had jumped to life. My brain seemed to soar across a chasm filled with 
5 x 4 = 20 and other apparently-for-the-moment, unimportant facts to an expanse, a 
landscape, on which any thinking would do. 
 What a day! Fifteen years later I learned in UBC3-teacher training classes that my 
fellow students and I were brainstorming, creatively dreaming up ideas, and about ten years 
after that I learned that some people call it lateral thinking. Comments leapt from our grade 
four-mouths: 

                                                           
1 Quotes within quotes come from, in Sutherland’s words, "the memories of many anonymous 
interviewees [who attended public schools in BC from the 1920s to the 1960s]" (1995b, p. 122). 
 
2 BC's formalism certainly had public support, and  used many essentialist theories on how knowledge 
should be transmitted from teacher to student. William Chandler Bagley, an influential American professor 
and essentialist who taught education at the University of Illinois (1908 to 1917), "supported discipline as a 
factor in teaching method [namely, a traditional teaching method: for example, arithmetic taught by a 
disciplinarian using the following formula: teach new concept, review, drill, review, test], as opposed to 
pupil initiative and interest. Bagley...favored a curriculum built around a logical sequence of subject 
matter" (Bagley, William Chandler; 1999). Sutherland's "Triumph of Formalism..." shows us that BC's 
educational system favored the same teaching method and curriculum. 
 
3 The University of British Columbia, Vancouver, BC, Canada. 
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 "Maybe it never ends" / "How can something never end?" / "Maybe it starts all over 
again" / "Maybe it ends at a brick wall" / "Could the universe be a circle? So wherever you 
go, like in a spaceship, you end up back where you started?" 
 Our teacher, who I remember looked delighted, continued encouraging us to dream 
up as many possible answers to her "How big is the universe?"-question, until we literally ran 
out of ideas. How different from lessons I had digested daily at school--lessons for which 
"teachers conducted individual or group drills of number facts or the times tables [or 
conducted arithmetic-races that determined winners and losers]" (Ibid., p. 106). I thought 
about those possible, and according to our teacher, anything-will-do "universe" answers for 
hours after that class, in which no one, that I can recall, won or lost. Each time I ran those 
answers through my mind, I felt exhilarated.  
 Thereafter, and unfortunately, the daily program of formalistic schooling didn't often 
offer the luxury of brainstorming--brainstorming within a framework of open-ended 
discussions (another term I learned about during my UBC-teacher training). Such 
discussions, for me the food of lateral-thinking ecstasy, or call it sublime creative thought, 
killed the boredom that Sutherland aptly describes: 
 
 Pupils freed themselves from the bonds of [tedious] routine as best they could. 
 Some learned  to talk to neighbors in such a way that they were rarely seen or 
 heard, or to throw balls or wads of paper when the teacher was not looking. 
 Some "mastered the skill of copying...without ever needing to comprehend" 
 and were thus able "to dream outdoor matters while rarely missing a word." 
 Others travelled to the pencil sharpener as frequently as they felt they could 
 get away with the practice. This activity was especially popular in classrooms 
 where the sharpener was on the bookcase under a window; then one "could 
 have a look out of the window." (Ibid., p. 109) 
 
 Through the remainder of my public education, I longed for any creative outlet 
school had to offer, but essentially found none. Granted, art was creative, but I found my 
limited ability in this subject too frustrating. 
 In college and university, however, open-ended class discussions of poems, stories, 
and novels abounded and delighted me. Writing essays, with all the necessary creative 
thought, the brainstorming, the lateral thinking, fascinated me. These weren't the mind-
numbing “essays” I had been asked to write in elementary and high school, such as: "Write 
an essay about what you did last summer?" That isn't even an essay theme. No argument. 
No pro con conflict. No interesting imagery or creativity (usually). Blaaghh! These essays I 
wrote in college and university, rather, usually engaged my thinking in the complete sense 
that I had experienced on that grade four "universe" day. For example: "Does Milton 
Employ Religious Myth or Truth or Both in Paradise Lost?" I loved that assignment! It made 
me wonder: What is truth?--as opposed to what is not. There was conflict. Creativity. 
Energy. Yes!   
 I even had the opportunity to study creative writing at UBC with masters who lived 
to exercise the creative process. Their influence further taught me that formalism needed 
extinction. Certainly formalism might serve an emotionless Vulcan on  the 1960s "Star 
Trek"-TV series, but who of us are emotionless pits that serve best as repositories for facts, 
facts, facts? 
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 Too often, public schooling treated me and my fellow students like such repositories. 
I am thankful I never experienced what I would call extreme formalism--the British 
utilitarianism4 of the 1800s that Dickens dramatically attacks in Hard Times, which, one 
might say, places Mr. Gradgrind's5 school squarely in a fact-processing nightmare. The 
formalism I experienced was bad enough.   
 

 
   
 
 

 

                                                           
4 “[Utilitarianism captured the] spirit of [British] Victorian materialism” (Hard Times: Notes, 1992, p. 71).  
 
5 Charles Dickens satirizes and epitomizes utilitarian education in Hard Times: He creates the perfect 
character to run a utilitarian school: Mr. Thomas Gradgrind. “With a rule and a pair of scales and the 
multiplication table always in his pocket…ready to weigh and measure any parcel of human nature, and 
tell you exactly what it comes to. It is a mere question of figures, a case of simple arithmetic” (Dickens, 
1854/1981, p. 2). 
 Mr. Gradgrind addresses Sissy Jupe, a free-spirited, new student who has been raised by fun-
loving, creative circus people: 
   
  “Give me your definition of a horse.” 
  (Sissy Jupe thrown into the greatest alarm by this demand.) 
  “Girl number twenty [Sissy Jupe] unable to define a horse!” said Mr. 
 Gradgrind, for the general behoof of all the little pitchers. “Girl number 
 twenty possessed of no facts, in reference to one of the commonest of 
 animals! Some boy’s definition of a horse. Bitzer, yours.”… 
  [Bitzer, a utilitarian prodigy, answered:] “Quadruped. Graminivorous. 
 Forty teeth, namely, twenty-four grinders, four eye-teeth, and twelve incisive. 
 Sheds coat in the spring; in marshy countries, sheds hoofs, too. Hoofs hard, 
 but requiring to be shod with iron. Age known by marks in mouth.”…  
  “Now girl number twenty,” said Mr. Gradgrind. “You know what a 
 horse is.”        
  She curtseyed…and would have blushed deeper if she could have 
 blushed deeper than she had blushed all this time. (Ibid., pp. 3-4) 
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Chapter Eight: A Walk Down Memory Lane 
 

 Mrs. Joy Patrick, now retired, began teaching at Hume School in Nelson, BC,  in 
September 1952.1 “Still standing and...impressive,” this “brick building [was] built in 1909” 
(Patrick, 2000, p. 1). Her description, in a reflection about her first year of teaching, echoes 
Sutherland’s words regarding many schools in the lower mainland: “Vancouver generally 
provided substantial concrete and brick schools for its pupils. Well maintained, most stood 
out as the most impressive buildings in their neighbourhoods. The front of each school 
represented its best side to the community” (Sutherland, 1995b, p. 103). They were firm 
structures for firm (formalistic) teaching methods and a steel trap curriculum with 3R’s-teeth. 
 In terms of that curriculum, “public sentiment favoured practical, useful training and 
balked at ‘liberal’ education” (Stevenson, 1970). Mrs. Patrick speaks of her grade two class’ 
“Reading, Arithmetic, Spelling and Dictation, Art, Health, Music and Music Appreciation, 
Science and Social Studies” (2000, p. 2), but her reflections clearly reveal public sentiment: 
parents expected that their children “had well and truly mastered the three ‘R’s’” 
(Sutherland, 1995b, p. 121). 
 She talks about a well-organised reading program. “Each reading group 
had…blackboard seat work exercises” (Patrick, 2000, p. 3). “We had two readers,” she says. 
“Friends and Neighbours and More Friends and Neighbours which were required to be 
completed. A standardized reading test was given after [students had completed] each 
reader....Only children receiving at least a grade level of 2 years 9 months...were promoted 
to grade three” (Ibid., pp. 5-6). 
 Clearly, reading ranked high. Just behind that rank stood spelling. “Spelling charts 
[were] on display and children received stars for perfect...scores,” alluding to a formalistic 
reward structure (Ibid., p. 4). 

If spelling were a colonel, then reading and arithmetic were co-generals in a system at 
war with ignorance. This system loved the “full pitcher-empty cup” method of teaching 
(Barman & Sutherland, 1995, p. 412). The child was the “empty” cup, the curriculum the 
water, and the teacher the one that poured--often through “the lecture method” (Patrick, 
2000, p. 3). Mrs. Patrick explains that “arithmetic facts to twelve and simple problems were 
taught through drills and instant recall” (Ibid., p. 5). “The [3R’s-]curriculum, the teaching 
methods and the pattern of school discipline combined to press [all three] into a single mode 
of learning....that put its rigor into rote learning” (Sutherland, 1995b, p. 106). “It was really 
structured!” Mrs. Patrick says ([note her exclamation mark] 2000, p. 6).  
 Her school’s focus on the 3R’s becomes even more clear by her words, “We had no 
P.E.--we didn’t have a gym....Exercises were confined to the classroom” (Ibid., p. 2). “We 
had no luxuries, you know. It was after the war, and there wasn’t much money. We had 
little equipment, no rubber balls or anything like that” (Ibid., p. 1). In short, P.E. wasn’t part 
of the 3R’s; therefore, it was somewhat superfluous. 
 In this curriculum-driven world of formalism, “[3R’s-e]ducation was [society’s] top 
priority”, and, not surprisingly, “the teacher was always right”. “Parents never questioned 
the teacher’s authority” (Ibid., p. 1). “School staffs,” given such authority, “held back the 
                                                           
1 This article grew from seven pages of reflections that retired schoolteacher Mrs. Joy Patrick had kindly 
provided me. Her reflections describe, vividly, I might add, her experiences as a first-year teacher, when 
she had a straight grade two class. She retired in Quesnel, BC, Canada, in 1988.  
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latent barbarism they perceived in the children with an increasingly severe range of sanctions 
[discipline] that began with displeasure and ended in corporal punishment” (Sutherland, 
1995b, p. 115). Granted, large classes of forty or more required order, but place that in a 
system that required moral clarity. Such clarity related to “democratic values upheld in the 
war effort” (Stevenson, 1970). “The post-war curriculum passed on to children a selective 
tradition of ideologically based values, knowledge and literacy” (Luke, 1987). Disorder 
implied democratic values hadn’t been worth fighting for in World War II. “Formal training 
in the nature of morals [was] essential to national survival” (Burbidge, 1963). 
 “Formal training in the nature of morals” was particularly evident “once a principal 
decided to strap a boy or, more rarely, a girl[. H]e followed a routine--almost a ritual--laid 
down by the department of education. The principal summoned a witness, explained the 
crime and punishment to the latter, positioned the subject carefully, administered the strokes 
and counted them out in a firm voice, and then recorded the event in a special book” 
(Sutherland, 1995b, p. 117).           
 A less brutal, though dramatic, routine was evident at the school’s front entrance. 
“Each morning, recess and noon,” Mrs. Patrick says, “there was a warning bell for over 300 
children to line up. On the second bell the students marched [italics mine] in. Each teacher 
was assigned a station and positioned himself/herself to supervise an orderly and quiet entry 
up the stairs” (2000, p. 1). “The bell symbolized [teachers’] authority, and the response it 
brought from the children demonstrated its strength” (Sutherland, 1995a, p. 81). “[Children] 
lined up in pairs; girls in front, boys behind. The younger children held hands with their 
partners” (Sutherland, 1995b, p. 104). “The principal, vice-principal, or the duty teacher 
appeared and stared--or roared--the children into silence. He or she then signaled the classes 
one by one to march [italics mine] into their classrooms” (Ibid.). 

Mrs. Patrick recalls a different flavor of routine at the end of the day, when students 
were to leave: “My children on dismissal were allowed to exit from the top floor to [go down 
the stairs] to the front entrance without lining up if they tiptoed [italics mine] down to the 
main floor” (2000, p. 4). Routine was also apparent on cold or rainy days: “Children played 
in the basement area.” “The basement was divided in half--one side [had a] girls’ bathroom 
and a large [girls’] play area and…the other side [had] a similar situation for the boys” 
(2000, p. 1). By the way, even in the playground, “if the school was a large one, the children 
would play in sharply segregated areas” (Sutherland, 1995b, p. 103).         
 In addition to routine, then, key terms for Hume School, and many other schools of 
the 1950’s, were the 3R’s, moral instruction, and discipline. They were the four main winds 
that drove the ship called formalistic education. 
 But a recent meeting between Rob MacIntosh (the Regional Coordinator, Northeast 
Zone, Field Services, BC Ministry of Education) and about twenty educators, an RCMP 
officer, and a social worker revealed Bob Dylan was right: “The times they are a-changin’”. 
And yet, some things have stayed the same. Curriculum has remained important: 
specifically, the 3R’s. “The Ministry of Education ensures that all students...develop a strong 
foundation in reading, writing and arithmetic” (Government of British Columbia, 2000). 
Curriculum, however, is no longer in company with few. 

Other strong winds that sail the ship of education today include social responsibility, 
special education, technology, Aboriginal and multicultural education, and student safety 
and wellness. “The Ministry of education ensures that all students...become familiar with 
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new technologies; learn to apply knowledge in new settings; are able to work and relate to 
others; develop critical and adaptable minds; and study in safe environments” (Ibid.).   
 A safe environment: that’s a phrase, like Aboriginal education, that gets much press 
today. Are kids safe? Are bullies being dealt with?  How do we deal with them? Workshops 
and programs about how we should deal with violent or potentially violent students drop 
into my school district (Quesnel) regularly. And as for Aboriginal education: Quesnel has an 
Aboriginal Education Center (Chapter Ten: Aboriginal Education in Quesnel Now, Cultural 
Genocide in Canada Then). 
 In 1952, Aboriginal education was not a priority for the Ministry of Education. “Into 
the mid-twentieth century federal [and BC] policy toward Aboriginal peoples, adults as well 
as children, refused to acknowledge their distinctiveness within geographical areas or as 
individuals. They were treated as a single category to be dealt with as expeditiously and 
economically as possible. The initiative demonstrated by British Columbia Aboriginal 
peoples, in political and economic matters as well as schooling, only served to label them as 
nuisances for refusing to conform into dependency” (Barman, 1995a, p. 62). 
 But today Quesnel, as I mentioned, has an Aboriginal Education Center. Its 
mandate: “to ensure that students of Aboriginal ancestry are provided with the opportunity 
to gain an education and work experience that meets individual needs, and honours their 
culture and heritage as Aboriginal people” (Tressierra et al.2, 1996, p. 1). 

Things have changed. 
 A myriad of  reputable teaching methods educators use today often replace 
formalism’s rote learning, lectures, and drill sessions. Refer to the educators mentioned in 
the last paragraph of “Chapter Six: A Plethora of Variables.” They have much to offer. And: 
I should add that where the formalistic schools of the 1920’s to the 1960’s focused on moral 
instruction, the schools of today focus on students’ socio-emotional state (enter social 
responsibility, special education, Aboriginal and multicultural education, and student safety 
and wellness).       
 Many of these changes were highlighted in the 1988 Royal Commission on BC 
Education. For example, corporal punishment had ended in 1972, and the Commission 
noted that “the law now insists that children be accorded the rights...once guaranteed only 
to adults” (Part I, 1998, paragraph 28). In 1952 the teacher “was always right”, but the 
Commission noted that “no longer is a teacher’s word, or professional judgment, taken as 
fact by parents or other community members” (Ibid.).  

Another change the Commission highlighted concerned multicultural education. 
Mrs. Patrick mentions nothing about it, likely because there is nothing notable to remember. 
Multiculturalism had no wings in 1952. Imperialism still waved its flag. “Above the 
blackboard hung a portrait of...Queen Elizabeth II....In some classrooms...pictures were 
flanked by such scenes of British prowess as the capture of Quebec, the Battle of Trafalgar 
and the signing of the Magna Carta” (Sutherland, 1995b, p. 105). Imperialism never did give 
much room for multiculturalism. But the Commission directly addressed it: “Commitment to 
multiculturalism...means that society looks to schools--and to teachers--to foster healthy 
intergroup attitudes, to break down cultural stereotyping, and to organize themselves in 
ways that ensure equality of treatment and equality of access for all minorities” (Part I, 1998, 
paragraph 24). 

                                                           
2 The names of the many others who were involved have been omitted on all official or related documents 
on file. 
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 Mrs. Patrick warned me, before I read her reflections on that first year of her 
teaching: “Dan, you’re going to see a big change.” The intensity and warmth in her eyes, 
and the passion in her voice, as she related teaching then to teaching now, made me 
acknowledge that this fine lady must have been a fine teacher. “Things are much different 
today,” she added. 
 They certainly are.               
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Chapter Nine 
 

Part One: A Residential School Experience 
from 

a Capilano College1-based web site, by Valerie Conrad 
 
 “We have to change our clothes right away, and give everything we brought from 
home to the sisters. [I'm six.] They are going to take care of us. They don't look too friendly. 
They are nuns, but we have to call them sisters. All of them wear grey dresses. Some of them 
are fat, others skinny. They even give us numbers. I'm number ten. Number ten is written on 
all the clothes they gave me. Our numbers are like our names, so if they want a certain kid, 
they just call that number. All the kids dress the same.  
 “I wonder how my brother is doing. He's five years old. We were separated when we 
got off the bus. Boys on one side. Girls on the other. At least I have my sister. She's the 
oldest of us. She's seven.  
 “The cafeteria is the biggest room I've ever seen. Hey, there's my brother. I'll go sit 
beside him. These food trays are heavy. I have to balance my tray. The girl ahead of me 
drops hers, and the nun yells at her. Can't wait to talk to my brother. He's the smallest boy. 
An angry voice calls for me to sit in the junior girls’ section. My brother has tears in his eyes.  
 “There are six girls in my dorm. I don't know why my sister and I are in different 
dorms. I ask if we could be together, but the nun gives me an unfriendly stare, and doesn't 
say a word. I don't understand.  
 “It's bedtime. All the girls get a rosary. We have to say our thirty "Hail Mary's," four 
"Our Father's," and a couple of others. Am I ever going to learn all these prayers? I hear 
some girls in my dorm say we have to learn them, because if we don't, the nun says we'll go 
to hell. Yikes! I better learn all those prayers.  
 “The rosary isn't helping me fall asleep. I begin thinking about my granny. What am 
I going to do without her? I'll miss her. I loved sleeping at her and grandpa's house. They 
used to make a bed for me on the floor close to them. I slept on top of a caribou fur. Warm 
and cozy. In the morning my grandpa lit the fire, and I got up when it was nice and warm... 
 “It's morning. We dress and go for breakfast. I'm number ten, so I have to be tenth 
every time we line up. My sister is number eight. She's close by. In the cafeteria, we are 
happy to see my brother.  
 “Something odd happens this morning. The nun inspects the way we make our bed. 
If it's not done right, she strips it, and we have to start over. It takes a long time to make a 
bed. One corner is out, so she strips my bed. I am angry. I feel like crying, but I don't. She 
also gives me extra chores to do because my bed wasn't perfect.  
 “In the afternoon, we get playtime. I'm playing jacks by the stairs. Another little girl 
is sliding down the stairs. She is having fun and laughing. Then the nun comes. She starts 
yelling at us, and starts getting upset with me. She squeezes me by the arm, and I have a 
hard time keeping my feet on the floor. She is hurting me. She yells as she takes me to her 
room, and I feel terrible because all the other girls are staring at me. That room scares me. 
Sometimes I hear other girls screaming from there. In her room, she begins beating me with 

                                                           
1 Capilano College, Vancouver, BC, Canada. 
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my own runner. In my whole life, I have never felt such pain, but I don't cry. Finally I 
realize if I don't cry, she is going to keep hurting me. That's when I begin crying. I have 
never cried so hard in my life. I want my mommy.” 
 

Part Two: Why Has This Six-Year-Old Aboriginal Girl Left Home? 
by Dan Lukiv 

 
 Why has this six-year-old Aboriginal girl left home to live in a residential school?  
The answer, in short, is what Gulliver brags about to the king of the giant Brobdingnags. 
Gulliver swells to speak of England's "trade, and wars by sea and land, of...schisms in 
religion, and parties in the state [among other things]" (Swift, 1726/1985, pp. 145-146).  
 The king, "after an hearty fit of [sarcastic] laughing," says that Britons have "their 
titles and distinctions of honour; they contrive little nests and burrows, that they call houses 
and cities; they make a figure in dress and equipage; they love, they fight, they dispute, they 
cheat, they betray" (Ibid., p. 146). The king is describing British Imperialism--the fire in 
Gulliver's heart. How does it relate to the Indian girl's going to a residential school? I'll add 
Timothy J. Stanley's comment about Imperialism to what the king says: "Imperialism and 
racism went hand in hand. Imperial expansion required the subjugation of the peoples 
already inhabiting the land. In Canada, expansion was not a peaceful process, but was 
carried out by the same means employed in other parts of the British Empire: troops, 
gunboats, police, government agents, civilian traders and missionaries" (1995, p. 40).   
 The Federal Government of Canada used missionaries and residential schools to 
promote Imperialisim, to teach the White man's ways and the White man's religions [to 
Imperialize Aboriginals]. Jean Barman explains this governmental direction: "In 1885 the 
newly established School Branch of the Department of Indian Affairs laid down 
a...curriculum [for Aboriginal children. The curriculum]...proclaimed [the] federal goal of 
Aboriginal people's assimilation" (1995a, p. 62) Assimilation into what? Stanley puts it this 
way: "Between 1885 and 1925 textbooks presented...students with...‘wider knowledge’ in 
order to instill patriotic feelings. The ‘wonderful acts’ of ‘national growth,’ that is, Britain's 
imperialistic expansion, linked Canadian classrooms [including residential schools] to the 
Empire” (1995, p. 43). 
 "[The missionaries and their] churches believed, and the department of Indian Affairs 
concurred," says Barman, "that Christianity [from Britain] and civilization were coterminous 
and, more specifically, that civilization was a White perogative. To Christianize [through 
the major players: the Anglican and Roman Catholic churches] an Indian was to civilize 
him, and to civilize him was to socialize him into the dominant culture [Imperialistic 
Canada]” (1995b, p. 342). 
 Naturally, those Aboriginal students needed to learn English if they were to be truly 
Imperialized. "Aboriginal children were expected, once in school, totally to abandon their 
Aboriginal tongue in favor of English" (Barman, 1995a, p. 66). The abandonment of their 
mother language contributed to their cultural genocide. The time line that ends with such 
genocide begins 
 
 at the beginning of the white man's rule...[when] Aboriginal people were 
 confined to reserves, most of them far away from schools. When the 
 government was finally forced to do something about the lack of educational 
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 facilities, the solution was a partnership between church and state to set up 
 residential schools. Children were removed from their communities and 
 placed in an alien environment that almost destroyed their culture and their 
 language; we call it cultural genocide. (Moran, cited in Barman, 1995a,  
 p. 73) 
     
 Why did these children leave "an affectionate environment without restraints or 
punishments[, with its]...world of...family and band" to become Imperialized in "a closely 
regulated alien environment" (Barman, 1995b, p. 342)? Barman notes that "an early...public 
teacher reported that ‘it will be a difficult matter to get them [Aboriginals] to attend school 
as their respected progenitors believe them to be as well off without book learning as with 
it’" (Leduc, quoted in Barman, 1995a, p. 70). “Many an Indian agent reported that ‘parents 
see in education the downfall of all their most cherished customs’" (Department of Indian 
Affairs, cited in Barman, 1995a, p. 70). So, again, why did Aboriginal children go to, and 
why did their parents send them to, residential schools? 
 Barman provides insight. "Aboriginal parents...sent their children..., as one former 
pupil put it, ‘to learn White people's ways’" (Clare, quoted in Barman, 1995a, p. 70). “A 
woman born in 1931 remembered her mother's words: ‘You're going to have to learn to read 
and write because when you grow up you're going to have to get a job [in a White man's 
world]’" (Cook, quoted in Barman, 1995a, p. 70).        

 My original question is "Why has this six-year-old Aboriginal girl left home to live in 
a residential school?" The generic answer is to learn the ways of the White man. But there 
are other answers--to forget the language of her ancestors, to become a British Canadian, to 
become a Canadian patriot, and, literally, to become a good Imperialist in "a White 
supremacist society" (Stanley, 1995, p. 39). Doesn't the answer depend on the point of view 
of the person asking my question? 
 In spite of problems/nightmares related to residential schools--"Recent critics of 
residential schools have very persuasively drawn attention to a range of unacceptable 
practises from prohibitions on speaking Aboriginal languages to incidents of physical and 
sexual abuse, and to the consequences for the quality of Aboriginal life in Canada into the 
late twentieth century" (Barman, 1995a, p. 57)--Gulliver, no doubt, even armed with 
knowledge of such woes, would have applauded the concept of Imperializing Aboriginals. 
But that giant, that king of the Brobdingnags, who was "struck with horror at the description 
[Gulliver had given of English cannons that had often silenced anti-Imperialistic voices]," 
would likely have found residential schools and their problems another reason to be "struck 
with horror” (Swift, 1726/1985, p. 175).  
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Chapter Ten: Aboriginal Education in Quesnel Now, Cultural Genocide 
in Canada Then 
 
 The Quesnel School District has an Aboriginal Education Center. Its mandate: "to 
ensure that students of Aboriginal ancestry are provided with the opportunity to gain an 
education and work experience [in the public school system] that meets individual needs, 
and honors their culture and heritage as Aboriginal people" (Tressierra L. et al., 1996, p. 1). 
Quesnel is no hero in such. Districts throughout BC have addressed the need for Aboriginal 
students to experience dignity and success in their public education. 
 Direction that addresses that dignity and success comes from many sources:  

 
It is important for teachers to be aware of the personal and cultural knowledge of 
students when designing the curriculum for today’s multicultural schools. Teachers 
can use student personal cultural knowledge as a vehicle to motivate students and as 
a foundation for teaching. (Banks, 1996, p. 12); 

 
Not surprisingly, “research on the education of First Nations…students has…shown that 
schools which respect and support a child’s culture demonstrate significantly better 
outcomes in educating those students” (Maina, 1997, p. 294). 

The Aboriginal Education Center's mandate is noble, and more so in view of the 
cultural genocide and poor academic schooling Canada ensured for many Aboriginals 
through its residential school system.1 This chapter addresses how such a genocide and poor 
schooling took place, but it addresses first what my own school district is doing to "enable an 
improved working relationship between [itself] and the Aboriginal communities that it 
serves" (Tressierra L. et al., 1996, p. 1). 
 A council that includes members of those Aboriginal communities--namely from Red 
Bluff, Kluskus, Nazko, and Alexandria Bands, and from the North Cariboo Metis 
Association and Quesnel's Native Friendship Center-- 

 
ensure[s] that students of Aboriginal ancestry receive full benefit of the funding 
received by the School District for culture, language, and support programs (i.e., 
monies allocated to the district for Aboriginal Education...). This purpose would be 
achieved through providing an opportunity for dialogue around information, 
proposals, evaluations, and recommendations by/for the [council] and through 
obtaining informed consent from members of the [council] for decisions pertaining to 
spending of the additional funds for language, culture, and support programs. (Ibid., 
p. 2) 

 
The Aboriginal Education Center, guided by direction from the council, oversees the work 
of seven First Nations Student Support Workers (FNSSWs), one First Nations Youth Care 
Worker (FNYCW),  one Culture/Resource Teacher, one Aboriginal Language Teacher, 
and one Early Intervention Teacher. A full-time secretary handles necessary paperwork. 
                                                           
1 “Beginning in the late 1800s, the federal government [of Canada] began removing Indian children from 
their families and placing them in church-run residential schools. There were 14 such schools in BC. The 
last one closed in the mid 1980s” (Bell, 1997, June 27, p. A3). 
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 The FNYCW "promote[s] cultural growth...in first Nations students which will assist 
them in their academic success within the school setting and support them in remaining in 
school. Intervention [is] provided through individual or small group sessions" (BC 
Aboriginal Education [BCAE], 1997, p. 19). But the FNYCW doesn't work in isolation to 
encourage academic success; rather, he or she "maintain[s] open communication with First 
Nations students, parents/guardians, the band, First Nations Education staff, and school 
personnel to meet students' needs" (Ibid.), which reminds me of the wisdom of Proverbs 
15:22: "In the multitude of counselors there is accomplishment" (New World Translation 
[NWT], 1984). This communication enables the FNYCW to "assist instructional staff in 
incorporating Native content and cultural identity into the existing curriculum for Native 
students" (BCAE, 1997, p. 19). 
 Likewise, FNSSWs "provide[ ] assistance to First Nations students....Strong links 
with the First Nations community are strongly encouraged" (Quesnel Student Support Services, 
1990, section 4.3.2). These workers "assist First nations students with their social/emotional 
development" and "provide assistance to students in support of their academic programs" 
(Ibid.). 
 Ongoing workshops, retreats, and mini-courses organized by the FNYCW and 
FNSSWs address traditions, spirituality, crafts, sports, food, wood carving, art, and other 
mainstays to traditional Aboriginal existence. They also address personal and family issues. 
Students have opportunity to enjoy the powwow, potlatch, sweats, smear, and peace pipe. 
Many of my students in my secondary alternate program (McNaughton Centre, Quesnel, 
BC) have been invited to participate in Aboriginal events. In the words of one of my 
Aboriginal students, "It's important not to forget [the past]." 
 As the previous paragraphs imply, Aboriginal individuality should be respected. 
Educators unfamiliar with teaching Aboriginals should note that and the direction in the 
next three paragraphs. 
 "It is...essential that the education of First Nations students be built around the rich 
cultural heritage they bring with them to the classroom in order to develop the sense of pride 
that is critical to personal and cultural identity and academic success" (Maina, 1997, p. 300). 
Aboriginal individuality should be respected with regard to spirituality "in daily living, in the 
relationship with one another, in humility, in sharing, in cooperating, in relationship to 
nature, the land, the animals, in recognition of the Unseen and the Eternal, in the way 
[Aboriginals feel] and perceive[ ] their world" (Seton, quoted in Maina, 1997, p. 300). 
 Aboriginal individuality should be respected in terms of some Natives’ learning 
styles. For example, competition in the classroom may actually destroy a sense of 
community so important to many Native people. Consider what A. Kohn says in Beyond 
Discipline: 
 

Here’s a[n]...exercise worth trying out at a faculty meeting:…ask everyone to think of 
the most effective ways by which a community can be destroyed….Don’t be surprised 
if participants nominate competition as the number one community destroyer--not 
only awards assemblies but spelling bees, charts that rank students against each other, 
grading on a curve, and other things that teach each person to regard everyone else as 
obstacles to his or her own success. (1996, p. 106) 
 
Maina refers to this same community destroyer: 
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solidarity and loyalty to the group is likely to be contradicted by learning practices 
which encourage competition rather than cooperation. Any demonstration of 
individual superiority is avoided because it is seen as demonstrating the inferiority of 
others. A competitive classroom atmosphere therefore produces conflict in [many] 
First Nations students who are disposed to learn cooperatively in groups rather than 
competitively as individuals. (1997, p. 304) 

 
Aboriginal learning styles and culture simply should not be ignored: 
 
Cultural elements can be integrated in the classroom...through oral history, stories 
and songs, which are important instructional techniques in most First Nations 
cultures. The main source of oral history, stories and songs in First Nations cultures 
are the Elders, who are the upholders of morality and cultural wisdom. (Ibid., p. 305) 

 
 I’ve used many quotes, and the most important principles I see in them, that the 
school system should "meet[ ] individual needs, and honor[ ] [Aboriginal] culture and 
heritage," seem obvious. Those principles in practice dignify Aboriginal students as they 
respectively dignify anyone on Earth. The federal government of Canada, however, chose, 
through the residential school system, to not meet individual needs of Native children, and 
to dishonor their culture and heritage. 
 How unfortunate to take the spice out of the spice cake. How unfortunate that the 
federal government used residential schools to extract Aboriginal culture from so many 
Aboriginal students.  In a broader context, Keith Osajima laments about 
 

those who do not know about or have never experienced a Japanese or Chinese New 
Year celebration or a family gathering of any sort in the African-American 
community[. They've] missed something. For those who have never heard a 
Native…storyteller or who haven’t danced the salsa,…[they've] missed something. 
(1992, p. 92) 
 

 The federal government of Canada did not appreciate the wealth of Aboriginal 
culture, and consequently "missed [more than] something"; it missed/sank (whichever you 
prefer) the boat of honor and instead sailed the boat of racism. “[Racist] Imperialism and its 
ethos permeated B.C. textbooks between 1885 and 1925” (Stanley, 1995, p. 45). "British 
Columbia texts assured students that the Indians of the province were in the process of 
transformation from 'savages'" (Ibid.). 
 These “savages” “became subject to the provisions of the British North America 
[BNA] Act [1867] which made Aboriginal peoples 'wards' of the federal government” 
(Barman, 1995a, p. 58). This guardianship lumped all Aboriginals into one collective Indian. 
The BNA act “made no attempt to distinguish Aboriginal peoples in all their diversity and 
individuality” (Ibid.). The federal government’s Imperialistic parenting,  or tyranny, used its 
teeth through the “deployment of law to produce social or cultural homogeneity…in the 
establishment of…the Indian residential school system” (McLaren, 1995, p. 147).  
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 The federal government used the Indian residential school system to promote Indians 
"to learn White people’s [Imperialistic] ways" (Clare, quoted in Barman, 1995b, p. 339).That 
meant removing first languages from Aboriginal mouths. 

 
Children were often harshly punished for any use of cultural practices or their 
languages.…Haig-Brown documents the following horrendous experience of an 
interviewee: "My father who attended Alberni Indian residential school in the 
twenty’s [1920s] was physically tortured by his teachers for speaking Tseshat; they 
pushed sewing needles through his tongue, a routine punishment for language 
offenders" (1988, p. 16). During the time they were at the residential schools, the 
children were required to speak English and were taught a curriculum that contained 
virtually nothing which recognized even the existence of them as people. (Maina, 
1997, p. 297) 
 

 Residential schools went even further in the wrong direction. They created a terrible 
inferiority complex in many Aboriginals. “The constant message [was] that because you are 
Native you are part of a weak, defective race, unworthy of a distinguished place in society. 
That is…training for self-destruction” (Sellers, quoted in Barman, 1995a, p. 74). In the 
words of Lois Guss,  

 
a lot of us left residential school as mixed-up human beings, not able to cope with 
family or life. Many of us came out with a huge inferiority complex realizing 
something was missing, but not knowing what it was. Many searched for love and 
support in the wrong way. Girls became promiscuous, thinking this was the only way 
they could feel close to another person. Never having learned to cope with the 
outside world, many turned to drinking and became alcoholics. (quoted in Barman, 
1995a, p. 74) 
 
Separating Aboriginal children from siblings, parents, and other family members to 

attend residential schools did worse than create inferiority complexes, it created cultural 
genocide.  

 
Students of different sexes were almost always separated in residential schools, and 
siblings in the same school often could not even speak to each other for months and 
years on end. "I never did get to know my brothers. We were kept away from each 
other for too long. To this day I don't know much about my brothers. I just know that 
they are my brothers."2 "After a year spent learning to see and hear only what the 
priests and brothers wanted you to see and hear, even the people we loved came to 
look ugly."3 (Barman, 1995a, p. 73) 

 
In the words of Justa, “Children were removed from their communities and placed in an 
alien environment that almost destroyed their culture and their language; we call it cultural 
genocide” (Justa, quoted in Barman, 1995a, p. 73). 

                                                           
2 Rosa Bell, quoted in Barman 1995a, p. 73. 
3 Manuel and Poslums, quoted in Barman 1995a, p. 73. 
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 Cultural genocide. Where was the dignity of Aboriginals in that? And what about the 
quality of schooling for these students in residential schools? It was poor quality: 
 
 Aboriginal children were allotted less time in the classroom than were their 
 non-Aboriginal counterparts[,]…Aboriginal schooling was carried on with 
 few exceptions by Christian missionaries primarily concerned with saving 
 souls, only secondarily with literacy education[, and]…funding of schools for 
 Aboriginal children quickly fell below provincial funding levels for public 
 schools. (Barman, 1995a, p. 58) 

 
Too bad the federal government had not “ensure[d] that students of Aboriginal 

ancestry [were] provided with the opportunity to gain an education and work experience [at 
the community level] that [met] individual needs, and honor[ed] their culture and heritage as 
Aboriginal people.” Too bad it hadn’t “enable[d a good] working relationship between 
[White] and…Aboriginal communities.” Too bad teachers had not “promote[d] cultural 
growth…in first Nations students which [would have] assist[ed] them in their academic 
success within the school setting and [would have] support[ed] them in remaining in 
[community-, not residential-based] school[s].” Too bad everyone concerned with 
Aboriginal education had not “assist[ed] First Nations students with their social/emotional 
development” and “provide[d] assistance to students in support of their academic 
programs.” Too bad. Think about what the possibilities could have been. 
 Which would be another chapter. Which would highlight, at the least, the positive 
experience of many Aboriginal students at McNaughton Centre, who are completing high 
school. 
 I have compared the principles of Aboriginal education in Quesnel now to the 
principles of Aboriginal education during the residential school-era. On one side stands 
nurturing and positive efforts to provide quality education; on the other cultural genocide 
and a poor education. On one side stands, I hope, dignity; on the other, unfortunately, 
inferiority complexes. Apparently the faculty of church-run residential schools of the past 
that stood joined to the federal government through the umbilical cord of funding and policy 
had not remembered or heard (at Acts 10:34) that “God is not partial” (NWT, 1984). And 
clearly that government had no interest in quality education for Aboriginal children.  
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Chapter Eleven: Motivation from a Humanistic Point of View 
 

 Meet a student’s needs in class, and, very likely, he will be motivated to learn. Call 
this a humanistic view of motivation. Carl Rogers, from his therapeutic training as a 
counsellor, would agree with me that the humanistic view makes sense. As he says (I love 
this quote!):  
 
 If the counsellor [teacher] likes the client [student], unconditionally, and if  
 the counsellor [teacher] understands the essential feelings [needs] of the  
 client [student] as they seem to the client [student]...then there is a strong 
 probability that this will be an effective helping relationship. (1958, p. 4 of  
 his article)  
 
He calls this the “client-centered approach” (Ibid.); for my purposes, as an educator, I call it 
a humanistic approach.  
 Because needs for one person differ from needs for another, a teacher applying this 
humanistic philosophy naturally treats students individually. For example, a student might 
have a pronounced need to make choices. The teacher “provide[s the] student[ ] with more 
autonomy”1 (Stipek, 1998, p. 12). William Glasser says that “teachers...[need to learn] 
enough Choice Theory to understand how students [in particular, at-risk students] need to 
be treated if they are to [begin doing work at school]” (1977, p. 601). He adds, “We 
asked...students why they were no longer disruptive and why they were beginning to work 
in school[. O]ver and over they said, ‘You care about us.’ And sometimes they added, ‘And 
now you give us choices [more autonomy] and work that we like to do’” (Ibid.). 
 We need to work with students, in the student-centered spirit of William Glasser, 
John Dewey, Jean-Jacques Rosseau, and at least two others: Kellough and Kellough. In the 
words of those last two:  
 
 [1.] Collaboratively plan with students challenging and engaging classroom 
 learning activities and assignments. (Kellough & Kellough, 1999, p. 45) 
 
Student-centered? Humanistic?  
 
 [2.] Maintain high expectations, although not necessarily identical, for every 
 student. (Ibid.) 
 [3.] Develop...withitness....Be aware of everything that is going on in the 
 classroom, at all times, monitoring students for signs of restlessness, 
 frustration, anxiety, and off-task behaviours. Be ready to reassign individual 

                                                           
1 Some students, often highly creative, need more than greater autonomy; they also need notable levels of 
novelty. And they often thrive on competence. “Humans are predisposed to derive pleasure from activities 
and events that provide some level of [novelty:] surprise, incongruity, complexity, or discrepancy from their 
expectations or beliefs” (Stipek, 1998, p. 122). In addition, “competence…engenders a positive emotional 
experience,…[and] this positive emotional experience…makes mastery behavior self-reinforcing" (Ibid., p. 
119). These students, in short, need schoolwork that addresses their appetite for competence, novelty, 
and autonomy (Ibid., pp. 117-135). 
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 learners to different activities as the situation warrants. (Ibid., p. 47) 
 
Again, student-centered, humanistic? 
 
 [4.] Involve students in understanding and in making important decisions 
 about their own learning, so that they feel ownership...of that learning.  
 (Ibid., p. 49)  
 
If a teacher follows the advice of those four, he will grow aware of students’ needs; and, if a 
student seems particularly frustrated, the teacher will try to find out why. 
 As an example, let’s take Curt, in your Science 10 class, who looks red-faced. In fact, 
he has looked that way all class, he hasn’t done any work on the latest assignment, and he is 
fidgeting much more than usual.   
 “Curt, you don’t look like you’re enjoying this science.”  
 He doesn’t look up. He seldom does. He stares at his blank sheet of paper, and says, 
“It sucks.” 
 Other kids are busy with their work, so you have some privacy. “Could you tell me 
what you don’t like about it?” 
 Curt is not introspective, but at least you’re letting him know that you’re interested in 
what he thinks. 
 “I don’t know! It sucks!” 
 Fortunately you and him still have some privacy. Otherwise, this discussion might 
need to take place somewhere else, without an audience. You recall that Curt loves using 
computers. You negotiate with him and discover that he knows he could easily complete the 
assignment by using the Internet rather than “the boring textbook” (as he calls it) to gather 
necessary information. You haven’t psychoanalyzed him. You don’t really understand this 
introverted, often-frustrated student, but you and he are working together. Next class this 
boy actually brings in homework! Homework? Homework that he has assigned to himself! 
He has a stack of printed-out information that he assembles on his desk. He begins to 
organize it. He underlines pertinent sentences. Next class he begins formatting the 
information into a report. 
 That really happened (however, I was the teacher, and his name has been changed). 
Curt was frustrated because he disliked the original assignment that was based on “the 
boring textbook.” He redesigned the assignment, and then his motivation soared.  
 Not only will a teacher using my humanistic philosophy of motivation try to 
understand: 
 
 1. why a student, like Curt, has stopped working; or, at least,  
 2. what would get him working; 
 
he will also try to show students by his words, actions, and attitude that he will give them 
help when they need help.  I don’t mean help as quippy, cliché-ridden statements a teacher 
has memorized over the years to respond to exactly “this” problem that sometimes comes up 
at “that” place in the course. Also, and this is important, students need to know that they 
won’t be “penalize[d]...for honesty and openness” (Stipek, 1998, p. 15). 
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 Sometimes help means “nurtur[ing] student interest in the act of learning itself” 
(Vispoel & Austin, 1995, p. 406). Kieran Egan refers to “the ecstatic power to create and 
express one’s own world and one’s own self” (1990, p. 90). If a student can’t relate to a 
creative writing assignment, or to a report that must be done in a particularly particular way 
that a student finds absurd, then where is the “creative power” of the student, or, for that 
matter, where is the chance for “lateral-thinking ecstasy” (Chapter Seven: How Big is the 
Universe?, paragraph 7)? If the teacher digs in his heels and says, “That’s  the way this 
assignment is to be done. Write a story about what it would be like to be a dog. Understand? 
Now hurry up. This must be finished at 1:35, when the bell rings.” What does that attitude 
do to students’ motivation? 
 The humanistic teacher is not a rock. He is flexible, using teaching methods that meet 
the needs of his students. He “observe[s them] in...a variety of contexts, and performing a 
variety of tasks” (Stipek, 1998, p. 14). Why? To determine how to help them enjoy, and be 
successful at, school. He looks for ways to encourage, and, therefore, to motivate them. His 
focus on needs teaches him that “students differ in learning rates....But...these differences 
decrease somewhat when the quality and organization of instruction is improved for all 
students” (Raffini, 1993, p. 45). He knows that “some students work diligently in small 
groups [one learning style] but never finish tasks that are designed to be done individually. 
Some students work best in structured learning situations [another style], others in 
unstructured situations, and so on (Stipek, 1998, p. 14).          
 Who is more motivated to learn, the student forced to use a learning style that grates 
him, or a student allowed to use a learning style that, for him or her, encourages a passion 
for learning? 
 For some students, that latter style means making some noise. “Many parents and 
educators misinterpret...chatter as a sign of disobedience [or] inattentiveness...In fact, private 
speech is an essential part of cognitive development for all children” (Berk, 1994, p. 78). 
This doesn’t refer to students thoughtlessly gabbing to each other, but, rather, it refers to 
students speaking to themselves as they try to learn something. “We know that private 
speech is healthy, adaptive and essential behavior and that some children need to use it more 
often and for a longer period that others” (Ibid., p. 83). If a teacher demands silence in class, 
what will that demand do to the motivation of students who need to make a little noise? 
 In the spirit of that question, which implies that motivation increases as teachers 
address students’ needs, look at the multitude of needs addressed in these comments by 
Vispoel and Austin: 
 
 Teachers should do everything in their power to develop and nurture student 
 interest in the act of learning itself and in the topics covered in class. High 
 levels of interest might be cultivated in a variety of ways such as emphasizing 
 task-oriented rather than ego-oriented [competitive-based] learning goals, 
 demonstrating the real-world application of class material whenever possible, 
 making classroom presentations as engaging as possible, providing students 
 with choices among learning tasks, defining multiple avenues for students to 
 demonstrate learning proficiency, fostering group interaction among 
 students, developing closer teacher-student relations, helping each student 
 set...learning goals...that are challenging but achievable. (1995, p. 406) 
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 Please note my words--“competitive-based”--in brackets in the fourth line of  
that quote. For many students, competition de-motivates. It can destroy a sense of 
community in a class, thereby creating a sense that one’s needs aren’t important. It takes 
Rogers’ words at the start of this article--“if  the counsellor [teacher] understands the 
essential feelings [needs] of the client [student] as they seem to the client [student]...then 
there is a strong probability that this will be an effective helping relationship”--and chucks 
them out the window. Maybe the needs of some students are being met through 
competition, but couldn’t their needs be met in some other way that doesn’t humiliate those 
who have learned through “comparative [competitive] evaluation...[that] being a ‘good’ or 
successful student is directly related to peer rank; success requires that one ranks above the 
average” (Raffini, 1993, p. 51; also refer to Stipek, 1998, pp. 76-77)?2 

 John Taylor Gatto would say that competitive evaluation destroys a school’s sense of 
community and that it de-motivates students. In his Dumbing us Down: The Hidden Curriculum 
of Compulsory Schooling, he relates that 
 
 if...[obtaining] an A average is accounted the central purpose of adolescent 
 life [rather than acquiring “community” (humanistic) values of friendship, 
 loyalty, integrity, compassion, and empathy]--the requirements for which 
 take most of the time and attention of the aspirant--and the worth of the 
 individual is reckoned by victory or defeat in this abstract pursuit, then a 
 social machine [our traditional system of scholastic achievement] has been 
 constructed which, by attaching purpose and meaning to essentially 
 meaningless and fantastic behavior, will certainly dehumanize students. 
 (1992, p. 62) 
 
 Do you find the word “dehumanize” too strong? I don’t. Not when I realize that by 
advertising this traditional system of scholastic achievement, especially at auditorium-filled 
awards day-ceremonies, we reinforce that a student’s worth (s) equals achievement (a). s = a. 
Thur’s some math--aye? Can teachers who work hard to make students feel good about 
themselves because of their humanistic qualities completely erase this equation from those 
students’ concepts of who they are? I don’t think so. Gatto calls our traditional grading a 
system of “one-upmanship” (Ibid., p. 70), and no wonder. Many students, de-motivated, opt 
out of this system, which makes them feel second-best, or feel like losers. 
 Consider some divisions this system creates: Principal’s Roll, Honor Roll, nothing. 
First, second, third, nothing. Consider this true story:  
 
 I remember my grade two class in 1978. Sports Day had ended, and although  some 
chests boasted many ribbons, others had none or very few. The class 
 had returned to my classroom before they could leave for the day. Those with 
 few or no ribbons (about seven students, I recall) cried. I still feel sick as I 
 remember that day, as I visualize those sad faces. 
  I asked the unhappy seven, “Do your parents love you because of who 
 you are, or because of how many ribbons you have?” They didn’t seem to 
 know the answer. I told them, “Your parents love you because of who you 
 are, not because of how many ribbons you have.” I’m not sure they believed 
                                                           
2 For some, competition replaces acceptance and belonging. Competition replaces community.  
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 me. (Lukiv, 2000, p. 2f)  
 
 If you, the reader, don’t believe that competition divides, or de-motivates, or, as 
Gatto says, that competition “dehumanize[s]” (1992, p. 62), then ask awardless students on 
awards day how they feel. Ask them if they feel motivated to work towards the next one. Or 
imagine asking my group of seven if they would look forward to another sports day the next 
day.  
 Alfie Kohn, in Beyond Discipline: From Compliance to Community, agrees, too, that 
competition, which doesn’t address many students' need for acceptance and belonging 
(community), often de-motivates them: 
 
 Here’s a[n]...exercise worth trying out at a faculty meeting:…ask everyone 
 to think of the most effective ways by which a community can be 
 destroyed….Don’t be surprised if participants nominate competition as the 
 number one community destroyer [and motivation destroyer]--not only 
 awards assemblies but spelling bees, charts that rank students against each 
 other, grading on a curve, and other things that teach each person to regard 
 everyone else as obstacles to his or her own success. (1996, p. 106) 
 
 The case against competition grows even stronger when we teach Aboriginal 
students: 
 
 Solidarity and loyalty to the group is likely to be contradicted by learning 
 practices which encourage competition rather than cooperation. Any 
 demonstration of individual superiority is avoided because it is seen as 
 demonstrating the inferiority of others. A competitive classroom atmosphere 
 therefore [de-motivates,] produc[ing] conflict in [many] First Nations students 
 who are disposed to learn cooperatively in groups rather than competitively 
 as individuals. (Maina, 1997, p. 304) 
 
I’ll sum that up: Aboriginals have long-established cultural forces against competition, 
because, for them, it divides, dehumanizes, and de-motivates.     
 To do the opposite, to motivate students, address their needs. I teach in a secondary 
alternate classroom at McNaughton Centre, in Quesnel, BC. Each year, typically, I have 
students who were unmotivated in “regular” settings.  I could relate a bookful of examples 
of many of those students who became academically successful simply through my 
addressing their needs--as related to their learning styles, cultural forces, circumstances, 
passions, interests, frustrations, strengths, and weaknesses. I have spoken with secondary 
alternate teachers from all over BC, and they have all reflected the same language: address 
the needs of the students, and, almost without exception, success at school will follow.  
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Chapter Twelve: Lukiv’s Principles of Instruction 
 

 All methods I use as a teacher spring from my principles of instruction. I don’t use 
methods, or theories, for that matter, simply because someone says they’re terrific, or 
because someone is parading them on a bandwagon through professional development days 
or staff meetings. Some in The Quesnel School District have frequently paraded William 
Glasser’s Choice Theory through such days and meetings over the last 15 years. I don’t 
blindly follow trends. I use methods according to what I perceive as the educational and 
socio-emotional needs of my students--methods that my principles of instruction, which are 
based on my experience, tell me will work. I am suspicious of bandwagon approaches 
because they often don’t address individual needs of all students; however, Choice Theory 
often does address such needs, and when it does I adopt Glasser’s ideas. 
 I am, I’d like to add, suspicious of the term learning disabled. “This student is 
learning disabled,” a teacher will say. Not necessarily. Perhaps the student needs a particular 
method of instruction that teachers haven’t provided. From that point of view, the student 
isn’t learning disabled, but rather his or her teachers are teaching disabled by not using 
appropriate methods of instruction.     
 My focus, then, is student-centered. A world of great stresses due to technology shock 
(accelerating technological advance), family dysfunction, uncertain futures due to the threat 
of global annihilation, the threat of never obtaining employment beyond minimum wage, 
the threat of illness due to a witches’ brew of toxins that mankind has ingeniously (?) 
designed, and problems with peers, teachers, and assignments create, at times, mind-
numbing turmoil for students. Teachers need to be aware of that, and need to apply 
principles of instruction that help students feel worthy and be productive in spite of their 
stresses and problems. Here are principles of instruction that I apply to help me help my 
students: 

 
1. I choose methods that my experience says will work on an individual basis 

according to what I perceive as the educational and socio-emotional needs of 
each student. 

2. I choose methods that show respect and concern for, and that value, the student, 
reinforcing for the student that his or her individuality and learning style, 
providing they don’t encroach of the rights of others, are important. 

3. I choose methods that adequately prepare a student for his or her career path. If 
that means providing a rigorous learning experience that enables a student to 
score high on government exams, so that he or she may enter a prestigious 
university, then I provide such. 

4. I choose methods that allow for negotiation between myself and student and that 
keep the dignity of both intact. 

5. I choose methods that enable the student to acquire skills as a lifelong learner. 
  
 Every so often, I re-look at my principles, and tinker with them. I make changes as 
society changes, the needs of students change, and my knowledge increases. I do that to 
present myself with the best direction as a teacher that I can muster. The list could look 
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different next year. Maybe you have suggestions that will improve my list. If you do, by all 
means send them to me at <lukivdan@hotmail.com>. 
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Chapter Thirteen: Burnout 
Victor Savicki’s study, entitled  “Comparison of Culture and Burnout in  English and 

Scottish Child and Youth Care Workers” "collected [data from child and youth care 
workers] in England and Scotland...The larger study examined the contributions of  culture, 
work environment, coping styles, and demographic variables as they related to burnout in 
thirteen different cultures” (Savicki, 2000, paragraph 2). This research merits evaluation by 
not only child and youth care workers in England and Scotland, but also by teachers 
working anywhere, who, like youth and child care workers, have clients with socio-
emotional problems. 

 
Variables Studied 

 
With Regard to Burnout 
 

Three variables, measured by The Maslach Burnout Inventory: “Emotional 
Exhaustion, Depersonalization, and Personal Accomplishment (Maslach, Jackson & Leiter, 
1996)...Emotional Exhaustion is the extent to which a worker feels worn out and drained by 
the job”; “Depersonalization is the extent to which workers think about and treat [clients] 
and their families in an unfeeling and impersonal manner”; and “Personal Accomplishment 
describes the extent to which workers feel successful in their work.” (Ibid., paragraph 13). 
 
With Regard to Culture 
 

“Hofstede identifie[s]...[four variables as] important characteristics of a culture” 
(Ibid., paragraph 15). They are Individualism vs Collectivism, Masculinity (Career Success) 
vs Femininity (Quality of Life), Power Distance, and Uncertainty Avoidance. Savicki 
measured these four by using the Hofstede’s Cultural Work Value Scale.  

 
Individualistic cultures emphasize personal action…[;] collectivist cultures[,] …group 
action...[;] masculine cultures[,]…autonomy…[;] feminine cultures[,]…social-
consciousness…In high Power Distance cultures bosses believe that they can dictate 
the behavior of the subordinate...In low Power Distance cultures bosses understand 
that they must consult and collaborate with subordinates to direct their 
behavior…High Uncertainty Avoidance cultures develop rules to cover a broad range 
of possibilities. Low Uncertainty Avoidance cultures let individuals react more 
spontaneously. (Ibid., paragraph 15) 

  
With regard to Work Environment 

 
Savicki measured seven variables using R. H. Moos’ Work Environment Scale: 
 
Peer Cohesion[:] the amount of…support that is perceived in co-workers. Supervisor 
Support[:]…the extent to which management encourages [all] workers to be 
supportive of each other. Autonomy[:] the degree to which workers are encouraged 
to…make their own decisions. Task Orientation[:] the extent to which the work 
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environment emphasizes…good planning. Work Pressure[:] the extent to which the 
press of work dominates the job milieu. Control[:] the extent to which management 
[enforces] rules…[on] workers…Innovation[:] the extent to which…new approaches 
are emphasized. (Ibid., paragraph 17) 

  
Educational Significance of the Study 

 
 For teachers, the study’s significance seems obvious: 
 
 Burnout has important consequences for child and youth care workers [and 
 for teachers]....High burnout results in physical and psychological difficulties 
 at work and elsewhere which lead to lower productivity and eventual harm 

to...individual[s] and to the organization[s] in which they work. In contrast, 
low burnout results in individual[s] thriving and growing in their work. The 

 challenges of work stress invigorate and energize the worker to produce more 
 and to become innovative. (Ibid., paragraph 9)  
 
 The study provides other insights into burnout:  
 

Typical burnout workshops have tended to focus on activities such as physical 
exercise, meditation, guided fantasy which fall into the escape coping category 
(Potter, 1987). While such methods may yield short-term relief, control coping 
strategies such as systematic problem solving may prove to be more productive in the 
long run. (Ibid., paragraph 40) 

 
In short, “while escaping from the travails of a stressful situation may provide 

temporary relief, direct action focused on the source of stress seems to have had more 
satisfying long term results” (Ibid., paragraph 40).  

Other useful information: 
 
If work tasks can be paced to challenge and not overwhelm workers, they 

 may experience more engagement with their work and find work 
 invigorating in spite of a fast pace (Riolli-Saltzman & Savicki, 2000). 
 Likewise, clear, unambiguous work structures allow workers to predict their 
  work activities more clearly; thus reducing the fear of unanticipated 
 demands which may descend in some random fashion. (Ibid., paragraph 
 41) 

 
Overall Rating of the Study 

 
Although the study uses volunteers, as convenience samples, which limits 

generalizability, “this does not mean...the findings are not useful” (McMillan & 
Schumacher, 1997, p. 169). Clearly the results of Savicki's research are useful for teachers. 

In defense of his using convenience samples: “It is not possible [for ethical reasons] to 
conduct simulation studies of burnout. Such a restriction makes it difficult to find qualified 
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participants. The current sample, while not randomly chosen or precisely matched, meets a 
standard frequently used in such studies” (Savicki, 2000, paragraph 23). 

My rating of the study: 
 
______                 X          _________ _________ __________ 
Critical Very  Important Somewhat Very 

   important   important unimportant 
  
Using this Likert-like scale, I don’t rate the study critical because it deals with youth 

and child care workers rather than teachers, but I rate it very important because of its 
educational significance. 
 

Significance for Students and the General Public 
 

Secondary Alternate education requires teachers and youth care workers who can 
successfully help students deal with socio-emotional issues in positive ways. Regular 
education also requires teachers with those skills. More and more, mainstream teachers find 
themselves dealing with troubled youths.  

Burned out teachers, however, likely cannot properly help. Students without help can 
make poor choices that can adversely affect themselves, their families, and the general public 
at large. Sometimes these poor choices translate into one or more of alcohol abuse, drug 
abuse, careers in crime, and incarceration. On the other hand, teachers who don’t burn out 
gain experience and expertise in dealing with students with socio-emotional issues. Teachers 
who don’t burn out have enough energy to direct these students in the art of making 
decisions that benefit rather than harm themselves.   

Clearly, this research does merit evaluation by not only child and youth care workers, 
but also by teachers, who, like youth and child care workers, have clients with socio-
emotional problems. Simply put, students need experienced teachers who avoid burnout; 
those teachers can make a difference. 
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Chapter Fourteen: The Master Teacher 
 
 My belief in what makes a Master Teacher automatically defines for me noteworthy 
principles of instruction. For example, such a teacher does  “not concentrat[e] on being [an] 
effective disciplinarian[ ].…[He has] better things to do,…[like] preventing problems from 
developing in the first place” (Kohn, 1996, p. xii). Some call this professional judo--looking 
ahead for potential trouble and preparing for it. If that trouble arises, the teacher has a 
reasonable plan, tucked away in his mind, that should allow everybody concerned to walk 
away with his or her dignity intact. 
 One secondary alternate teacher I knew--Gerry Hogan--did that. He looked ahead to 
his first day with a new class, knowing about one big galook who’d notoriously made two 
previous teachers’ lives miserable. Gerry knew that 18-year-old boy would be gunning for 
him. He nervously entered the class full of “those problem kids,” scanned immediately for 
the biggest, meanest looking student, and then promptly walked straight to him. 
 “Hi, Bill.” Gerry briskly shook the boy’s hand. “I’m the new teacher. I’ve heard a lot 
about you, and I’m glad to meet you. Would you mind sitting up front? You can help me 
run this class.”   
 Bill liked that greeting and proposal. In fact, he and Gerry became, literally, great 
friends. His teacher had “prevent[ed] problems from developing in the first place”--
professional judo--aye? 
    The Master Teacher uses his “martial art” to promote a good learning environment 
in which he teaches his students how to teach themselves as lifelong learners. He “goes 
much, much further than the mere act of informing, explaining, and showing how….[The] 
end result is that the learner is enabled [sic] by the process. The outcome...is that the learner 
becomes more free to engage in a process of self-teaching” (Wassermann, 1987, p. 177). His 
teacher has a clear vision of how he will teach, and how he will treat his students. 

Here, in Wassermann’s words, are principles of how the Master Teacher treats them: 
  
[1. The Master Teacher] communicates a genuine prizing and valuing of the student. 
(Ibid.)  
[2.] The student does not have to be concerned about defending himself against 
ridicule, belittlement or rejection. There is a deep respect for the dignity of the 
learner--for his individuality, for his capacity, for his gifts, for his right to make 
choices--and there is also a sensitivity to the needs, problems and feelings of the 
student. (Ibid.) 
[3.] The student experiences this teacher not as an “all-knowing sage” but as a 
resource person who has faith and trust in the learner’s ability. While in almost every 
sense the [Master Teacher] is a model to the learner, the message communicated to 
the learner is that he is free to develop his own unique style. (Ibid.) 
[4. The Master Teacher] not only provides for the development of knowledge and 
skill, but he does this in such a way that enables [sic] the learner to move to higher 
positions on the continuum of personal autonomy.  (Ibid., p. 178) 
 

 Given those principles, no wonder the Master Teacher is “admire[d], value[d], 
prize[d] and respect[ed]” by students (Ibid., p. 181). “[He] is open and undogmatic about his 
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ideas…[, and] his actions seem reasoned and reasonable” (Ibid.). Empathy characterizes his 
approach. “He is considerate of the feelings of students and communicates genuine warmth 
and regard for them” (Ibid.). His classroom = dynamic energy, 
 

achieve[d]…through a combination of his own enthusiasm, his choices of curriculum 
materials, the content and purposefulness of the subject matter, and the way he 
organises and orchestrates the learning experiences. His class is never boring or 
routine; it is alive and zestful and rich. The student comes away from it inspired, 
knowing more, being more interested, and feeling good--and all these contribute 
richly to his movement along the self-teaching continuum. (Ibid., p. 182) 
 

 The Master Teacher wants his students to feel good, and that’s one reason he  
critically considers new, progressive ideas on teaching, evaluating them through his 
experience and what he knows about his students’ needs (Wolfe, 1998, pp. 61-64). The 
Putman-Weir [Educational] Survey of 1924 told British Columbians that “the ‘progressive’ 
ideas of John Dewey urged attention to the ways that children actually learned as opposed 
to imparting knowledge in traditional ‘full pitcher-empty cup’ fashion”(Barman & 
Sutherland, 1995, p. 412), and the Master Teacher thoroughly focuses his attention on such 
ways. He wants his students to benefit as fully as possible from good teaching methods, and 
he wants to prepare them for lifelong learning.  
 The Sullivan Report of 1988 epitomized lifelong learning for BC students, and 
although the report generally fell down before public opinion, which favored 
“accountability, higher standards, curricular relevance [Hunter and Russell, 1994, p. 95; also 
Egan, 1997, p. 20] and ‘back to the basics’” (Barman and Sutherland, 1995, p. 423), the 
Master Teacher juggles teaching lifelong learning skills with that public opinion, not as a 
clown, but as a skilled and serious performer (although he certainly does have a sense of 
humor). Of course he wants his students to relish learning, and to years later be able to learn 
what they need to succeed!--whatever that means for each student. 
 He also juggles his students’ interests, especially if they’re narrow (consider the 
student who wants to spend each entire day of each school year wired to computer games), 
with opportunities to develop new, broader interests. That requires serving the broader view 
thoughtfully, enticingly to students. Why expend the effort? “What could be cruder than a 
human being…who is limited to a narrow area of knowledge and practise and has the 
naiveté of a child in most other areas” (Saul, 1995, p. 15)? The Master Teacher expends the 
effort. 
 He also expends the effort to teach his students how to write about what they know. 
The ungrammatical, weird-spelled chat room-lingo of the World Wide Web (www) might 
draw a chuckle through his lips, but he’s serious about written expression. His students learn 
to write clearly, thoughtfully, passionately. They learn to “place” themselves on paper. 
Really, isn’t “one of the signs of a healthy civilisation [or family, for that matter]...the 
existence of a relatively clear language in which everyone can  participate in [his] own way” 
(Ibid., p. 57)? Even in a world of many young, sleep-deprived, eye-glazed, information-
sucking, net surfing addicts, the Master Teacher finds his students generally pride themselves 
on their ability to communicate in written form. He praises them for their hard work. 
Sometimes their compositions require improvements, but he lets them know that “there is 
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no such thing as a low grade that cannot be improved” (Glasser, 1977, p. 602). He provides 
upgrading opportunities. They praise his efforts by turning in quality work. 
 The Master Teacher also expends effort in helping his students learn to read better--to 
help them deal with an information-obese society. He--in the spirit of the Dutch scholar 
Desiderius Erasmus, the 16th century Bible translator, who wanted every “ploughboy” 
presented with a Bible in language he could read and understand (he said, “I long for the 
ploughboy to sing [the scriptures] to himself as he follows the plough” [When the Ploughboy 
Delights, 1982, p. 8])--passes on his skills of reading, promoting multilevel comprehension. 
He even helps his students who can’t read properly due to problems in phonics. 
 Why does he focus on reading? To enable his students to teach themselves, certainly, 
but also to help them deal efficiently with the www-spawned Information Anxiety 
(Information anxiety, 1998, pp. 1-12) that makes many people today dizzy trying to digest 
what floods their monitor screens. E-mail. E-mail junk mail. Web sites. Web sites. Web 
sites. Although he encourages them to widen their interests, he encourages them to focus 
their reading on what will actually benefit them--given what precious time and energy they 
have. 
 To maximize on his students’ time and energy, the Master Teacher makes sure they 
(in the words of John Amos Comenius, born in Moravia in 1592) are “not ...overburdened 
with matters that are unsuitable to their age, comprehension, and present condition” 
(Comenius, 1999, p. 24). Comenius hated the European education of his day, in which “no 
thought was given to establishing specific goals for learning[. N]or was instruction designed 
to lead students gradually from simple ideas to complex ones” (Ibid., p. 21). “[He] proposed 
a system that made learning fun, not drudgery. He called his educational scheme pampaedia, 
meaning ‘universal education.’ His goal was to establish a progressive system of teaching 
that everyone could enjoy. Children should be taught in incremental steps, he said, with 
elementary concepts naturally leading up to more complex ones” (Ibid., p. 22).  The Master 
Teacher agrees with this instructional design: “one must...establish a rationale for what is to 
be learned” (Gagne, Briggs, & Wagner, 1992, p. 14). 
 The Master Teacher not only wants his students to enjoy their education; he wants 
them to benefit themselves according to their own free will, choices, passions. He doesn’t 
place much faith in Plato’s slotting of people into one of three categories: the administrators, 
the police and military, and the ordinary citizens (Plato, 1999). In the first place, he doesn’t 
consider citizens as ordinary, but sees in each, at least in each benevolent, person a 
uniqueness, a splendor. In addition, he sees free will and passion as important factors that 
enable students to choose their (unslotted) destiny. Perhaps he recalls being told by his grade 
five teacher that he lacked ability in sports, only to, through sheer determination, go on to 
play soccer, and to play it well, through high school and college. So much for slotting. 
 The exercising of free will to make good choices, such as staying in school, getting a 
good education, preparing for the often-discouraging competition of getting a job, or 
preparing for entry into college, university, or trades school, could pave the way for a career 
beyond the hardship of a never-ending stream of minimum-wage jobs that require little or no 
education. And such a choice could save a student much idle, unprofitable time. I will 
explain this way: 
 Egerton Ryerson, the education-guru of 1800’s Upper Canada might have been an 
Imperialistic snob, disdaining the importance of the common man’s family values, but he 
was dead-on that idleness for the young person not in school or at work, who is gadding 
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about through hours of non-commitment, could succumb to wayward influences that could 
end in debauchery or crime. In 1800’s Upper Canada, “educators [such as Ryerson] 
especially seemed to feel growing qualms about exposing the young to the evils of possible 
‘idleness’” (Prentice, 1977, p. 37).  The Master Teacher, concerned about such “evils” does 
what he reasonably can to keep students in school. As Proverbs 29:15 says: “A boy let on the 
loose will be causing his mother shame” (New World Translation, 1984). 
 Too many street gangs and street corners fill up with the idle and uneducated. For 
over two decades I’ve often seen downtown corners of Quesnel house bored, idle drop outs. 
The Master Teacher encourages these young people to leave their street-corners for desks. 
He adjusts to the special needs of many of these street-corner kids, addressing, in a school-
based team setting, Individualized Education Plans that detail more than “a statement of the 
student[s’] present...educational goals” (Kellough & Kellough, 1999, p. 46), but socio-
emotional1 ones too. These socio-emotional goals should help students make choices that 
will lead to healthy personal relationships and to career possibilities. 
 Dealing with these kids sometimes creates big challenges for the Master Teacher. But 
he remains undaunted. He has great optimism which breeds great energy. Even given the 
challenges as found in the poem called “An Elementary School Classroom in a Slum,” by 
Stephen Spender, he tries to employ all his art and craft (skill) for the benefit of all his 
students. Undaunted by “[the] tall girl with her  weighed-down head” (exhausted?, ill?), “the 
paper- / seeming boy with rat’s eyes” (thin, hungry, and weak?), “the stunted unlucky heir / 
Of twisted bones, reciting a father’s gnarled disease” (an inherited disease or disability?), and 
“[a boy’s] eyes [that] live in a dream” (a mental illness?), the Master Teacher applies the 
principles of “1”, “2”, “3”, and “4” as mentioned at the beginning of this chapter. Perhaps 
his students won’t visit the “Tyrolese valley” or become the “governor, teacher, [or] 
inspector” or “break the town” (1967, pp. 101-102) by escaping the circumstances of the 
slum, but never will the Master Teacher cease trying to inspire them to 
 

1. learn all they can at school; 
2. prepare as best as possible for work or further education; and 
3. acquire the skills needed for lifelong learning. 
 

 Never will he refer to them as the “slag heap” (Ibid.) of society. Some have referred to 
secondary alternate students as the “slag heap” of school districts. Never does he see 
students that way. You won’t likely find him seated with that perpetual doom-and-gloom 
bunch in some staff-rooms who lament lament lament (until they mercifully retire) about 
their perpetually “rotten” students. 
 He focuses his attention on what strengths his students possess, trying to “help [them] 
realize [their] unique potential” (Egan, 1997, p. 10), even trying to unleash what Carl Rogers 
calls their “latent inner resources [strengths]” (1958, p. 1 of his article). He musters all his 
skill to build on those strengths. The results, he knows, are often wonderful. What is one 
proof that all his efforts are worth his often-felt exhaustion? When students from the past--
sometimes from one or two decades ago!--return for a visit, and say, “Thanks for all your 
help. You made a difference.”  

                                                           
1 As a secondary alternate teacher at McNaughton Centre, I have the good fortune of working with 
dedicated youth care workers, who directly help students establish socio-emotional goals. 
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Chapter Fifteen 
 

The Teacher 
  
  Electric heat and humidity 
  Assault me 
  This morning 
  In my classroom, 
  Both leftover from yesterday's 
  Coup d'etat of summer. 
 
  I reach out to open a window, 
  But I discover a "fat" bee 
  Peering through Plexiglas, 
  Helplessly still, 
  Watching the world 
  Die. 
 
  Its stinger-abdomen 
  Barely twitches. 
  Its wings, 
  Like agate-wafers, 
  Droop. 
  A clump of pollen, 
  As green as grasshopper-blood, 
  Sticks to one leg: 
 
  I open the window, and 
  A page flies off my desk. 
  Armored bits soon 
  Pulse and twitter. 
  Wings tremble. 
  The bee flies away, 
  Sleepily, 
  Mind you, 
  But off it goes, 
  With legs dangling 
  Like numb tentacles. 
 
  I sit at my desk-- 
  Uncluttered at last!-- 
  Peering at my lesson plan: 
  "Lead destroyed Rome." 
 
  But I look away, 
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  Craning my neck 
  To feel cool air flowing 
  Across my face from the 
  Open window. 
 
  Yet again I feel cheated. 
  The children I've taught 
  Will leave. 
  You'd think I'd get used to 
  All this, 
  This last day, 
  But I don't, 
  I haven't. 
 
  I search for a travel brochure, 
  Anything to take me away, 
  For a few minutes, 
  Before the kids clamor down the hall 
  One last time 
  To say hello and 
  Good-bye. 
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